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ABSTRACT 

The primary purpose of this study was to determine 

the relative importance of occupational factors which would 

account for differences, if any, between the reading achieve

ment level of first-, third-, and sixth-grade students whose 

mothers were employed in the professions and the reading 

achievement level of first-, third-, and sixth-grade students 

whose mothers engage in a full-time career as homemakers. 

A sampling was taken from a total elementary school 

district population of approximately 7,800 students in 

thirteen different elementary schools in Goleta, California. 

From this population, two groups of thirty pupils were 

selected. Ten pupils each from grades one, three, and six 

were placed in each group. These children were paired 

according to sex, grade placement, intelligence test scores, 

and as nearly as possible, mother's education. 

Children whose mothers were employed in the profes

sions as determined by the United States Bureau of the 

Census, 1960 Census of Population, Classified Index of 

xi 
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Occupations and Industries were designated Group P, and 

children whose mothers were full-time homemakers were classi

fied as Group H. Mothers of both groups were interviewed to 

establish: (1) mother's occupation, (2) mother's education, 

(3) maternal language style, and (4) home characteristics and 

maternal attitudes toward reading achievement. 

Four hypotheses were subjected to analysis in this 

study. The major hypothesis tested was that children of 

mothers employed in the professions would not achieve a 

higher score on a reading achievement test than children 

whose mothers were solely homemakers. As a result of the 

rejection of the null hypothesis in the major part of the 

study, the secondary hypotheses were tested in order to 

ascertain possible discriminating environmental factors 

between groups. The environmental factors which were in

vestigated were: achievement motivation, language style, 

home characteristics, and maternal attitudes toward reading 

achievement. 

The data on reading achievement and environmental 

factors were gathered by means of the Stanford Achievement 

Test (Reading), Primary Batteries I and II Form W and Inter

mediate Battery I Form W, and tape-recorded interviews with 

mothers and children in the sample. 
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The scores obtained by the two groups on the reading 

achievement tests were submitted to the t-test of correlated 

means with an obtained significance at the .05 level in favor 

of the P Group. The data were further analyzed by grade 

level and sex difference subgroups. 

The first of the secondary hypotheses tested was 

based on McClelland's work in achievement motivation. Chil

dren's tape-recorded responses were rated by two judges, and 

the results submitted to the t-test of correlated means. The 

t-test failed to show significance at the .05 level. 

Maternal language styles were recorded as mothers of 

both groups taught their children to read two words. The 

language patterns were evaluated and then submitted to the 

t-test of correlated means and found to be significant at 

the -05 level in favor of Group P. 

Finally, home characteristics and maternal attitudes 

toward reading achievement were evaluated and responses 

rated by the judges. An analysis of the difference of total 

scores of responses for the two groups by the t-test was 

significant at the .05 level in favor of Group P and the null 

hypothesis was rejected. 

The data obtained on the achievement motivation test, 

maternal language style evaluations, and the home 



xiv 

characteristics and maternal attitudes were also analyzed by 

grade level and sex difference subgroups. 

The present study found that there was a general 

tendency of Group P children to score higher in reading than 

the children of Group H, and a corresponding tendency of 

their mothers to score higher on the environmental variables 

investigated. 



CHAPTER I 

INTRODUCTION AND REVIEW OF THE LITERATURE 

Introduction 

The preponderance of early research in the field of 

reading dealt primarily with the physical and emotional cor

relates of reading achievement on a personal basis. While 

these aspects of reading remain important, recent research 

has focused on identification of conditions in the home in 

an effort to create a favorable environment for improved 

reading achievement of children. It has been found that home 

and school conditions are interrelated (Plessas and Oakes 

1964, pp. 241-245) in reference to a child's achievement in 

school, particularly in relation to reading. These findings 

show that the influence of the mother is important by virtue 

of her central role in the home and the effect she may have 

on her child because of this role. However, what if the 

mother is employed outside the home? The activity of women 

outside the home is a significant facet of American society 

1 
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today. Not only are modern American women more active in 

social circles, but many are also gainfully employed. 

The major purpose of this study was to determine the 

relative importance of the mother who is employed or not 

employed in relation to the reading achievement level of her 

child. If any significant differences in the child's reading 

achievement were found, a secondary purpose of this study was 

to investigate three factors from the standpoint of their 

possible relationship to these differences. The three fac

tors are: (1) achievement motivation as demonstrated by the 

children who are subjects in this study, (2) maternal atti

tudes toward the child's reading as demonstrated by charac

teristics of the home milieu, and (3) language styles 

utilized by mothers in speaking with their children. 

Review of the Literature 

General Factors of Personal and 
Home Influence Related to the 
Child's Reading Performance 

The majority of the literature in this field is 

limited to studies in which single factors are investigated 

in relation to the child's academic achievement in general 

and reading achievement in particular. The factors most 
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frequently studied in relation to the achievement of chil

dren were personal characteristics such as intelligence, 

attitude, motivation, and physical defects. While recog

nizing that these factors do exist and are important, it is 

not the purpose of this study to deal with them in depth. 

Because there was been so much written in this area, the 

present investigation will not undertake a review of these 

areas of the literature but focus instead on the role of the 

mother and other environmental aspects affecting the child's 

academic and reading achievement. 

Ever since Gray (1939) observed that the nature of 

the home and the demeanor of the parents will exert a strong 

influence on the development of the child's reading ability, 

a good deal has been written about the ecological aspects 

which influence the child. Various other authorities 

(Gesell and Frances 1946, Lawshe 1948, Monroe and Backus 

1947) have also reported that the achievement of an elemen

tary school child is relative to his environment. Among the 

several environmental factors mentioned, the parents' 

occupational-socioeconomic status and the degree of intel

lectual stimulation in the home have received much of the 

attention. According to Strang (1951, p. 545): 



The parents1 own education and their attitude 
toward schooling, their occupation and socioeconomic 
status, their expectations and ambitions for the 
child, the degree of intellectual stimulation in the 
home and neighborhood, the pressure of home duties 
and remunerative work, all are conditions that may 
influence learning. 

Socioeconomic status.—A positive relationship has 

been reported between the economic status of the family and 

the child's achievement. For example, Hill and Giammatteo 

(1963) found a correlation between socioeconomic status and 

vocabulary achievement, reading comprehension, arithmetic 

skill, and problem solving. A composite of these variables 

as measured by the Iowa Test of Basic Skills suggested that 

socioeconomic status was a factor in school achievement. 

In a study of characteristics of working and non-working 

mothers of high school students, Frankel (1964, p. 778) 

noted that "... more than one-third of the high achievers 

came from the professional families in the top socio

economic level, and about one-third of the families of the 

low achievers were on the fifth [low socioeconomic] level." 

Paternal influence on child achievement.—Throughout 

the centuries the father has maintained a role of critical 



importance in the household. The socioeconomic status of 

the family is dependent upon the father, with the pattern 

of living determined by his social contacts, his work, and 

his personal ideals. Possibly because of the father's prime 

importance as "figurehead" of the family, the majority of 

research encountered has been concerned with the influence 

of the father upon his child's academic achievement in re

lation to the father's occupational standing. This rela

tionship is illustrated by Bingham (1937, p. 140) in an 

explanation of the father's occupation as related to his 

child's future vocation: "There are some things to be said 

in favor of giving weighty consideration to the matter of 

heredity at times of vocational decision. It is not beside 

the point that the item 'Father's Occupation' appears near 

the top of most personal history questionnaires." By 

"matter of heredity" Bingham apparently means "parental 

occupation," with this influence predicting the probable 

success of the child. 

Contradicting Bingham's theory of occupational 

influence of the father on child achievement, Elias (1951, 



6 

p. 65) concluded that the father's occupation and education 

have shown little or no relationship to the child's achieve

ment in reading. In an examination of the relationship of 

home and school experience to scores of reading achievement, 

it was found that there was so little relationship to the 

father's occupation that the item was eliminated from the 

study. It is interesting to note Elias' reference to the 

possibility that the father's education, in addition to his 

occupation, could perhaps be related to child achievement. 

Maternal influence.—Bossard and Bolls (1960) noted 

that in the past the basic unit of function in the family 

used to be the compact group, but through a process of in

dividualization mothers and fathers have come to function 

more separately in their roles as parents, with a conjugal 

rather than a patriarchal head. They further observed that 

the changed status of women during the past century has 

affected their roles and functions in the home and society. 

Some of the factors influencing their new status have been: 

(1) a change from the producing family to the consuming 

family, (2) mass compulsory education and gainful employment 

of women, (3) the increase in labor-saving devices and de

crease in size of homes, and (4) the small-family system. 
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It is difficult to pinpoint the critical factors in changing 

American life that are responsible for the change in the 

role and function of women, for almost every aspect of life 

has aided in woman's "emancipation." For instance, it has 

been claimed that the self-starting automobile freed her 

from being tied to her home. It has also been emphasized 

(Bossard and Bolls 1960, p. 307) that the modern American 

family has changed from a producing to a consuming pattern. 

Less than 100 years ago, more than seven out of every ten 

American families lived in agricultural areas. Today, 

nearly seven out of every ten live under urban or suburban 

conditions. This has had a revolutionary effect on the 

status of women and the general family way of life. The 

agricultural society was a patriarchal society with direct 

contribution of all toward production of the necessities of 

life. Women were the child bearers, child rearers, house

keepers, and part-time laborers. They had no function apart 

from family life. 

Urban living, on the other hand, has created for 

most families the necessity for the members of the family to 

leave the family group to earn a salary. The assumption of 

leadership in the family no longer depends upon physical 

strength but upon the ability to take command. Thus women 
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need not be subordinate, nor must they have their roles and 

functions dictated to them. 

Indeed, at present, it is impossible to state 
what is the proper role and function of a specific 
woman or mother in the United States. The possi
bilities are so varied that there is no longer a 
set pattern and the question of what it should be 
is highly argumentative (Bossard and Bolls 1960, 
p. 307). 

Combined parental influence.—Recent studies tend to 

explore combined parental influences rather than to perpetu

ate the patriarchal influence as the prime focus. The 

combined influences include the mother's and father's socio

economic status in relation to their educational background, 

as well as occupational factors. In exploring parental in

fluence from the combined occupational and educational 

aspect, Sheldon and Carrillo (1952, p. 262) concluded: 

Good readers come more often from homes where 
the parents have reached higher levels of educational 
attainment. 

In regard to the father's occupational status, 
good readers tend to come more often from homes sup
ported by professional and managerial fathers, with 
poor readers coming from homes of agricultural, 
skilled, and semi-skilled workers. 

Gillmore (1969, p. 2) reports that there are paren

tal attitudes and operations in the home which influence the 

achievement of the children. The high achiever's home is 



characterized as one which fosters a strong and empathetic 

relationship between parents and children as well as main

taining good communication among family members. Gillmore 

noted that mothers of high achievers encouraged good verbal 

stimulation in early childhood, praised their children for 

small accomplishments, were attentive in response to ques

tions and requests for assistance. These same high achievers 

were pictured as integral participants in family life, shar

ing of ideas, recreational pursuits, and cohesiveness. 

Educational factors.—It is noteworthy that re

searchers have been concerned primarily with the combined 

influences of mothers' and fathers' socioeconomic status in 

relation to educational background of the father, or the 

educational background of both parents. Strang (1968, p. 

40) emphasized the point that the influence of parents' 

education and interest in reading has been clearly estab

lished. However, few studies have dealt with the possible 

influence of the mother's educational background on her 

child's reading achievement in particular. 

Mother's education.—In a comparison study of three 

groups of boys and girls, Beck (1951) found that the differ

ence in the father's educational background was of little 
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significance in a child's achievement. Conversely, there was 

a marked difference in the educational backgrounds of the 

mothers of slow- and fast-reading boys. "The relation be

tween the mother's education and the child's reading ability 

is found to be strongly significant," observed Strang (1968, 

p. 40). 

In another noteworthy study (Gottlieb 1962) it was 

proposed that children whose mothers pursued professional 

careers would tend to be of a higher class socially than 

children of non-professional mothers\ however, the academic 

achievement of these children would not necessarily be high 

because of social class, but as a result of differences 

which exist in educational sophistication among individuals 

from the various social strata. Gottlieb suggested that 

differences exist in educational sophistication among in

dividuals from the various social strata. Middle-class 

parents, because of their own college experience and commu

nity position, may have a better understanding, for example, 

of how schools operate, of where to obtain needed informa

tion, and of whom to contact in the academic bureaucracy. 

Gottlieb further suggested: 

Variation in reference-group orientation motiva
tion, self-perception, school value climate, teacher's 
and adult's expectations of the school, and other 
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factors may account for some differences in educa
tional achievement and other school behavior that 
have been attributed to social class (p. 284). 

In a study of the home backgrounds and reading dis

abilities of 339 families, Malmquist (1960) found that: 

. . . the mothers in the Linkooping and in the Kris-
tianstad samples (each taken separately), who had 
some form of higher education after finishing their 
elementary schooling, had children whom the investi
gations showed to be either medium or good readers. 
In other words, not a single mother whose education 
was above elementary school level had any children 
who belonged to the group of poor readers (p. 223). 

Malmquist's hypothesis, that the mother's education corre

lates positively to the child's reading achievement, was 

verified. 

This position, then, is the additional premise with 

which one must operate—namely, that there is a relation 

between the educational background of the parent, in this 

case the mother, and the reading achievement of the child. 

Occupation of parents.—Closely related to socio

economic status and educational factors is the occupation 

of the parents. Ruddell (1965), in a study of 131 fourth-

grade children, found a significant correlation between 

comprehension scores and occupational status of the father, 

educational background of both parents, and the 
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intelligence and mental age and chronological age of the 

subjects. 

Through investigation of recent studies of child-

rearing practices, Bayley and Schaefer (I960, p. 156) found 

a relationship between the nature of those practices and 

occupational status. The authors felt that it was necessary 

to take occupational status into account when evaluating the 

effects of maternal behaviors on children's development in 

the area of academic achievement. Recognizing the occupation 

and education of both parents, the authors substantiated 

through their findings the concept that occupation and edu

cation had a positive relationship in the context of how 

well a child performed in school. 

In recent years the role of the homemaker has 

changed (Bossard and Bolls 1960). Where the mother is em

ployed, several distinctly different attitudes appear. 

There are those cases where the employment of the mother was 

necessary because of family circumstances and the fact was 

accepted with little or no comment. Second, there are the 

cases where the child is proud of the mother for the work 

she is doing, or the child is interested, or sees distinct 

advantages in what the mother is doing. In analyzing the 

material bearing on the employment of the mother, one comes 
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to see the play of many factors including age of children, . 

demands of the job, health and energy of the mother, charac

ter of the child, and finally the extent to which each 

person involved sees the situation as a whole. 

The increasing influx of women into gainful occupa

tions away from home is far from a wartime development, as 

recent discussion would imply. From 1880 to 1940, the per

centage of all women sixteen years of age and over who were 

gainfully employed increased from 16.0 to 26.3. Although 

these figures pertain to all types of employment, one may 

assume that the proportion pertains equally to women em

ployed in the professions as well. The First and Second 

World Wars stimulated the trend and at the height of World 

War II, approximately 18,000,000 women were employed. In 

April 1951 the number stood at 18,602,000, thus indicating 

that the increase of World War II has remained. Of particu

lar interest to this study are two phenomena noted by 

Bossard and Bolls. First, there has been an increased 

spread in employment among the middle- and upper-class 

women. Particularly pronounced has been the movement from 

these two classes into professional and service occupations. 

Second is the marked increase in the proportion of married 

women employed outside of the home. In 1900, about one out 
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of twenty (5.6 per cent) married women was of this group] in 

1950, the percentage was 24.8. In 1900, 15.4 per cent of all 

working women were married; in 1950, the percentage was 52.1. 

The increase has been particularly pronounced since 1940. 

From the standpoint of the status of the female sex 
these trends are spoken of frequently as indicating 
the economic emancipation of women and their declining 
subservience to the male head of the house. Consid
ered in their broader implications, these trends 
involve the readjustment of family life patterns, 
including the family's care of the children. One 
aspect of this is the declining practice of having 
the older daughters remain at home to aid in the care 
of younger siblings; another is the absence of moth
ers, particularly those with younger children, from 
the home. The latter of these has become particularly 
prevalent. In 1950, of all women with children under 
six years of age, 25 percent were employed outside 
the home during the year (Bossard and Bolls, p. 220). 

How these situations may affect children should be 

considered. The facts of time and duration of the mother's 

absence are important, as is the type of employment she pur

sues. The effects of the additional income earned by the 

mother must be weighed against the costs of her absence, as 

must also the varying nature of the substitute arrangements 

and the differing personalities of the children and mothers 

involved. 

According to Bossard and Bolls, the following four 

factors relating to certain attitudes and results in 
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connection with the changing role of the mother as she leaves 

the home to work should be considered: (1) The combined 

strain of being wife, mother, and outside employee tends to 

make mothers unduly tired, with consequent feelings of im

patience and irritability. The emphasis in the psychiatric 

approach to behavior upon the subtle and many-sided effects 

of the psychic atmosphere of the home makes this of great 

importance, according to Bossard and Bolls. (2) There is 

the loneliness, emotional and otherwise, of the child whose 

mother is always away from home or too tired. (3) There is 

the child who feels neglected, who is neglected, and who 

rationalizes that neglect to justify the inevitable conse

quences of neglect. (4) The working mother is less able to 

share with the child the impact of his daily adventures. 

One such adventure is going to school. The impact of the 

school upon the child is quite pronounced. The mere fact, 

especially for the younger child, that there is a mother to 

go to after the day's school experience is of great impor

tance. Beyond the mere comfort of her presence, there is 

the need to tell someone of the day's experiences. This has 

both a therapeutic and educational value. One of the basic 

functions of the home is to serve as an assessing station 

for the child. The mother's employment and absence from the 



home may affect her ability to render detailed services which 

children need—socks to be darned, shoes to be brushed, but

tons to be sewed on, etc.—or to stimulate and supervise the 

child's performance of these services for himself. Many of 

these services have to do with his appearance, which relates 

in turn to his conception of himself and to the attitude of 

other children. 

Reinforcing Bossard and Bolls' arguments are those 

of Karlin. In discussing the social forces shaping the 

modern family, Karlin (1967) makes the observation that 

when the family was basically agrarian, it was primarily an 

economic organization. The father was the head and the ulti

mate authority. The family undertook not only economic 

activities but also most of the other activities needed to 

maintain group existence. With the advent of industrializa

tion and the urbanization of the family a structural and 

functional change occurred. Both intra- and inter-family 

relationships altered, with one of the major changes affect

ing the status of women. The Industrial Revolution provided 

women with opportunity for employment outside the home. 

This, in turn, gave women a new kind of financial independ

ence. Women who had been dependent on men for subsistence 

were now able to support themselves. Women began to seek 
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and find work in factories, offices, restaurants, hospitals, 

and schools. From 1890 to 1962 the number of vomen fourteen 

and over employed in occupations increased from less than 

4,000,000 to over 24,000,000. By 1962 over one-third of all 

American women were employed outside the home and consti

tuted approximately 34 per cent of the total labor force. 

With the movement of women outside the home, the 

traditional concept of paternal authority decreased. Before 

long, opportunities for higher education were open to women, 

which opened the way for entrance into the professions. 

. . . not only do women marry at an earlier age, but 
their two or three children are being spaced closer 
together. They now tend to have all their children 
by the age of thirty, thus increasing the post-
maternal years of life. One result of this trend has 
been the release of larger numbers of women to the 
labor force than at any time in the past (Karlin 
1967, p. 320). 

Because the family of today is in the main tied to 

the economic system, the woman's job as homemaker is being 

greatly reduced while her rights and privileges have been 

greatly increased. It is clear that the place of women in 

society has greatly changed. Some evidence of the changing 

role is seen through the extension of these rights and priv

ileges . 
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1. Legal rights. Women now can hold and dispose of 
property. They have the right to vote and to 
hold public office. 

2. Occupational rights. Women participate in paid 
work outside the home on a large scale; they have 
entered traditionally male occupations as well as 
the professions. 

3. Educational rights. There are co-educational 
school systems, colleges, and universities, and 
graduate studies now open to women. They can be
come lawyers, doctors, and scientists. 

4. Recreational rights. Women participate in active 
sports, patronize bars, and emulate men's fashions 
in their slacks and tailored suits. 

5. Courtship rights. Women have a freedom and ini
tiative in courtship never before sanctioned in 
Western society (Karlin 1967, p. 324). 

Coupled with these rights are the facts that women are 

marrying earlier and beginning their families soon after. 

By having children at a relatively young age, today's women 

by virtue of extended life expectancy have many productive 

years left after their children have grown, thus allowing 

them to embark on a career outside the home. 

One very significant factor affecting the role of 

women today is the American emphasis upon educating girls in 

the same way and according to the same standards that we 

educate boys (Bossard and Bolls 1960). In this country 

women can, and have, competed successfully in almost every 

type of employment except heavy labor, certain types of pro

fessional sports such as football, and the Presidency. 

Women in growing numbers now seek work as personal careers 
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or to raise a family standard of living which is by no means 

at a mere subsistence level. And of those women, over one-

half of all employed women in 1955 were married. 

Add to this the fact that the size of the home has 

shrunk while the labor-saving devices contained therein have 

grown in number. Housekeeping is less physically demanding 

thanks to the multitude of time-saving appliances which can 

be operated with a "flick of the wrist," and with a smaller 

house to keep and less time required to maintain it, the 

wife and mother has time to pursue a career. In conjunction 

with these phenomena the size of the family itself has di

minished also. Not only does the average family have fewer 

children now, but there are also fewer relatives welcomed 

into the household as permanent members. Unmarried daughters 

and maiden aunts can find employment and support themselves. 

Census figures show that the average-sized family has de

creased from 5.79 persons in 1790 to 3.51 persons in 1950. 

This is a decrease of almost three persons per household on 

the average. 

The voices of professional women who are them
selves mothers have recently been raised, emphasizing 
this interpretation of what is happening to Mother 
and her functions. Though the family does not pro
duce most of the goods for its own consumption, 
someone has to produce the wherewithal to buy the 



goods—or go on relief. Fortunately, it is still the 
minority of American families which resort to that. 
Furthermore, consuming patterns have become so in
creasingly complicated with the addition of new brands 
and new products that selection becomes a family func
tion. For example, when the first women's college 
was instituted in the United States, there were no 
closets, but only three hooks on the walls of the 
students' rooms. One was for the Sunday dressy one 
for the night dress, and one for the school dress. 
Now, in late August and early September, women's 
clothing stores are bombarded by entering college 
girls and their mothers spending hours in careful 
selection of this year's college wardrobe (Bossard 
and Bolls I960, p. 310). 

Caplow (1954) observed that most of the women now 

the professional fields are registered nurses, teachers, 

social workers, and librarians. He states: 

Nursing, social work, and library work are monop
olized by women, except for certain specialties and 
administrative posts. Teaching in the elementary 
schools is women's work (with significant consequen
ces for the American personality); high school teach
ing is rather evenly divided, but women are nearly 
excluded from advanced teaching, even women's colleges 
being largely staffed by men (p. 230). 

Women, according to Caplow, entered into the other 

professions about two generations ago. Women physicians were 

in evidence soon after the Civil War and the first woman 

judge was appointed early in the twentieth century. 

In recent years a small minority of women have re

volted against the home work schedule and have sought 
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outside employment as soon as their children can be turned 

over to a relative or servant. Caplow comments: "A more 

common pattern is the recruitment of the husband to take 

over part of the housewife's duties. Starting with a joint 

responsibility for the care of the infant, the husband often 

comes to assume his share of food preparation and cleaning 

as well (p. 264) ." 

Effect of Mother's Employment 
outside the Home upon the 
Child's Reading Performance 

According to Bayley and Schaefer (I960, p. 158), the 

twentieth century has produced dramatic changes in the role 

of many housewives as society began to accept the "working 

mother." How, then, do these changes affect the school 

reading achievement of the children whose mothers work? In 

the family with both parents working, the adjustment of the 

child from the standpoints of personality and emotional and 

academic adjustments has been of increasing interest to 

various researchers (Lewis 1941, p. 207; Hand 1957, p. 245; 

Rouman 1955, p. 50; and Reiber and Womack 1968, p. 609). 

This assumption is based on the increased availability of 

research data in this field. Although he presented little 
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or no data to support his hypothesis, Beals (1950, p. 57) 

stated: 

With reference to families where both parents 
worked, it has been assumed that children from homes 
where only one parent worked would be better taken 
care of, and hence better adjusted. In our study, 
however, the results were negligible and we were 
unable to locate any other studies on this factor. 

Lewis (1941, p. 207), however, arrived at another 

conclusion. In his comparative study of personalities and 

home backgrounds of gifted children of superior and inferior 

education environment, he utilized a population of 4,529 

superior children in thirty-six states, with populations 

constituting the upper 10 per cent as determined by the 

Kuhlmann-Anderson Intelligence Tests. He made the following 

statement: 

Fathers of children in accelerated groups fell 
definitely into higher classifications of occupational 
status: Professional, Business, and Managerial. 

Only 8.4 per cent of the mothers of both acceler
ated and retarded children were listed as working, 
indicating that the mother's work is not a factor in 
either educational retardation or acceleration (p. 215). 

In a survey of child adjustment as related to the 

working status of mothers, Hand (1957) utilized twenty-seven 

boys and twenty-four girls, selected on two variables: (1) 

well-adjusted, and (2) maladjusted. Hand concluded: "The 
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outcomes of this section of the investigation certainly fail 

to support a belief that there is any general connection be

tween the outside employment of mothers and the personal 

adjustment of their children (p. 246)." 

Substantiating Hand's work is a study by Rouman 

(1955) of child adjustment in relation to academic achieve

ment for the situation in which mothers are working. In this 

study, Rouman examined the emotional health of children 

through review of psychological referrals. Among character

istics of children referred for psychological help was one 

for those children whose mothers were employed "full time 

outside the home." The 400 referral cases which were re

viewed fell into the following categories: (1) homes in 

which the mother is employed full time away from the home, 

(2) homes in which the children are living with step

parents or guardian, (3) homes in which the adult male is 

missing, and (4) homes in which none of the above factors is 

present (control group). 

According to Rouman, there seemed to be many chil

dren of working mothers who apparently presented no problem 

at school. He found that a relevant factor in one-fourth of 

the total number of cases needing psychological help was 

outside employment of the mothers. If the working mother is 
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aware of the needs of her younger children and endeavors to 

make all her offspring feel secure and happy, then full-time 

employment should present no problem. Similarly, Strang 

(1968, p. 268) found in cases where the mother is employed 

outside the home: 

. . . the effect of this circumstance depends on such 
factors as the age of the child, the financial need 
of the family, whether the child has been able to 
secure a satisfactory mother substitute, the parent-
child relationships, the family's health, the attitude 
of the father toward the mother's working, and the 
mother's satisfaction in her work. 

Currey (1961) studied the performance of 1,773 sixth-

grade children whose mothers worked in an attempt to deter

mine characteristics of under-achievers and over-achievers. 

The children were divided into two groups in which the number 

of working mothers was nearly equal. According to Currey, 

the working status of the mother did not appear to be asso

ciated with a child's academic success or failure. Stolz 

(1960) also contrasted the performance of children of work

ing and non-working mothers. He found that children whose 

mothers worked in a high-status position performed better 

than those children whose mothers did not work. In direct 

conflict with Currey, Stolz said that a child's performance 

depends on whether or not the child's mother works, and 
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that if she does, much is dependent on the status of that 

work. 

Because of the conflicting data, it was interesting 

to note a survey (Stolz, 1960) based on 917 kindergarten 

children in two large suburban communities. Twenty-six 

matched pairs of kindergarten children of working and non-

working mothers were obtained from the families surveyed. 

All children were native-born. They were from non-minority 

groups and from intact homes. Each pair was matched on sex, 

age, school, classrooms of enrollment, social level, family 

size, and ordinal position within the family. In the com

parison of the two groups of paired subjects with respect to 

dependence and independence behavior symptoms, no more sig

nificant differences between the groups were found than 

would be expected to occur by chance. The data did not con

firm any expectations that the children of working mothers 

differ from other children in dependence and independence, 

when the comparison is with other children with significantly 

different background variables. 

In a study (Reiber and Womack, 1968) composed of 568 

Negro, Latin-American, and Anglo preschopl children from 

families with incomes in the lowest 20 per;' cent for the 

community, it was found that: 
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. . . the variables which differentiated children in 
the lowest from those in the highest quartile on the 
Peabody was whether or not the mother worked outside 
the home. It might be speculated that those mothers 
who worked outside the home were exposed to a wider 
range of experiences and were able to carry them back 
to their children. The fact that the mothers spent 
days in the outside world, so to speak, brought them 
into contact with other people and consequently in
creased their use of language in the home (p. 609). 

Finally, a significant work by Frankel (1964) deals 

with a comparison study of working and non-working mothers 

of intellectually gifted high-school boys showing high and 

low academic achievement. Frankel's study showed that al

though 80 per cent of the low achievers had working mothers, 

only one-fourth of those mothers held professional posi

tions, whereas one-half of the high achievers had profes

sionally employed mothers. In view of Frankel's findings, 

and in view of the relatively inconclusive data from the 

other studies, the impact of these environmental influences 

on a child's reading performance is apparent. 

From the research thus far, one can perceive the 

stark contradictions which exist in relation to the key 

issue of effect of the mother's employment on the child's 

reading performance. It appears that the basic factor of 

whether the mother works or does not work is not as important 

as the type of work in which she is involved. With this 
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point in mind, the research becomes especially important as 

it relates to this study. 

Relationship of Mother's Role 
to Achievement Motivation of 
Children 

At the beginning of the twentieth century, learning 

theories were given importance through the development of 

methods for studying problem-solving behavior (e.g., condi

tioning, serial-rote learning, maze learning). In recent 

years, various researchers (McClelland 1955, Farquhar 1963, 

Friedman 1950, Hilgard 1956, Maxwell 1962) have begun to 

look not only at the way in which problems are solved, but 

also at what provides the initial impetus to solve the 

problem. In this investigation the theory of achievement 

motivation as related to academic achievement and reading 

achievement is of primary interest. The foremost proponent 

of the achievement motivation to date is McClelland (1955), 

who has produced the major amount of information in the 

field of achievement motivation. 

According to McClelland, n Achievement scores are 

significantly related to verbal expression. However, n 

Achievement (n representing need) is of importance to the 

present study as it relates to the educational factor of the 



28 

parents, and in particular, to the educational background of 

the mother. 

Friedman (1950) originally used an n Achievement 

scoring system in a cross-cultural study on male American 

college students' responses to folk tales collected from 

eight different American Indian cultures . He used twelve 

folk tales from each of the cultures, and through use of the 

standard scoring system, he discovered that he could obtain 

an over-all achievement index for each of the cultures which 

represented the amount of achievement-related imagery in the 

stories in his sample. He was then able to correlate his 

index with ratings made independently of data in the Yale 

cross-cultural files on various child-rearing practices in 

the eight cultures. It was theoretically predicted that in 

the culture which placed a high value on independence train

ing in childhood there would be a high correlation between 

the extent of independence training and the amount of 

achievement imagery in the folk tales current in that spe

cific culture. 

Independence training in childhood as it relates to 

the role of the mother is supported by McClelland's hypoth

esis that achievement develops out of paternal concern that 

children "stand on their own feet" rather early in life and 

learn to do things independently. 
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More direct confirmation of the preceding hypothesis 

was obtained by correlating n Achievement scores of male 

American college students with their own ratings of parental 

behavior and attitude toward them. The correlation for the 

acceptance-rejection showed significance: .49 for the 

father, .33 for the mother, and .48 for both parents com

bined. The higher the n Achievement score, the more the 

student tended to rate the parents, especially the father, 

as rejective. 

The sons also rated their parents on several person

ality characteristics, including the following: friendly, 

helpful, domineering, selfish, successful, clever, self-

confident. Sons who rated their parents as unfriendly, 

unhelpful, and unsuccessful tended to have higher n Achieve

ment scores than sons who did not rate their parents nega

tively. Conversely, sons who rated their parents, especially 

their fathers, as helpful, nurturant, friendly, and success

ful, tended to have low n Achievement scores. The evidence 

supported the conclusion that the n Achievement score is 

significantly related to severity of independence training 

in childhood. Thus Friedman (1950) appeared to be more con

cerned with the father1s effective influence on the son, or 

with the combined parental influence, than with the mother's 
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effect, as he did not refer to the mother's influence on the 

son without reference to parental influence. It would have 

been of great value if Friedman had included occupation of 

the mother in his study. Because of her relatively higher 

standing in characteristics such as success, cleverness, and 

self-confidence, it might possibly be presumed that the 

mother was in some way professionally employed. 

McClelland's findings concerning the influence of 

the mother upon the son support the theory which is presented 

in this present investigation. Correlation between the n 

Achievement scores and ratings by children of their parents 

on an acceptance-rejection continuum and between the same 

scores and ratings on a friendly-helpful dimension were .33 

and .39 respectively in the instance of the mother, and .45 

and .56 respectively in the instance of the father. Since 

the mother, according to the data, has a lower acceptance-

rejection correlation, she is less friendly and helpful, 

more domineering and selfish, more successful, more clever, 

and more self-confident than the father as seen by the col

lege sons involved in this study. This fact would tend to 

suggest that the influence of the mother upon the child is 

quite high and also to suggest the importance of attempting 

to isolate the effect of the mother on the child. It will 
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be recalled that Friedman's investigation focused on the 

parental influence and considered the mother only as part 

of the parental team. 

Probably the most significant examination was 

Farquhar's (1963) study of motivation factors related to 

academic achievement. Although Farquhar did not confine his 

study specifically to reading, he felt that all academic 

achievement is primarily a combination of skill, aptitude, 

and motivation. His study entailed a comprehensive evalua

tion of motivational factors underlying academic achievement 

of high-school students in Michigan. His purposes were (1) 

to find an easily administered and scored measure of aca

demic motivation, (2) to identify items which significantly 

discriminate between highly- and poorly-motivated students— 

a test which would be interpreted within a theory of 

achievement motivation and which would foster further explor

ation of the motivational complex—and (3) finally to gain 

an increased understanding of the nature of the difference 

between over- and under-achieving students. 

Farquhar began his work by reviewing parental atti

tudes, self-concept, and past theories. An adaptation and 

extension were made of McClelland's hypothesis that n 

Achievement is composed of long-term involvement, unique 
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accomplishment, and competition with a standard of excel

lence. He went on to polarize constructs by postulating a 

continuum of achievement motivation, with the low motivation 

of n Achievement being opposite in composition from that 

advocated by McClelland. Further, the constructs were viewed 

as being related to the academic setting and not to the 

clinical situation. 

Of the questionnaires used, the one most pertinent to 

this study was the educational-occupational status data card. 

Farquhar obtained an estimate of educational-occupational 

status by asking for the following information: (1) highest 

educational level attained by the father, (2) highest educa

tional level attained by the mother, and (3) father's occu

pation. Forming the educational-occupational index in 

relation to a null hypothesis, he stated that "... there 

is no relationship between the educational-occupational 

index and measures of motivation, aptitude, or achievement 

(Farquhar 1963, p. 101)." In all cases, the null hypothesis 

was rejected for the female intercorrelations. For males, 

the pattern was inconsistent. The range of correlations was 

between .35 and .65. Therefore, it was concluded that there 

was no indication that a significant contribution to esti

mating grade point average was made when the educational-
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occupational indices were combined with the Differential 

Aptitude Test, verbal (reasoning). 

Achievement motivation as it concerns this study is 

derived from the assumption that independence training in 

childhood is a contributory factor and further it appears 

that independence training in childhood is more dependent on 

the mother than on the father. 

Relationship of Mother's Role 
in Determining Attitudes and 
Characteristics Present in 
the Home 

Bloom (1964) succinctly stated the point of view 

of the present study: "... the strategy of research on 

environmental variation should begin with the attempt to 

describe and measure the specific characteristics of envi

ronments and then proceed to the study of the consequences 

of various combinations of these specific characteristics 

(p. 186)." 

At which developmental period will the environment 

be most influential on an individual and what is the possible 

extent of this influence? Fowler (1962) and McCandless 

(1952), from their investigations of the importance of a 

child's early experiences, concluded that the early years of 
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a child's life are of crucial importance to intellectual 

development. According to Fowler, there is a ". . . crucial 

possibility that conceptual learning sets, habit patterns, 

and interest areas, may well be more favorably established 

at early than at later stages of the development cycle (p. 

146)If this is true, then the influence of the mother who 

is with her child most of the time during his early years 

must be considered. 

Intellectually stimulating environments.—A stimu

lating cultural environment will generally be composed of 

". . . exposure to ideas, to books, and to intelligent con

versation: the opportunity to acquire common technical 

knowledge and skills; and exposure to persons with social 

skills, who are good at getting along with other persons 

(Hebb 1949, p. 301) ." Both Hebb (1949) and Bloom (1964) have 

been concerned with identification of categories of environ

mental experiences. Wolf (1963) and Dave (1963), two of 

Bloom's students, surveyed the relevant research and theo

retical literature in order to identify a number of broadly 

defined aspects of experience, which they labeled Environ

mental Process Variables. Delineating further, they defined 

each of these variables in terms of process characteristics. 
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Utilizing the basis of constructs, Wolf and Dave developed an 

interview schedule with which they hoped to ascertain the 

nature of experiences relevant to the home environments of 

their subjects. 

Using Dave's (1963) and Wolf's (1963) studies as 

models, Henderson (1966) compared the environmental back

grounds of six-year-old Mexican-American students in order 

to determine if there were existing environmental differences 

of children for whom successful school achievement was pre

dicted and for those children for whom poor performance was 

predicted. 

Utilizing tape-recorded interviews, Henderson ana

lyzed the responses and evaluated the protocols of the inter

views on the basis of the nine Environmental Process 

Variables as described by Dave and Wolf. He found a signifi

cant difference in the environments of high-potential and 

low-potential children beyond the .01 level. The data indi

cated that the children in the high-potential group came from 

backgrounds that offered a greater variety of stimulating 

experiences than was available to most children in the low-

potential group. 

Sheldon and Carrillo (1952) theorized that as the 

number of books in the home increases, the percentage of good 
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readers also increases. Napoli (1968, p. 552) based a study 

on Sheldon and Carrillo's theory and found supporting evi

dence for it. The number of books in the home might not 

always determine a good or a poor reader, but in his survey, 

the good readers generally had more books and reading matter 

at home and more emphasis was placed on education in the 

home. All the results point out that the home environment 

greatly influences the child's reading habits and his reading 

performance. 

Relationship of Mother's Role 
to Language Factors 

In a study of linguistics, Goodman (1964) noted that 

the use of correct English in the home made it easier for a 

child to relate his own experience to reading material actu

ally printed on the page. When substandard English is used 

in the home, the child reads incorrect English from a cor

rectly written page. 

Theoretically, the professionally-employed mother 

would be more apt to use correct English in the home, since 

her profession would demand fluency and correct use of the 

language. Children coming from such a home, in comparison 

with those children from homes in which incorrect English is 
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spoken, would more easily recognize the printed symbols re

lating to the standard English that is employed in the home. 

Bernstein (1961) is generally credited with the es

tablishment of research concerning the relation of language 

patterns of different social classes to language and cogni

tive development of the children. In administering a group 

verbal and non-verbal intelligence test to 370 working-class 

boys, he discovered that their verbal intelligence was de

pressed in relation to non-verbal intelligence. Bernstein 

surmised that the linguistic proficiency level was possibly 

independent of potential intellectual ability. Therefore, 

aspects of language structure and vocabulary are affected by 

various types of environment. Bernstein identified two 

speech modes or language codes—the restricted and the 

elaborated language patterns. The middle class used a more 

elaborated language pattern than did the lower class. As 

school necessitated the use of the more elaborate code, the 

lower class had difficulty using this unfamiliar form of 

communication. As a result of this study, Bernstein con

cluded that the two social classes employed different forms 

of communication which led to different levels of conceptu

alization ability, resulting in different levels of academic 

achievement. 
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Deutsch (1965) accepted Bernstein's theory of the 

relation of parental language patterns to the child's cogni

tive style. In a study of "The Role of Social Class in 

Language Development and Cognition" he reported that since 

environments of lower-class homes tend to be stimulus de

prived, verbally starved, and lacking in child-directed in

structional conversation and parent-child interaction, the 

child's verbal fluency is reduced. Deutsch also suggested 

that the incorrect use of language on the part of the par

ents reduced the lower-class child's ability to handle 

correct sentence structure and the elaborated communication 

style used in school situations increased the child's hesi-

tance to communicate. 

Miller (1967), investigating styles of communication 

between mothers of three different social classes and their 

preschool children, hypothesized in part that: "Children of 

mothers who characteristically employ a highly elaborated 

language style will make significantly higher scores on a 

reading readiness test and on reading achievement tests than 

will children of mothers employing a highly restricted lan

guage style (p. 69)." 

Because of the importance—as reflected by the re

search—of favorable home characteristics and acceptable 
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language styles employed with a child in his early years, the 

relevance of these factors is important to this study, es

pecially when viewed from the standpoint of the close asso

ciation of the child with the mother during this period. 

Summary 

The major purpose of this study was to investigate 

the influence of the mother on the reading achievement of her 

child with particular emphasis on her employment or non-

employment. On the assumption that such a relationship 

exists, three additional areas were investigated: (1) 

achievement motivation as demonstrated by children who are 

subjects in this study, (2) maternal attitudes and home 

characteristics, and (3) language styles employed by mothers 

in speaking with their children. 

The review of the literature, therefore, focused 

upon the following topics: effect of home influence, espe

cially whether the mother is employed or not employed, upon 

the child's reading ability; achievement motivation; home 

characteristics and maternal attitudes; and finally, lan

guage styles employed by mothers in speaking with their 

children. 



CHAPTER II 

THE PROBLEM, DEFINITIONS, ASSUMPTIONS, 

AND LIMITATIONS 

Statement of the Problem 

The major purpose of this study was to discover the 

differences, if any, between the reading achievement of 

first-, third-, and sixth-grade public school children whose 

mothers are employed in the professions and first-, third-, 

and sixth-grade public school children whose mothers are 

homemakers. 

Definite conclusions as to the reasons for a child's 

reading achievement are lacking. Most emphasis has been 

placed on factors such as the intelligence quotient of a 

child in relation to reading achievement, without consider

ing the motivational factor behind the fact that among chil

dren of "equal" intelligence some achieve up to capability 

in reading, while others do not begin to approach their 

potential at all. Edelston (1950), for example, observed 
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that of three students with the same intelligence quotient., 

one may be eminently successful, one may exhibit average 

performance, and one may fail abjectly. Numerous studies 

have attempted to find the answer to this question, yet no 

consensus has been reached. An explanation for the lack of 

agreement was suggested by Anastasi (1958, p. 83), who ended 

her statement by observing, "Instead of continuing the con

troversy over 'nature and nurture' . . . focus attention on 

. . . the way in which specific heredity and environmental 

factors operate in producing specific differences in behav

ior ." 

Obviously one must have a certain degree of intelli

gence in order to be able to read. However, many children 

of average or above-average intelligence fail to learn how 

to read every year. Rhodes (1967, p. 449) believes that the 

difficulty in reading exists not only as a result of what is 

within the child but also because of the environment to 

which he reacts and which in turn responds to his behavior. 

Strang (1968, p. 38), observing that an ecological view 

directs attention to environmental conditions, states: "Im

provement in reading involves not only learning theory but 

also personal relations, intra-group relations, home condi

tions and other elements interwoven with reading 
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instruction." With this statement in mind, this study under

takes to examine the ecological conditions existing in the 

home which involve the child and his mother, probably the 

chief controller of his environment in most homes today. 

As was previously mentioned, the home is no longer 

solely dominated by the father, but is now a conjugal insti

tution where mother and father share decision making, plan

ning, budgeting, and in many cases the earning. Women in 

general have been freed to pursue an education, develop in

dependent interests, and become gainfully employed. They 

are no longer tied to the home but are active in social 

circles (Bossard and Bolls 1960, p. 314). 

All of these activities affect the child. The 

studies of Rouman (1955), Malmquist (1960), and Beals (1950) 

have indicated that when comparing reading scores of chil

dren in their studies, factors considered in connection with 

maternal characteristics had greater significance than the 

same variable tested in connection with the father. It has 

further been shown that as a result of the movement of moth

ers into the labor market, concern has risen over whether 

this employment affects their children's reading achievement 

in a deleterious manner. 
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The specific purpose of this study, then, is to as

certain whether a difference in reading achievement exists 

between first-, third-, and sixth-grade public school chil

dren whose mothers are employed or not employed and to fur

ther limit the scope by comparing first-, third-, and sixth-

grade children whose mothers are employed in the professions. 

By limiting the study in this manner to first-, third-, and 

sixth-grade children whose mothers are employed in the pro

fessions several variables can be better controlled. 

First—women employed in the professions (as defined 

by 1960 Bureau of the Census Classification of Occupations) 

demonstrate a precise classification of the type of profes

sion in which they are employed. 

Second—women employed in the professions generally 

must have completed at least three years of college to qual

ify for that profession and therefore as a group they are 

more homogeneous. By way of example, a group of waitresses 

could have an educational range from little or no formal 

education to beyond high school and be found working any

where from a one-room diner to a fashionable restaurant, 

whereas an elementary school teacher is a college graduate 

holding a credential regulated by certain standards and 

denoting certain qualifications. 
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Assuming that the role of the mother with regard to 

her working status may be related to her child's reading 

achievement, there are many possible ways in which this re

lationship might assert itself. Some of these ways are: 

(1) the effect that divorce would produce on the relation

ship, (2) the emotional stability of the mother, (3) the 

attitude of the father and the rest of the family toward 

the mother's employment, (4) the need for the mother to 

work—did she undertake a profession for financial gain 

only, out of desire to utilize her talents, or just out of 

interest in her profession? and (5) the effect of race on 

these relationships. 

It was decided to focus on three of such possible 

factors: (1) the effect of professional employment of moth

ers on the achievement motivation of their children, (2) the 

home characteristics and maternal attitudes toward reading 

of children whose mothers are employed in the professions, 

and (3) styles of communication that mothers who are employed 

in the professions use with their children. The reason for 

these choices stems from a consideration of the importance 

attached to these factors in previous reading research. 

The selection of achievement motivation as an aspect 

of relationship to reading was obtained from McClelland, 
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Atkinson, Clark, and Lowell's (1953) findings linking 

achievement motivation scores to linguistic factors and ver

bal expression, which are important for the reasons previ

ously presented, and his conception of motivation based on 

the idea that a child's achievement expectations arise from 

the mother's demands. Since the child's own actions will 

then interact with those expectations in ways which will 

yield positive or negative effects, where else is the source 

of his achievement motivation? 

McClelland indicates that the mother is important in 

developing independence on the part of her child, and inde

pendence training was found to be the most significant vari

able in fostering achievement motivation. These facts would 

seem to substantiate the present theory that the influence of 

the mother upon the child is quite high. The second factor 

relating to the child's reading achievement as seen in this 

study are the home characteristics and maternal attitudes. 

Many home factors besides parental attitudes have been 

thought to relate to reading achievement. Strang (1968, p. 

41), for example, quotes many home factors such as general 

emotional atmosphere, number of books in the home, child's 

position in the family, and interfamily relationships as 

related to reading achievement. The studies by Durkin of 

children who learned to read at home before entering school 
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have also mentioned various home characteristics affecting 

reading achievement which include types and number of books 

and language styles and practices employed by parents with 

their children (Durkin 1963). 

While it has been generally accepted that home condi

tions influence the reading achievement of a child, the 

reported correlations are somewhat low. Nevertheless, in 

light of current research associating reading achievement 

with environmental factors, it is believed that a comparison 

of home characteristics and maternal attitudes would be ger

mane to this study. Miller (1967) found significantly higher 

reading achievement scores for children whose mothers em

ployed a more elaborate language code in speaking with them. 

Language experience has long been regarded as an essential 

and fundamental step in reading readiness and achievement. 

Because the mother employed in the professions would probably 

utilize and be exposed to more elaborate language patterns it 

would be important to learn whether these language patterns 

would have any effect on the reading achievement of her 

child. 

In view of the fact that no basis has been estab

lished that a higher score will be attained in reading 

achievement by either group of children, the basic hypothesis 
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is stated in the form of the null hypothesis. In the event 

this null hypothesis is not established, it will then become 

evident that there is a difference between the children of 

these groups. If this difference is significantly estab

lished for the major hypothesis, three variables which might 

be related to the major hypothesis will be evaluated and 

also presented in the null hypothesis. 

The three possible factors to be studied are: (1) 

the achievement motivation of children whose mothers are 

employed in the professions and the achievement motivation 

of children whose mothers are homemakers, (2) the home 

characteristics and maternal attitudes toward reading for 

children whose mothers are employed in the professions and 

for children whose mothers pursue a homemaking career, and 

(3) the styles of communication that mothers employed in the 

professions and mothers who are homemakers employ with their 

children. 

Hypotheses 

1. Children of mothers who are professionally em

ployed will not achieve significantly higher scores on a 

reading achievement test than children of mothers who are 

solely homemakers. 



48 

2. Children of mothers who are employed in the pro

fessions will not achieve significantly higher scores on a 

test of Achievement Motivation as measured by the McClelland 

n Achievement test than children of mothers who are home-

makers . 

3. Mothers who are employed in the professions will 

not achieve significantly higher scores on a Reading Attitude 

Scale as measured by the Environmental Process Variable 

(scale) than mothers who are homemakers. 

4. Mothers who are employed in the professions will 

not use a significantly more elaborate language style with 

their children than mothers who pursue a career as homemaker. 

Definitions of Terms 

Recurring key words in this study are used with the 

following meanings: 

1. Mothers who are employed in the professions. As 

used in this study, the term "mothers who are employed in the 

professions" has been applied to one segment of the popula

tion who are currently engaged in a professional career as 

determined by the United States Bureau of the Census, 1960 

Census of Population, Classified Index of Occupations and 

Industries (see Appendix A). 



2. Reading achievement. In this study, reading 

achievement is defined as the level of proficiency as de

rived from the raw score of the Stanford Achievement Test 

(Reading), Primary Batteries I and II Form W, and the Stan

ford Achievement Test (Reading), Intermediate Battery I Form 

W. 

3. Socioeconomic levels. In this study, socio

economic levels are determined by use of the Warner Scale of 

Social Class (Warner, Meeker, and Eells 1941). 

4. Achievement motivation. The term "achievement 

motivation" applies to all terms or properties associated 

with the achievement motivation described by McClelland as 

being a strong affective association, characterized by 

anticipatory goal reaction based on past association 

(McClelland et al. 1953, p. 126). 

5. n Achievement, n Achievement is defined as that 

basic manifestation of the drive to achieve. (The scale de

vised for its measurement is called the n Achievement test.) 

(McClelland et al. 1953, p. 404) 

6. Environmental Process Variables. Environmental 

Process Variables refer to the specific process character

istics and criteria which are a part of the instruments used 

in this study. Definitions will be described in detail in 

Chapter III. 
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7. Grade level. Grade level is the numerical as

signment of a child's school progress at the time of this 

study. 

8. Elaborated (formal) language code or style of 

communication. A speech mode in which "the structure and 

syntax are relatively difficult to predict for any one in

dividual and in which the formal possibilities of sentence 

organization are used to clarify meaning and make it ex

plicit (Bernstein 1961, p. 291)." 

9. Restricted (public) verbal code or style of 

communication. A speech mode in which "the syntax is rigid 

and in which limited and restricted uses of structural possi

bilities for sentence organization are used. It is further 

lacking in specificity and exactness (Bernstein 1961, p. 

291) 

10. Six language scales. Hess and his associates 

devised these language scales in order to analyze language 

protocols which were obtained from interviews with the moth

ers . These scales included mean sentence length, adjective 

range, adverb range, verb elaboration, complex verb prefer

ence, and syntactic structure elaboration (Hess, Shipman, 

and Jackson 1964, p. 7). 
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Assumptions 

Several assumptions considered in this study involved 

single factors such as intelligence, emotional and/or neuro

logical anomalies, and pedagogy as a basis for understanding 

behavior of students. It was assumed that no subject par

ticipating in this study possessed deficits in intelligence, 

gross emotional or neurological abnormalities, or suffered 

from seriously inadequate teaching. Severe deficits in in

telligence are defined, for the purpose of this study, as 

those manifested by performance on a standardized intelli

gence test, whereby the child attains a score less than what 

is generally considered "normal," i.e., I.Q. below 90, which 

places the student in the lowest quarter of his age group. 

Gross emotional or neurological abnormalities include au

tism, aphasia, deafness, blindness, behavioral disorders as 

evidenced by disruptive classroom behavior, or any of the 

neuropsychiatric deficits identified by Rabinovich (1965) 

affecting reading performance classified as brain injury 

(Strang 1965). Seriously inadequate teaching would be as

sumed if teachers were practicing without appropriate cre

dentials . 



52 

Many factors in the child's elementary school envi

ronment may have a bearing on his achievement. While this 

study will not deal with the ecological factors of the school 

environment as such, the following factors are recognized as 

being instrumental in developing the child's achievement: 

1. Recognition of his readiness or lack of readiness 

for formal instruction, e.g., in reading. 

2. Social acceptance by teacher and pupilsj a kind, 

friendly classroom atmosphere. 

3. An integrated communication arts program in 

which listening, speaking, writing, and reading are expertly 

taught in response to a need felt by the child. 

4. Skillful instruction and appropriate instruc

tional materials. 

5. Continuous satisfaction attached to the conse

quences of the child's desirable behavior all during the 

school day. 

6. Cooperation with the home in the education of 

the child. 

7. Special help for the child who is retarded or 

who has other special learning difficulties. 

It is assumed that the instruction of the children included 

in this study was adequate in relation to the above factors. 
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In connection with the preceding factors, a necessary 

assumption was that instruments used to assess relative per

formance of intellect or achievement were accomplished on the 

basis of normative information supplied by the test manufac

turer. Finally, it was assumed that this study would not 

encompass all the information that would cover the entire 

environmental background of the population examined. 

Limitations 

This study was limited to a comparative analysis of 

reading achievement of two groups of students, their achieve

ment motivation, maternal attitudes toward school and read

ing, and the language styles of their mothers. This study 

was further limited in that mothers classified as housewives 

were considered only in that role with no consideration as to 

past professional or working background, if any. However, 

all mothers classified as housewives were selected on the 

basis that they had completed at least a secondary education. 

This study was limited to analysis of reading 

achievement of two groups of first-, third-, and sixth-grade 

children from twelve public elementary schools in the Goleta 

Union School District, Goleta, California, their achievement 

motivation, home characteristics and maternal attitudes 
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toward reading, and language styles employed with their 

mothers. The study was further limited in that all homes 

were maritally intact with both parents living in the home. 

All children in this study were of at least average 

intelligence as demonstrated by a score of 90 or more on a 

standardized I.Q. test, and none were known to possess any 

gross physical, emotional, or intellectual anomalies. 

Any study dealing with environmental correlates of 

reading cannot cope with all relevant environmental factors. 

Among the environmental factors not considered were: na

tionality, age, personality, and intelligence of mothers or 

length of time the mothers in the professions had been em

ployed . 

Finally, this study was limited in that it focuses 

solely upon maternal role and does not consider possible 

effects of paternal role or even possible effects of other 

figures in the environment—aunts, uncles, teachers, sib

lings, grandmothers, etc. 

Summary and Organization of the 
Remainder of the Study 

In Chapter I the review of the literature supplied 

the theoretical and empirical rationale which suggested the 

problem and the purposes as defined in Chapter II. In 
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addition to the problem and the purposes of this study, 

Chapter II stated the hypotheses to be tested, definitions 

of terms, assumptions, and limitations of the research. 

The research design is described in Chapter III, 

which also contains a description of the instruments and 

subjects. 

Chapter IV is devoted to the statistical analysis of 

the data and the quantifiable findings of the study. Data 

providing some insights into the nature of the environmental 

similarities and differences of the two samples were obtained 

through a content analysis of the interview protocols. 

Chapter V summarizes both the statistical and the 

descriptive findings along with conclusions drawn from the 

findings. The final portion of that chapter suggests the 

educational implications of the study and recommends appro

priate action. 

The Appendices contain transcriptions of taped inter

views randomly selected from the subjects of this study, 

along with judging evaluations of responses. Also in this 

section are found the United States Bureau of the Census 

Classifications and Professions and the rating scale for 

the Environmental Process Variables. 



CHAPTER III 

COMMUNITY AND SUBJECTS, INSTRUMENTS, 

TREATMENT OF DATA, AND PROCEDURES 

Community and Subjects 

In view of the fact that all the subjects came from 

the Goleta, California area, a brief description of the com

munity will be given. The writer believes that this commu

nity is representative of many other communities in this 

county and that the results obtained are therefore not re

stricted solely to Goleta. The following data about Goleta 

are presented to help the reader form his own judgment in 

this regard. 

Goleta, California is an unincorporated community 

adjacent to the City of Santa Barbara, California. It is 

located approximately ninety-seven miles northwest of Los 

Angeles, California and 380 miles south of San Francisco. 

Goleta is a beach town with ten miles of coastline on the 

west and coastal mountains to the east. 

56 
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The population of Goleta is approximately 60,000, the 

greater percentage of which are Anglo-Americans. This beach 

town has no heavy industry but produces revenue from the many 

citrus and cattle ranches, research and development firms, 

and oil industry. Most of the residents work in nearby Santa 

Barbara, at the University of California campus located in 

Goleta, or at one of the many research firms. The municipal 

airport, limited fishing industry, and small businesses pro

vide additional employment for the residents. 

The community is suburban in nature with the major

ity of residential housing being tract-type houses centered 

around shopping centers scattered throughout the town. 

There are no slums nor is there any large central business 

district such as would be found in an incorporated city of 

long standing. The typical family lives in a $20,000 tract 

home with the father working at a research institution such 

as General Motors Corporation. 

The principal school system of the community is the 

Goleta Unified School District, which provided the subjects 

for this study. This district is an elementary school dis

trict only. It is composed of thirteen elementary schools 

serving kindergarten through sixth grade. There, are approx

imately 7,800 students enrolled in this public elementary 



school system with an average daily attendance of 600 stu

dents per school. Of the thirteen schools, eight have been 

built within the past seven years. The school population 

has few minority children. There are special classes to 

serve the mentally retarded, emotionally handicapped, deaf 

or hard of hearing, educationally handicapped, behaviorally 

disordered, culturally deprived, and those children requiring 

speech therapy. 

The children participating in this study were select

ed on the basis of information provided by school records. 

The children were regularly attending school in the Goleta 

Union School District for the year 1967-1968 and were se

lected from first-, third-, and sixth-grade classes. Ten 

children were chosen for each group representing the pre

viously mentioned grade levels. In general, ages of the 

subjects were within normal grade level expectations based 

on grade-level placement. 

First, the children of the group whose mothers were 

employed in the professions were randomly selected from the 

total population of all children who had mothers employed in 

the professions. This provided a group of thirty subjects 

which were then divided until there were ten children from 

grade one, ten children from grade three, and ten children 
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from grade six. The subjects in this subgroup were further 

dichotomized into groups of five girls and five boys within 

each grade level studied. 

Intelligence scores were obtained for each child from 

school records. The Lorge-Thorndike Intelligence Test 

(grades K-l, 2-3, and 4-6), a standardized group intelligence 

test, is used for measuring intelligence in the Goleta Union 

School District. 

After establishing the group of children whose moth

ers are employed in the professions, the group of children 

whose mothers are solely homemakers was formulated. Initi

ally a large group of children was selected from the first, 

third, and sixth grades of the Goleta Union School District 

and paired with the first group. The members were screened 

as follows: first, the children of this group were selected 

as. nearly as possible from the same classroom as the members 

of the group of children whose mothers were employed in the 

professions, and matched on the basis of sex. Next, intel

ligence scores were taken from school records and matched to 

their counterparts in the first group. At this time the 

school records were also checked to insure that the homes 

were intact with both parents living in the home and to as

certain if the mother was a homemaker. In addition, the 



60 

records provided educational levels of the mother who were 

homemakers; any mothers who had less than a high school edu

cation were eliminated. (Educational level for each mother 

in this group may be found in Appendix E.) 

After the initial matching, all mothers were con

tacted by phone and asked to participate in this study. 

Appointments were then made for each subject and his mother. 

In addition, all subjects were advised that the interview 

would be tape-recorded and permissions were obtained at that 

time. 

In order to preserve homogeneity of the children in 

this study, no children from the special classes were in

cluded in either group, nor were any minority group children 

used as subjects. Minority children were excluded because 

there were relatively few in the school population and many 

of them were in special classes . 

The general socioeconomic level from which the 

schools draw is upper-middle class as determined by the War

ner formula for determination of social class. Of the 

total population in both groups, thirteen had scores placing 

them in the upper-class stratumj twenty-nine scored in the 
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upper-middle class; and eighteen were placed in the lower-

middle class. For purposes of this study, it can be said 

that the general population sampled came from a middle-class 

socioeconomic setting. 

The composition of the two subgroups tended to sup

port the conclusion that the sampled population came from a 

middle-class socioeconomic setting, as evidenced by the fol

lowing apportionment. Of the group whose mothers were em

ployed in the professions, seven achieved scores in the 

upper class, fifteen in the upper-middle class, and nine in 

the lower-middle class. The group whose mothers were solely 

homemakers attained scores placing six in the upper class, 

thirteen in the upper-middle class, and eleven in the lower-

middle class. 

The instrument used in this study to determine social 

class is the Warner, Meeker, and Eells formula. This formula, 

according to its authors, was found to predict social class 

status accurately in more than ninety out of 100 cases. 

The Warner formula uses four variables to predict 

social class status: (1) occupation, (2) source of income, 

(3) type of housing, and (4) neighborhood, with the follow

ing weightings: 
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4 X Occupation Score 

3 X Source of Income Score 
Sum of 

3 X House Type Score 

2 X Neighborhood Score 

The total class status score is translated into its 

social class equivalent by the following table: 

Total Score Social Class Equivalent 

12-22 Upper class 

25-34 Upper-middle class 

37-50 Lower-middle class 

54-63 Upper-lower class 

67-84 Lower-lower class 

Scoring criteria are as follows: 

Score Occupation 

1 Professionals and proprietors of large 
businesses 

2 Semi-professionals and smaller officials 
of large businesses 

3 Clerks and kindred workers 

4 Skilled workers 

5 Proprietors of very small businesses 

6 Semi-skilled workers 

7 Unskilled workers 

Score Source of Income 

1 Inherited wealth 

2 Earned wealth 

3 Profits and fees 
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Salary 

Wages 

Private relief 

Public relief 

House type 

Excellent houses 

Very good houses 

Good houses 

Average houses 

Fair houses 

Poor houses 

Very poor houses 

Ne ighborhood 

Most exclusive section of town 

Area well above average 

Area "nice and respectable" but not in
habited by society 

Average low-cost housing typical or urban 
community 

Area close to industry or railroads 

Edge of slum 

Strictly a slum area 
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Instruments 

This section will discuss the standardized and sub

jective instruments used in this investigation. First, the 

standardized reading test (Stanford Achievement, Reading) 

will be described, followed by the instrument based on the 

work of McClelland on achievement motivation; Hess and Mil

ler, in employment of language styles; and Environmental 

Process Variables developed by Dave and later, Henderson. 

Reading Test 

Both the experimental group of children whose mothers 

were employed in the professions and the control group whose 

mothers were occupied as homemakers were tested for their 

level of achievement in reading by means of the Stanford 

Achievement Test (Reading). This test was administered to 

all thirty children in each of the two samples in accordance 

with directions as provided in the test manual and was ma

chine scored. 

In order to test all subjects in each group, the 

Stanford Achievement Tests (Reading) Primary I Battery Form 

W, the Stanford Achievement Test (Reading) Primary II Battery 

Form W and the Stanford Achievement Test (Reading) Inter

mediate II Form W were administered. 
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The Primary Battery was administered to first-grade 

students. The Primary I Battery is designed for grades 1.5 

through 2.5 and includes tests in word reading, paragraph 

meaning, vocabulary, and word study skills. 

The Primary II Battery was administered to the third-

grade students. The Primary II Battery is intended for use 

in grade 2.5 to the end of grade three. This test includes 

word meaning, paragraph meaning, and word study skills. 

The Intermediate II Battery was administered to the 

sixth-grade students. The Stanford Achievement Test (Read

ing) Intermediate II Battery is designed for use from the 

middle of grade five to the end of grade six, and consists 

of word meaning and paragraph meaning. 

Because the tests were administered in the spring, 

all subjects were theoretically within the grade range pre

scribed in the test design. 

Reliability coefficients are high for all batteries, 

ranging from .79 on the grade one vocabulary test to .95 on 

total reading score in grade three (Buros 1965, p. 604). 

According to the author of the test, validity was established 

by examining appropriate courses of study and textbooks as a 

basis for determining skills and understandings to be meas

ured. 
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McClelland's n Achievement Test 

The McClelland n Achievement Test, which consisted of 

four pictures, was administered to thirty children of each 

group. The test required that four pictures be exposed for 

a period of twenty seconds to the examinee in the following 

sequence: (1) Picture B (McClelland et al. 1953) illus

trated two male inventors in a shop working at a machine; 

(2) Picture H, from the same book, illustrated a boy in a 

checked shirt with an open book in front of him; (3) Pic

ture A, card 7 BM (Murray Thematic Apperception Test) showed 

a young man and a middle-aged man (ordinarily interpreted as 

a father-son relationship); and (4) Picture G, card 8 BM 

(Murray Thematic Apperception Test), illustrated a boy in 

the foreground of the picture with a vague operation scene 

in the background. McClelland's method of scoring was 

utilized in evaluating the data obtained. 

In his study, McClelland attempted to arouse human 

motives experimentally and to measure the effects on phan

tasy. His main objective was the measurement of the strength 

of the achievement motivation on phantasy. The experimental 

group was asked to write brief five-minute stories about 

each of four pictures exposed twenty seconds on a screen. 
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The stories were based on four questions on an answer sheet, 

one sheet for each story: 

1. What is happening? 

2. What has led up to this situation? 

3. What is being thought? 

4. What will happen? 

The picture slides that were utilized involved a work situa

tion, study situation, father and boy, and a young boy pos

sibly dreaming of the future. Two slides were used from the 

Murray Thematic Apperception Test, with two slides that were 

made up especially for the study. Six different "arousal 

conditions" were used: 

1. Relaxed. Tasks were introduced casually, with 

blind exploration of graduate students into new problem. 

2. Neutral. Tasks were seriously introduced as ones 

in. which the psychology department wanted some norms for a 

study. 

3. Ego-involved. Tasks were described as measures 

of I.Q. and leadership capacity. 

4. Success. Subjects were allowed to succeed on 

the ego-involved tasks. 

5. Failure. Subjects were caused to fail on the 

ego-involved tasks. 
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6. Success-failure. Subjects were first allowed to 

succeed, then forced to fail. 

Conclusions by McClelland showed "definite and sta

tistically significant evidence" for superior learning in 

the high as compared with the low n achievement group. 

McClelland (1955) stated that "By providing an independent 

measure for motivation, it has opened up great new areas for 

further research, such as the relation between achievement 

motivation and school grades (p. 413)." 

McClelland elaborated on some of his other studies, 

and correlated these with other findings. The n Achievement 

score was related to many variables other than those re

ported; however, the relationships obtained were not given. 

There were highly significant correlations between n 

Achievement scores and college grades on two occasions, with 

an insignificant correlation on another occasion. McClelland 

found that the n Achievement score was significantly related 

to the kinds of linguistic categories that a person uses in 

attempting to express himself when involved in an achieve

ment-related situation. 

McClelland, in his search for an independent measure 

for motivation, was guided by three assumptions: 
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1. The method of measurement for maximum theoretical 

usefulness should be partially independent of measurement 

methods used to define the other two main variables (percep

tion and learning) in contemporary psychological theory. 

2. "Motives might be measured in phantasy." Phan

tasy fulfills our first requirement and develops a dynamic 

or motivational theory of personality. 

3. Motives could be experimentally aroused by 

manipulating external conditions. He was guided in this 

assumption by the successful theory of animal psychologists 

that motives are states of the organism which can be aroused 

normally by deprivation. 

Attention by the end of the McClelland study was 

focused on the difference between relaxed and ego-involved 

orientations rather than on specific effects of success and 

failure. A definition was formulated by McClelland during 

the course of his study, and employed subsequently as a 

scoring criterion in this study: 

Any imagery (e .g., statement in the story) which 
suggests competition with a standard is achievement 
related. In its simplest terms this means that some
one in the story is trying to do better in relation 
to some achievement goal such as doing a better job 
or getting ahead in the world. 

On theoretical, experimental, and common sense 
grounds one would expect that more highly motivated 
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subjects would, at least under certain circumstances, 
perform more quickly, and under certain others, learn 
more efficiently than poorly motivated subjects (McClel
land et al. 1953, pp. 404-406). 

The n Achievement score was related to many variables 

other than those reported; however, the relationships ob

tained were not given. There were highly significant corre

lations between n Achievement scores and college grades on 

two occasions, with an insignificant correlation on another. 

McClelland found that the n Achievement score was signifi

cantly related to the kinds of linguistic categories that a 

person uses in attempting to express himself when involved 

in an achievement-related situation. 

According to McClelland, n Achievement scores are 

significantly related to verbal expression. However, n 

Achievement is of importance to this current study as related 

to the educational factor of the parents, in particular to 

the educational background of the mother. 

McClelland's Method of Scoring 

Before one can utilize McClelland's method in deter

mining achievement motivation, it is necessary to understand 

his method of scoring. The following is a brief resume of 
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the values for which he was searching in his test of n 

Achievement. 

Achievement Imagery (AI).—The tester must decide 

whether the story contains any reference to an achievement 

goal which would justify scoring sub-categories as achieve

ment related. Achievement goal is the success in competition 

with some standard of excellence. There are three character

istics of achievement imagery: 

1. Competition with some standard of excellence. 

The boy is working very hard on his essay. 

The boy loses the contest and becomes bitter. 

2. Unique accomplishment. Inventions, artistic 

creations, and other extraordinary accomplish

ments rather than day-to-day run-of-the-mill 

things. 

3. Long-term involvement. Being a success in life, 

becoming a doctor, lawyer, etc. are accepted re

sponses unless it is made explicit that another 

goal is primary, such as food for the children, 

personal security. 

Need (N).—Need is that basic manifestation of a 

drive that must be satisfied. 
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Anticipatory Goal State Positive (Ga+).—Anticipating 

successful attainment of the goal. 

Anticipatory Goal State Negative (Ga-).—Anticipating 

frustration and failure. 

Instrumental Activity (I).—Activity instrumental to 

attainment of the goal which may lead to attainment of the 

goal (1+) or non-attainment of the goal (I-). 

Blocking (B+) .—Blocking of goal. This may be Bw 

(the world at large) or Bp, a personal obstacle within one

self. 

Affective States (G+).—A positive affect, or a 

state of being positive. 

Negative Affect (G-).—When the child's goal-directed 

activity is thwarted or he fails. 

Nurturant Press (Nup).—Someone who will help or 

sympathize with him (nurturant press), aiding him in his 

goal-directed behavior. 

Doubtful Imagery (TI).—Doubtful achievement imagery. 

Positive factors in stories containing some reference to 
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achievement but failing to meet one of three characteristics 

for achievement imagery. 

Unrelated Imagery (UI).—Stories in which there is 

no reference to an achievement goal are scored unrelated and 

are not scored further. 

Achievement Thema (Ach Th).—Achievement Thema is 

scored when the achievement imagery is elaborated in such a 

manner that it becomes the central plot in the story. Exam

ple : A young boy is daydreaming about the past wars in which 

doctors have participated. He is not sure of the course to 

follow. He cannot decide whether or not to be a doctor. He 

is thinking about J. D., the great surgeon of World War 1, 

and his great accomplishments. The boy will finally become 

a famous surgeon and in turn will be an incentive to future 

doctors of the world. 

Quantitative values are assigned to responses sub

jectively by each of the two judges as each response is 

evaluated. Each judge, who has undergone approximately one 

hour of instruction in judging techniques, decides if the 

response being rated fits any of the scoring criteria. After 

the judge determines which value category or categories fit 

the response, he assigns the value category a numerical value 
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ranging from 0 to 8. Theoretically, a subject could accumu

late an eight score for every positive value category which 

exists up to a total of eighty points. Generally speaking, 

however, not every response will lend itself to all categor

ies and the response evaluated is the category which meets 

the scoring criterion previously described. In the case of 

unrelated imagery, the value is a negative value due to the 

fact that there is no reference to an achievement goal. 

These values are subtracted from the over-all score because 

of their negative nature. 

Language Styles 

Miller used a puzzle exercise to evaluate maternal 

teaching style, children's ability to complete a task, and 

maternal language style. in the presence of the mother the 

child was asked to assemble a jigsaw puzzle and the mother's 

comments to the child were tape-recorded for later analysis. 

It was decided in this study also to analyze the 

language style of the mother by using directions given to 

her child in a teaching situation. This was a modification 

of Miller's methods. The teaching situation was defined as 

a task in which each mother taught her child to read two 

words. In this study, the mother was seated beside her 
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child, and given two yellow eight-inch by three-inch cards on 

which one word was printed. On one card the word "shock" was 

printed in manuscript and on the second card the word "lacer

ated" was printed in manuscript. The words "shock" and "lac

erated" were selected solely as a vehicle to evaluate the 

language patterns employed by the mother in her teaching of 

the child. It is acknowledged that the words would likely be 

easy for some children but difficult for others. The print

ing was in black, using lower-case letters one inch in 

height. The mother was asked to teach the two words to her 

child in any order or in any manner desired by her. Both 

mother and child were assured that it did not matter how the 

words were taught or what method was used to learn the words. 

They were further advised that they would not be tested on 

the words at a later time. Each mother's directions were 

tape-recorded and typed verbatim. Transcriptions of these 

tapes were submitted to two judges for analysis. The lan

guage protocols were analyzed using six of the language 

scales developed by Hess and used by Miller. The scales 

measure: (1) mean sentence length, (2) adjective range, (3) 

adverb range, (4) verb elaboration, (5) complex verb prefer

ence, and (6) syntactic structure elaboration. A brief 
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description of the language styles used by Miller (1967) is 

as follows: 

(1) Mean Sentence Length.—The mean sentence length 
is obtained by dividing the total number of 
words in the protocol by the number of sentences. 
A sentence is defined as "being as much of the 
utterance of a single speaker as is included ei
ther between the beginning of the utterance and 
the pause which ends a sentence-completing into
nation pattern or between two such pauses." 

(2) Adjective Range.—The adjective range is based 
on the number of uncommon adjectives (excluding 
repetitions) divided by the total number of words 
used as nouns. The category "uncommon adjectives" 
excluded cardinal, numerical, demonstrative, and 
pronominal possessive adjectives and articles. 
Adjectives which are nouns and verbs used as 
modifiers of nouns as well as predicate adjec
tives are included in the count. 

(3) Adverb Range.—The adverb range is based on the 
number of uncommon adverbs (excluding repeti
tions) divided by the total number of verbs, 
adjectives, and adverbs. The category "uncommon 
adverbs" excludes "here," "there," "now," "then," 
"less," "when," "where," and "why." The adverbs 
can be adverbs in verb phrases, adverbs as verb 
modifiers, and adverbs as adverb modifiers. In 
the adverb range, an entire verb phrase is counted 
as one verb. 

(4) Verb Elaboration.—The verb elaboration scale is 
based on the number of different types of verb 
forms containing two or more elements (excluding 
repetitions) divided by the total number of sen
tences in the sample. Negatives are not counted 
as part of the complex verb form unless there 
are two or more elements in the verb form in 
addition to the negative. 

(5) Complex Verb Preference.—The complex verb pref
erence scale is based on the number of complex 
verb forms (containing two or more elements) 
divided by the total number of different types 
of verb forms. English verb forms exhibit both 
formal and functional attributes and are to be 
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classified on the basis of these attributes. 
All members of each class should have the same 
formal and functional attributes and each class 
is counted as a separate verb class. 

(6) Syntactic Structure Elaboration.—The number of 
complete syntactic structures, weighted accord
ing to their degree of complexity and divided 
by the number of words in the protocol to adjust 
for length (Miller 1967, pp. 105-107). 

The maternal language styles were evaluated and 

scored by the two judges who served in that capacity on all 

measures employed in this study. Each judge was provided 

with a copy of the scoring criteria for the language proto

cols and instructed in their use during a training period. 

The judges were provided with sample interviews which they 

evaluated. The judges' over-all ratings were tabulated for 

the sample interviews and correlated with a resulting relia

bility coefficient of .81 for the over-all scores. 

Home Characteristics and Maternal 
Attitudes toward Reading and 
Academic Achievement 

The instruments used to measure home characteristics 

and maternal attitudes toward reading and academic success 

were variations of Henderson's (1966) and Dave's (1963) Envi

ronmental Process Variables. Henderson and Dave isolated six 

general features of intellectually stimulating environments 
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which they entitled "Environmental Process Variables." These 

variables originally considered: 

(1) Achievement Press 

Parental aspirations for the education of the 
child 

Parent's own aspirations 
Parent's interest in academic activities 
Social press for academic achievement 
Standards of reward for educational attainment 
Knowledge of the educational progress of the child 
Preparation and planning for the attainment of 

educational goals (Henderson 1966, pp. 62-63) 

(2) Language Models 

Quality of language usage of the parents 
Opportunities for the enlargement and use of vo
cabulary and sentence patterns 

Keenness of the parents for correct and effective 
language usage (Henderson 1966, p. 63) 

(3) Academic Guidance 

Availability of guidance on matters relating to 
school work 

Quality of guidance on matters relating to school 
work (Henderson 1966, p. 64) 

(4) Activeness of Family 

The extent and content of indoor activities of 
the family 

The extent and content of outdoor activities dur
ing weekends and vacations 

Use of TV and other such media 
Use of books, periodical literature, library and 
such other activities (Henderson 1966, p. 64) 

(5) Intellectuality in the Home 

Nature and quality of toys, games, and hobbies 
made available to the child 

Opportunities for thinking and imagination in 
daily life (Henderson 1966, p. 65) 
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(6) Work Habit of Family 

Degree of structure and routine in home manage
ment 

Preference for educational activities over other 
pleasurable activities (Henderson 1966, p. 65) 

Henderson added to the original process characteris

tics developed by Dave. He identified them as "Parental 

perception of vocational alternatives for the child" and 

"Parental perceptions of vocational alternatives for the head 

of the family" (Henderson 1966, p. 66) and placed them in the 

Achievement Press Group. Further, he postulated an Environ

mental Process Variable which he called "Identification with 

Models." The characteristics of this variable are: 

Range of variation in models for identification 
Degree of identification with achievement models 
(Henderson 1966, p. 70) 

Range of social interaction was suggested as an 

eighth Environmental Process Variable which contained the 

following characteristics: 

Variation in Sodality Membership and degree of actual 
participation in sodalities, by family members 

Range of interpersonal and commercial contacts in the 
community (Henderson 1966, p. 71) 

Finally, he developed a ninth Process Variable which 

he labeled "Parental Perception of the Practical Value of 

Education." This variable is defined: 
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Parental perception of the practical value of school, 
as seen in experiences of selves and peers 

Parental perception of practical value of school for 
the child (Henderson 1966, p. 72) 

The Environmental Process Variables provided the 

foundation for the questions asked in the interview schedule. 

An analysis of the items as they pertain to the interview 

question in relation to their Environmental Process Variable 

along with scoring criteria is found in Appendix D. 

Two judges listened to the tape recordings of these 

interviews independently and evaluated them according to the 

scoring criteria provided by the investigator based on Hen

derson's ratings. Correlations were made of the judges' 

ratings.with the results presented as follows: 

Reliability coefficients of two judges for the Envi

ronmental Process Variables.— 

• Achievement Press 

Language Models 

Academic Guidance 

Activeness of Family 

Intellectuality in the Home 

Work Habits in Family 

Identification with Models 

Range of Social Interaction 

.76 

.87 

.81 

.79 

.83 

.71 

.76 

.79 
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Perception of Practical Value 
of Education .74 

Total Rating of Environmental 
Process Variables .88 

Treatment of the Data 

Evidence for the central hypothesis concerning a 

difference in the mean level of reading performance of the 

two total groups of children was obtained from use of the 

test for assessment of the significance of difference be

tween correlated means (arising from use of difference 

scores of paired individuals). "In order to justify use of 

t distribution in problem involving a difference between 

means, one must make two assumptions. The populations sam

pled are normal and the population variances are homogeneous 

with the squared deviations having the same value for each 

population (Hays 1965, p. 720)." 

Because both groups in this study meet the assump

tions upon which t-tests are predicated, this statistical 

method was employed for each measure. In addition, since 

the research hypothesis predicts no direction of signifi

cance in relation to the performance of either group in the 

present study, the two-tailed test for significance is 

utilized. 
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In evaluating the significance of the difference in 

the means of the central tendency on the two groups of thirty 

children who took the McClelland n Achievement Test, the two-

tailed t-test of correlated means was employed. 

Maternal language styles were evaluated from the lan

guage employed by the mother in teaching her child to read 

two words ("shock" and "lacerated"). This variation of the 

method utilized by Miller (1967) was scored in accordance 

with Hess1s criteria, and also submitted to the t-test 

(two-tailed) of correlated means. 

Finally, the maternal attitudes toward the child's 

reading and academic achievement were evaluated by adapta

tions of the Environmental Process Variables as envisioned 

by Dave (1963) and supplemented by Henderson (1966). These 

measures were submitted to the two-tailed t-test of corre

lated means with the results discussed in Chapter IV. 

Procedures 

Two matched samples were used in this investigation: 

(1) one group of thirty children whose mothers were employed 

in the professions to be known as Group P, and (2) a second 

group of children whose mothers were solely homemakers or 

housewives, to be known as Group H. These two groups were 
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from twenty-two first, third, and sixth grades of thirteen 

schools. Each group contained fifteen boys and fifteen 

girls, with five boys and five girls in each grade-level 

group. The mothers employed in the professions and the 

mothers who are homemakers are also designated by the terms 

Group P and Group H respectively. These two groups furnished 

the basis for obtaining responses from both the P and H group 

mothers on a reading survey questionnaire and language-style 

observation. 

The thirty children of Group P were selected in terms 

of whether their mothers were currently engaged in a profes

sional career as determined by the United States Bureau of 

the Census in the 1960 Census of Population Classified Index 

of Occupations and Industries. 

Group H children were selected on the basis that 

their mothers were housewives with full-time duties of home-

makers and at least a high school education. The children 

were paired as nearly as possible to the children of Group 

P according to sex, age, and I.Q. on the Lorge-Thorndike 

Intelligence Test for the first-, third-, and sixth-grade 

students. 

After both groups had been selected and paired, per

missions were obtained from the parents and their children 
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to participate in the study under the auspices Of the Goleta 

Union School District. Once permissions were obtained, 

appointments were made for the interviews. At the appointed 

time, the interviewers would call at the home of the subject. 
/ 

It was believed that a home interview would accomplish three 

objectives. First, the interviewer would be able to make a 

first-hand observation of house type and the type of neigh

borhood in order to compute the socioeconomic-status formula. 

Second, it would be more convenient for the mother if the 

interview was undertaken in her home. She would not have to 

travel to a school or office, and when the children were 

finished they could easily be dismissed without worry about 

lack of supervision in a public area. Third, it was believed 

that a home interview would elicit a more relaxed atmosphere 

than would an office, thus providing more frank answers to 

questions. 

At the home the child and mother were first ac

quainted with the fact that they were participating in a 

research study in which their anonymity would be preserved. 

Further, they were told that the information obtained would 

be of use in helping teachers by providing them with infor

mation which would add to their professional knowledge. The 

subjects were again informed that the entire session would 
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be tape-recorded but that the tapes would be erased after 

they were evaluated. In no case did the mothers or subjects 

object to the tape recorder after the explanations were 

given. 

The tape recorder was placed on the floor and the 

microphone was inconspicuously placed on the table. (Most 

interviews took place in the kitchen at the kitchen table.) 

Each interview was arranged with the mother and child seated 

beside one another and the interviewer across the table from 

them. 

To establish rapport, the subjects were engaged in 

conversation centered around school, recent television pro

grams, and community activities. To initiate the testing 

session, the McClelland n Achievement test was first admin

istered. This was done because the pictures used were of 

such a nature that they would evoke interest and curiosity. 

Also, the child would be tested early in the interview ses

sion before he became fatigued or bored. 

The instructions given the child included those out

lined by McClelland. The child was told he would be shown 

four pictures for twenty seconds each and after studying each 

picture he would tell a story, trying to make sure that he 

told: What happened or is happening, what event led up to 
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who are the parsons, what is being thought, and what will 

happen or be done? After giving the instructions and making 

sure the child understood them, the first picture was exposed 

for twenty seconds. The picture was then removed and the 

child began telling his story, in all cases, the child was 

given a printed copy of the questions previously mentioned to 

serve as a guide as he told his story. 

Upon completion of the first story, the next picture 

was exposed and the subject told a story about it. The proc

ess was repeated for each picture until the four pictures 

were observed. After completion of the McClelland n Achieve

ment test an opportunity was given to the child to take a 

recess if he felt the need. In most instances the subjects 

declined and the interview proceeded to the maternal language 

style measure. 

It was thoroughly explained to both mother and child 

that the mother was to teach two words to the child. Empha

sis was placed on the fact that there would not be a test 

on how well they learned the words or how long they remem

bered them. The mother was told she could teach the words 

in any order using any method she wished. The two yellow 

cards with the printed words "shock" and "lacerated" were 

given to the mother and she was allowed to present them to 
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the child without interference. When the mother indicated 

that she was finished with both words, the child was told by 

the interviewer that he had done well and was excused to 

pursue other activities. Even though the interviewer did 

not insist that the child leave the room, most did so of 

their own choice or were encouraged to leave by their 

mother. 

All interviews were carried out in the homes and 

were tape-recorded. A typewritten transcript was made of 

two interviews, one selected at random and then matched with 

its control counterpart. These transcripts are found in 

Appendices B and C. 

Using the questionnaire as a script, the next step 

was to interview the mother. She was advised that the ques

tions were deemed inoffensive but if she had any objections 

or questions as to why the information requested in a par

ticular question was needed, she should feel free to object 

to the question or to inquire about it. The question would 

then be either eliminated or clarified. None of the mothers 

objected to any question, although several mothers did ask 

for clarification of some of the questions. It might be 

noted that in explaining questions to the mother, at no time 

was there prompting to elicit an answer which would reflect 
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bias on the part of the interviewer. The questions were 

asked one by one as they appear on the Family Questionnaire 

and Interview Schedule found in Appendices B and C. 

At the conclusion of the interview, each mother was 

asked if she had any questions of her own, and explanations 

were given to those mothers who requested them. The average 

time expended in an interview session was seventy minutes. 



CHAPTER IV 

ANALYSIS OF THE DATA 

The primary purpose of this study was to test the 

hypothesis that no difference existed between the reading 

achievement of first-, third-, and sixth-grade public school 

children whose mothers were employed in the professions and 

the reading achievement of first-, third-, and sixth-grade 

public school children whose mothers were homemakers. 

If significance was obtained and the null hypothesis 

was rejected, then the secondary hypotheses concerning 

achievement motivation, maternal language style, home char

acteristics, and maternal attitudes toward reading and aca

demic achievement would be tested. 

The two groups were randomly selected on the basis 

of their predicted potential for success in school as meas

ured by the criterion test discussed in Chapter III. The 

thirty children drawn from the remaining school population 

and matched on the basis of predicted potential for success 

with the thirty children of Group P as previously mentioned 

89 
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were designated by the initial H. For convenience, these 

designations were applied to the children just as they had 

applied to the mothers who were employed in the professions 

(Group P) and to the mothers who were solely homemakers 

(Group H) . 

The statistic used to test the hypothesis of differ

ence between the groups was the t-test. According to Guil

ford (1965), "Many of the small-sample statistical tests are 

based upon the statistic known as Student's t . . . It is the 

ratio of a deviation from the mean or other parameter, in a 

distribution of sample statistics, to the standard error of 

that distribution. In the case of . . . t we have a sampling 

distribution (p. 182)." 

Appendix F presents identifying data and raw scores 

of subjects in matched pairs based on mother's occupation, 

intelligence, test scores, sex, and grade placement. This 

Appendix also contains raw scores from the testing instru

ments used to assess achievement motivation, language styles, 

home characteristics, and maternal attitudes. 

The Stanford Achievement Test (Reading) Primary Bat

tery I and II or Intermediate Battery I Form W was adminis

tered to all children who were subjects in this investiga

tion. 
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Table 1 presents the mean raw scores of reading test 

performance for the two major groups together with statisti

cal analysis of obtained differences. 

The difference of 7.27 in favor of the mean of the 

total Group P sample over that of the total Group H sample 

was statistically significant at the .05 level for a two-

tailed test of the null hypothesis. Thus the null hypothe

sis that the mean level of reading performance of children 

whose mothers are employed in the professions would not be 

higher than that of children whose mothers are solely home-

makers was rejected. A discussion of the implications of 

the significance of this and other statistically significant 

findings will be presented in Chapter V. 

In an effort to analyze the obtained data in greater 

detail, the total sample was divided into its three grade 

levels and the scores for each grade level were submitted to 

the two-tailed t-test of correlated means. The results of 

the t-test can be found in Table 2, which presents the mean 

raw scores of reading test performance for Group P and Group 

H at each grade level. Of the three grade levels tested 

(first, third, and sixth), the third grade demonstrated sig

nificance at the .01 level for a two-tailed test. The first 

grade did not reach significance but had a somewhat higher 

j, ' " 
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TABLE 1 

COMPARISON OF MEAN RAW SCORES OBTAINED BETWEEN ENTIRE 
PROFESSIONAL GROUP AND ENTIRE HOMEMAKER GROUP ON 
STANFORD ACHIEVEMENT TEST (READING), PRIMARY 

BATTERIES I AND II FORM W AND INTER
MEDIATE BATTERY I FORM W 

Reading Performance 

Group 
Number Mean CT Difference 

between Means 
t 

H 30 67.43 9.07 

7.27 2.76* 

P 30 60.16 8.29 

•Significant at .05 level. 
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TABLE 2 

COMPARISON OF MEAN RAW SCORES OF CHILDREN WHOSE MOTHERS 
ARE EMPLOYED IN THE PROFESSIONS AND OF CHILDREN WHOSE 

MOTHERS ARE HOMEMAKERS OBTAINED ON THE STANFORD 
ACHIEVEMENT TEST (READING), PRIMARY BATTERIES I 

AND II FORM W AND INTERMEDIATE BATTERY I 
FORM W BY THREE GRADE LEVEL SUBGROUPS 

Grade Group Number Mean CT 
Mean 

Difference 
t 

First 
P 

H 

10 

10 

58.4 

53.7 

6.28 

8.87 
4.7 1.84 

Third 
P 

H 

10 

10 

80.7 

67.7 

6.99 

10.45 
13.0 4.39* 

Sixth 
P 

H 

10 

10 

63.2 

59.1 

17.15 

16.26 
4.1 .74 

•Significant at .01 level. 



mean difference of 4.7 in favor of Group P. The sixth-grade 

children also had a higher mean difference of 4.1 in favor 

of Group P children, but this score also failed to achieve 

statistical significance. 

An analysis of data based on a comparison of scores 

according to sex differences found that both third-grade 

Group P girls and boys scored significantly higher on the 

Stanford Achievement Test (Reading) than did the third-grade 

Group H boys and girls. Table 3 presents the data by sexes, 

grade level, and total scores. The data were separated by 

sex and then redivided according to Group P or Group H 

membership. All scores were submitted to the two-tailed 

t-test of correlated means for each grade level. The first-

and sixth-grade scores failed to achieve significance at the 

.05 level. However, third-grade Group P girls' scores ob

tained a significance of .01 and the scores of Group P 

third-grade boys obtained a .05 level of significance. Par

enthetically, it should be noted that in general, the boys 

did better than the girls in reading achievement in this 

group, a reversal of usual expectations. 
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TABLE 3 

COMPARISON OF MEAN RAW SCORES OF CHILDREN WHOSE MOTHERS 
ARE EMPLOYED IN THE PROFESSIONS AND OF CHILDREN WHOSE 

MOTHERS ARE HOMEMAKERS OBTAINED ON THE STANFORD 
ACHIEVEMENT TEST (READING), PRIMARY BATTERIES I 
AND II FORM W AND INTERMEDIATE BATTERY I FORM 

W BY SEX AND THREE GRADE LEVEL SUBGROUPS 

Grade Group Number Mean a 
Mean 
Diff. 

t 

First 
P 

H 

5 

5 

56.40 

53.80 

5.02 

7.14 
2 .60 .84 

m 
i—i 
V-i 

Third 
P 

H 

5 

5 

80.80 

65.40 

1.72 

12.31 
25.40 3.51* 

•H 
a 

Sixth 
P 

H 

5 

5 

55.20 

53.00 

8.08 

12.35 
2.20 .42 

Total 
P 

H 

15 

15 

64.13 

57.40 

13.05 

12.26 
6.73 1.99 

First 
P 

H 

5 

5 

60.40 

53.60 

6.77 

10.31 
6.80 1.56 

B
o
y
s
 

Third 
P 

H 

5 

5 

80.60 

70.00 

9.73 

7.51 
10.60 2 .44** 

B
o
y
s
 

Sixth 
P 

H 

5 

5 

71.20 

65.20 

19.87 

17.37 
6.00 .64 

Total 
P 

H 

15 

15 

70.73 

62.93 

15.70 

15.16 . 
7.80 1.89 

•Significant at .01 level. 

••Significant at .05 level. 
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Achievement Motivation 

In accordance with the major purpose of this study, 

which was to test the hypothesis that no difference existed 

between the reading achievement of first-, third-, and sixth-

grade public school children whose mothers were employed in 

the professions and the reading achievement of first-, 

third-, and sixth-grade public school children whose mothers 

were homemakers, it was stated that if any significant dif

ferences were found, then an attempt would be made to inves

tigate these differences in terms of three variables: 

achievement motivation, language styles, and maternal atti

tudes. Because a significant difference in reading scores 

was attained, the aforementioned areas were measured and sub

mitted to statistical treatment. 

It was found that the Professional group scored 

slightly higher in achievement motivation as measured by the 

McClelland n Achievement test, although the obtained differ

ence was not statistically significant. Table 4 presents an 

analysis of the scores of both groups. 

The H group displayed more variability in their 

scores, although this difference in central tendency was not 

statistically significant according to analysis by the t-test. 
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TABLE 4 

COMPARISON OF MEAN SCORES OBTAINED BETWEEN ENTIRE 
PROFESSIONAL GROUP CHILDREN AND ENTIRE HOME-

MAKER GROUP CHILDREN ON THE MCCLELLAND 
N ACHIEVEMENT TEST 

McClelland n Achievement Test 

Group Number 
Mean a 

Difference 
between 
Means 

t 

Group P 
(Mothers employed 
in the professions) 30 3.13 3.91 

Group H 
(Mothers who are 
solely homemakers) 30 1.77 8.45 

1.36 1.28 
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A sample of stories from both groups is included in 

Appendix E to illustrate actual content of stories as well as 

a scoring table constructed according to value categories. 

An analysis of scores on the McClelland n Achievement 

test by grade level is presented in Table 5. Within the Pro

fessional group and the Homemaker group no significance was 

obtained for first- or third-grade levels when submitted to 

the two-tailed t-test. However, an analysis of scores ob

tained on the McClelland n Achievement test for the sixth-

grade children of Group P and Group H produced significance 

at the .01 level. 

A further analysis of the data by sex produced essen

tially the same results, with both Group P sixth-grade girls 

and boys obtaining significant scores on this measure when 

submitted to the two-tailed t-test. The total scores of all 

Group P boys was also found to be statistically significant 

at the .01 level. Table 6 presents the scores by sex and 

grade. The total was divided into two groups by sex and 

then further dichotomized according to Group P and H member

ship. Each of the three grade levels sampled as well as the 

total population of each sex group were then tested by the 

two-tailed t-test of correlated means. No significance was 

obtained for first- and third-grade or total girls' scores, 
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TABLE 5 

COMPARISON OF MEAN SCORES OBTAINED BETWEEN GROUP P CHILDREN 
AND GROUP H CHILDREN BY GRADE LEVEL ON EACH OF THE 

ELEVEN VALUE CATEGORIES OF THE MCCLELLAND 
N ACHIEVEMENT TEST 

Standard 
Deviation 

Difference 
Grade Group Number Means 

Standard 
Deviation 

between 
Means 

t 

P 10 .8 8.15 
First 1.4 1.40 

H 10 -.6 10.13 

P 10 •
 

CM 

6.37 
Third .2 .24 

H 10 2.5 6.76 

P 10 5.9 7.45 
Sixth 2.5 2.85* 

H 10 3.4 6.41 

•Significant at .01 level. 



100 

TABLE 6 

COMPARISON OF MEAN SCORES OBTAINED BETWEEN GROUP P 
CHILDREN AND GROUP H CHILDREN BY SEX ON THE 

MCCLELLAND N ACHIEVEMENT TEST 

Grade Group Number Mean a 
Mean 
Diff. 

t 

First 
P 

H 

5 

5 

-2.00 

-1.20 

2.45 

2.41 
.80 .66 

0) 
1—1 

Third 
P 

H 

5 

5 

.80 

1.60 

1.85 

2.93 
-1.20 .65 

•H 
O 

Sixth 
P 

H 

5 

5 

7.00 

3.20 

3.29 

1.94 
3.80 2.81* 

Total 
P 

H 

15 

15 

1.93 

1.20 

3.56 

2.81 
.73 .85 

First 
P 

H 

5 

5 

1.00 

0.00 

2.45 

3.52 
1.00 .66 

01 
Third 

P 

H 

5 

5 

4.60 

3.40 

2.40 

1.76 
1.20 1.14 

0 

Sixth 
P 

H 

5 

5 

5.00 

2.20 

2.00 

.98 
2.80 3.56* 

Total 
P 

H 

15 

15 

3.53 

1.87 

2.05 

1.98 
1.66 3.09** 

•Significant at 

••Significant at 

.05 level. 

.01 level. 
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but the scores of the sixth-grade girls were significant at 

the .05 level in favor of the P group. In the boys' divi

sion, neither the first- nor the third-grade scores achieved 

significance. However, the sixth-grade and total scores for 

the Group P boys were found to be statistically significant 

at the .01 level when submitted to the two-tailed t-test of 

correlated means. 

Language Styles 

Language protocols of the mothers were obtained dur

ing tape-recorded home interviews. The method utilized to 

demonstrate maternal language style was a teaching situation 

between mother and child. The mother was given two cards, 

each of which bore a printed word as previously described in 

Chapter III. The mother was instructed to teach the words 

to her child in any order using any method she desired. The 

language used by the mother as she taught her child the two 

words was analyzed by two judges according to the language 

scales developed by Hess (1964) at the Urban Child Center of 

the University of Chicago and used by Miller (1967). 

The six scales were those of mean sentence length, 

adjective range, adverb range, verb elaboration, complex verb 

preference, and syntactic structure elaboration. 



102 

Table 7 yields the total mean scores for the maternal 

language patterns of Group P and Group H mothers as analyzed 

by each of the six language scales. The table reflects total 

mean scores based on the average sentence length used by the 

mothers in each of the two groups as well as adjective range, 

adverb range, verb elaboration, verb usage, and syntactic 

structure elaboration. 

The significant superiority in total language scale 

scores on the part of Group P mothers was due mostly to their 

performance in sentence length and adjective range. The P 

mothers exhibited slight superiority in syntactic structure 

elaboration. On the other hand, there was no essential dif

ference in the performance of the two groups in the areas of 

verb elaboration and verb usage. As can be seen from the 

data contained in Table 7, the Group P mothers in this study 

employed a more elaborate language style while talking with 

their children in a teaching situation than did the Group H 

mothers. 

To test the hypothesis that no differences existed 

between the language style used by the mother employed in the 

professions in talking with her child and the language style 

employed by the mother who is a housewife in talking with her 
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TABLE 7 

DESCRIPTIVE STATISTICS OF MATERNAL LANGUAGE STYLE FOR 
GROUP P AND GROUP H MOTHERS ON THE TOTAL MEAN SCORES 

OF THE SIX LANGUAGE SCALES ALONG WITH A TEST OF 
STATISTICAL SIGNIFICANCE OF CORRELATED MEANS 

Group Number 

Language Style 

Group Number Difference 
Mean <7 between t 

Means 

Group P 
(Mothers employed 
in professions) 30 16.78 1.15 

Group H 1.11 4.69* 

(Mothers who are 
solely homemakers) 30 15.67 1.38 

•Significant at .01 level. 
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child, the means of the language scales were averaged and 

submitted to the t-test of correlated means. 

As a result, the differences were found to be sig

nificant and the null hypothesis was rejected. An analysis 

of maternal language styles by grade level is presented in 

Table 8. At the first grade, the t-test failed to reach 

significance, although the mean of Group P mothers was 

slightly higher than the mean of Group H. However, the data 

for grades three and six were significant at the .05 level 

and .005 level respectively. 

A further analysis of maternal language styles by 

grade level according to sex differences is found in Table 9. 

The first- and sixth-grade scores of Group P girls' mothers 

were statistically significant at the .05 and .01 level re

spectively. 

The scores obtained for the mothers of the boys' 

groups were statistically significant at the .01 level for 

grade six and total scores only. 

Home Characteristics and Maternal Attitude 

The method of judging the interview protocols on the 

Environmental Process Variables was explained in the preced

ing chapter. The ratings for each characteristic were 
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TABLE 8 

DESCRIPTIVE STATISTICS OF MATERNAL LANGUAGE STYLE FOR 
GROUP P AND GROUP H MOTHERS ON THE SIX LANGUAGE 
SCALES FOR GRADE LEVELS ONE, THREE, AND SIX 
ALONG WITH A TEST OF STATISTICAL SIGNIFI

CANCE OF CORRELATED MEANS 

Grade Group Number Mean CT 
Mean 

Difference 
t 

First 
P 

H 

10 

10 

16.61 

15.97 

1.28 

1.08 
.63 1.62 

Third 
P 

H 

10 

10 

17.10 

16.55 

.73 

.74 
.55 2.23* 

Sixth 
P 

H 

10 

10 

16.63 

14.49 

1.28 

1.34 
2.14 4.90** 

*Significant at 

••Significant at 

.05 level. 

.005 level. 
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TABLE 9 

DESCRIPTIVE STATISTICS OF MATERNAL LANGUAGE STYLE FOR 
GROUP P AND GROUP H MOTHERS ON THE TOTAL MEAN SCORE 
OF THE SIX LANGUAGE SCALES BY SEX DIFFERENCES FOR 
GRADE LEVELS ONE, THREE, AND SIX ALONG WITH TOTAL 

SCORES FOR BOTH GROUPS, MEASURED BY A TEST OF 
STATISTICAL SIGNIFICANCE OF CORRELATED MEANS 

Grade Group Number Mean CT 
Mean 
Diff. 

t 

First 
P 

H 

5 

5 

17.03 

15.82 

.45 

1.24 
1.21 2.59* 

u 
1—1 
}_l 

Third 
P 

H 

5 

5 

16.79 

16.37 

.69 

.84 
.42 1.09 

•H 
0 

Sixth 
P 

H 

5 

5 

16.70 

14.37 

1.54 

1.32 
2.33 3.25** 

Total 
P 

H 

15 

15 

16.84 

15.47 

1.04 

1.43 
1.37 2.19 

First 
P 

H 

5 

5 

16.18 

16.11 

1.59 

.86 
.07 .11 

10 
ft 

Third 
P 

H 

5 

5 

17.40 

16.73 

.65 

.57 
.67 2.19 

0 
CQ 

Sixth 
P 

H 

5 

5 

16.56 

13.99 

.93 

.70 
2.67 6.25** 

Total 
P 

H 

15 

15 

16.12 

15.61 

1.24 

1.38 
1.11 3.17** 

•Significant at .05 level. 

••Significant at .01 level. 
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quantified on a scale of one through nine, and the ratings of 

the two judges were then analyzed through inter-rater relia

bility coefficient correlations. To further establish relia

bility of the judgments by the raters, each variable of the 

nine Environmental Process Variables was correlated and a 

total of the ratings was averaged and again correlated. The 

inter-rater reliability coefficients were presented in Chap

ter III. The correlations are of a magnitude to indicate 

that the measures of environmental variables were adequately 

consistent. 

Environmental Differences 
(Maternal Attitudes) 

A secondary problem of this study was to test the 

hypothesis that there is no difference between the environ

mental backgrounds of the two groups of children reflected 

by the maternal attitude toward reading and academic achieve

ment. A transcription of an interview with one mother ran

domly selected from each group is found in Appendices B and C. 

The t-test provided a measure of significance between 

the means of the two total groups. Table 10 presents the 

group means, the standard deviation, and the differences be

tween the means for the total scores obtained on the subjects. 
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TABLE 10 

DESCRIPTIVE STATISTICS OF HOME CHARACTERISTICS AND 
MATERNAL ATTITUDES FOR GROUP P AND GROUP H 
MOTHERS ON ENVIRONMENTAL PROCESS VARIABLES 

ALONG WITH A TEST OF STATISTICAL SIG
NIFICANCE OF CORRELATED MEANS 

Group Number Mean CT 
Difference 

between Means 

P 30 557.26 17.96 
3.87 2.12* 

H 30 553.13 16.02 

•Significant at the .05 level. 
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The t-test is significant at the .05 level of confi

dence and the hypothesis that any differences obtained be

tween the environmental backgrounds as reflected by the atti

tudes of the mothers toward reading and academic achievement 

were due to chance is rejected. 

Table 11 reflects the difference between the means of 

the two groups when tested on home characteristics and mater

nal attitude by grade level. Although the means of all 

groups were higher, only the third grade achieved signifi

cance at the .05 level. 

The data were also submitted to the two-tailed t-test 

according to sex differences. It was found that the scores 

of the mothers of girls were significant at the .01 level for 

grades one and three and significant at the .05 level for the 

total group. None of the scores for the boys' group reached 

significance. The scores are presented in Table 12 by grade 

level and total within each of the two groups. 

Summary 

Four principal hypotheses were subjected to analysis 

in this study. The major hypothesis tested was that the 

children of mothers employed in the professions would not 
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TABLE 11 

DESCRIPTIVE STATISTICS OF HOME CHARACTERISTICS AND 
MATERNAL ATTITUDES FOR GROUP P AND GROUP H MOTHERS 

ACCORDING TO GRADE LEVEL OF THEIR CHILDREN ON 
ENVIRONMENTAL PROCESS VARIABLES WITH A 

TEST OF STATISTICAL SIGNIFICANCE 
OF CORRELATED MEANS 

« j „ « -U » Difference Grade Group Number Mean a , . c between Means 

P 10 554.5 17.38 
First 7.8 1.31 

H 10 546.7 18.32 

P 10 565.2 19.38 
Third 14.1 2.38* 

H 10 551.1 16.08 

P 10 551.3 13.54 
Sixth .3 .07 

H 10 551.6 11.31 

•Significant at the .05 level. 
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TABLE 12 

DESCRIPTIVE STATISTICS OF HOME CHARACTERISTICS AND 
MATERNAL ATTITUDES FOR GROUP P AND GROUP H MOTHERS 

ACCORDING TO SEX DIFFERENCE OF THEIR CHILDREN 
ON ENVIRONMENTAL PROCESS VARIABLES WITH A 
TEST OF SIGNIFICANCE OF CORRELATED MEANS 

Grade Group Number Mean a 
Mean 
Diff. 

t 

First 
P 

H 

5 

5 

551.2 

542.6 

8.45 

10.61 
8.6 3.36* 

G
i
r
l
s
 Third 

P 

H 

5 

5 

568.2 

550.8 

13.50 

16.89 
17.4 4.26* 

G
i
r
l
s
 

Sixth 
P 

H 

5 

5 

548.8 

545.6 

5.71 

4.27 
.2 .15 

Total 
P 

H 

15 

15 

555.07 

546.33 

13.66 

12.26 
8.74 2.52** 

First 
P 

H 

5 

5 

557.8 

550.8 

22.60 

17.79 
7.0 .69 

CO 

ft 

Third 
P 

H 

5 

5 

562.2 

551.4 

23.48 

15.21 
10.8 1.09 

o 
PQ 

Sixth 
P 

H 

5 

5 

556.8 

557.6 

16.65 

12.86 
-.8 -.11 

Total 
P 

H 

15 

15 

558.93 

553.27 

21.23 

17.80 
5.66 .58 

•Significant at .01 level. 

••Significant at .05 level. 
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achieve a higher score on a reading achievement test than 

children whose mothers were solely housewives. 

The scores obtained by the two groups on the Stan

ford Achievement Test (Reading) Primary or Intermediate Bat

tery Form W were submitted to the t-test of correlated means 

with an obtained significance at the .05 level in favor of 

the P group. 

An examination of the data by grade level subgroups 

and by sex differences yields further information on the per

formance of the two major groups. When analyzed by grade 

level, it was found that the third-grade scores achieved 

significance at the .01 level. The first- and sixth-grade 

scores failed to reach significance at the .01 levels. When 

compared by sex differences, the Group P girls' scores were 

found to be significant at the .01 level and the scores of 

Group P boys were found to be statistically significant at 

the .05 level when submitted to the two-tailed t-test of 

correlated means. 

As a result of the rejection of the null hypothesis 

in the major part of the study, the secondary hypotheses were 

tested in order to ascertain possibly discriminating environ

mental factors between groups. The environmental factors 

which were investigated were: achievement motivation, 
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language style, home characteristics, and maternal attitudes 

toward reading and school achievement. 

The first of these hypotheses tested was based on the 

the work of McClelland et al. (1953) in achievement motiva

tion. The results were submitted to the t-test of correlated 

means. The t-test failed to show significance at the .05 

level. Thus the null hypothesis of no difference between the 

achievement motivation of children whose mothers are employed 

in the professions and the achievement motivation of children 

whose mothers are housewives was accepted. However, an analy

sis of the data by grade level found significance at the .01 

level for sixth-grade children. A further analysis of the 

data according to sex differences found both sixth-grade 

Group P girls' and boys' scores significantly higher at the 

.01 and .05 level respectively. The total scores for Group 

P boys was also significant at the .01 level. 

The maternal language styles were recorded and evalu

ated as the mothers of both groups taught their children to 

read two words. The language protocols were judged according 

to: mean sentence length, adjective range, adverb range, 

verb elaboration, complex verb preference, and syntactic 

structure elaboration. The language patterns were also sub

mitted to the t-test of correlated means and found to be 
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significant at the .05 level in favor of the P group, reject

ing the null hypothesis of no difference between the maternal 

language style employed by the mothers of Group P and the 

mothers of Group H in talking with their children. 

This was also found to be true for the third- and 

sixth-grade levels when the data were submitted to the t-test 

by grade level. The first-grade scores failed to reach sig

nificance in favor of the P group, although the mean for 

Group P children was slightly higher than for Group H chil

dren. When analyzed by sex membership, the scores for Group 

P girls' mothers were significant for the first- and sixth-

grade subjects and for sixth-grade and total scores for Group 

P boy subjects. 

Finally, home characteristics and maternal attitudes 

toward reading and academic achievement were evaluated by the 

Environmental Process Variables as described by Dave (1963) 

and further developed by Henderson (1966). The nine Environ

mental Process Variables were administered in tape-recorded 

interviews with the mothers of both groups. 

An analysis of the difference of total scores of 

responses for the two groups by the t-test was significant 

at the .05 level in favor of Group P and the null hypothesis 

was rejected. Again the data were submitted to the two-



tailed t-test by grade level, with significance achieved for 

grade three at the .05 level. Grades one and six failed to 

achieve significance. The mean of grade one was higher in 

favor of Group P but the opposite was true for grade six, 

where Group H obtained a slightly higher mean. A further 

analysis of the data by the t-test for the groups divided by 

sex membership found significance in favor of Group P girl 

participants at the .01 level for grades one and three and 

at the .05 level for the total girls' group. None of the 

scores for the boys' group reached significance. 

A discussion of implications and observations of the 

data will be presented in Chapter V. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND IMPLICATIONS 

FOR FURTHER RESEARCH 

Summary 

Purposes 

The major purpose of this study was to determine if 

there was a difference between the reading achievement level 

of first-, third-, and sixth-grade students whose mothers 

pursued a professional career, and the reading achievement 

level of first-, third-, and sixth-grade students whose 

mothers were engaged in a full-time career as a housewife. 

It was hypothesized that children of mothers who 

pursued a career in the professions would not achieve higher 

reading achievement scores than children whose mothers pur

sued a homemaking career. 

Secondary hypotheses were stated contingent upon re

jection of the major hypothesis. The secondary hypotheses 

were: 

116 
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1. Mothers who are employed in the professions will 

not use a significantly more elaborate language style with 

their children than mothers who pursue a career as homemaker. 

2. Children of mothers who are employed in the pro

fessions will not achieve significantly higher scores on a 

test of Achievement Motivation as measured by the McClelland 

n Achievement test than children of mothers who are home-

makers . 

3. Mothers who are employed in the professions will 

not achieve significantly higher scores on 9 Reading Atti

tude Scale as measured by the Environmental Process Variable 

(scale) than mothers who are homemakers. 

This investigation was conducted during the period 

from September, 1967 through June, 1968. Standardized test

ing was conducted in the schools with Lorge-Thorndike Intel

ligence scores furnished by the school district's testing 

department. The McClelland n Achievement test, the evalua

tion of language style, home characteristics, and maternal 

attitudes toward reading and academic achievement were ob

tained in the home of each subject and tape-recorded for 

evaluation by the judges at a later time. 

A sampling was taken from a total elementary school 

district population of approximately 7,800 students in 
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thirteen different schools in Goleta, California. From this 

population, two groups of thirty pupils each were used. Ten 

pupils each from grades one, three, and six were placed in 

each group. These children were paired according to sex, 

grade placement, intelligence test scores and as nearly as 

possible, mother's education. 

Children whose mothers were employed in the profes

sions were designated as being in Group P, and children whose 

mothers were full-time housewives were classified as being in 

Group H. In addition to the administration of the Stanford 

Achievement Test (Reading) Primary or intermediate Battery 

Form W to the two groups of thirty children, the McClelland 

n Achievement Test was administered. 

The mothers of both groups were interviewed to estab

lish: (1) mother's occupation, (2) mother's education, (3) 

maternal language style, and (4) home characteristics and 

maternal attitudes toward reading and academic achievement. 

The mothers of Group P and Group H and the language 

style employed by them were observed in a teaching situation 

with their children. This was evaluated in accordance with 

the scoring criteria explained by Miller (1967). 

The mothers of both groups were then interviewed to 

discover the characteristics prevalent in the home and the 
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mother's attitudes toward reading and academic achievement. 

General Conclusions 

After comparison of the reading achievement of the 

children of mothers who were employed in the professions with 

the achievement of the children of the housewives, the null 

hypothesis was rejected. 

The difference between the reading achievement means 

of Group P and Group H children was found to be significant 
5 M 

beyond the .05 level. Thus the null hypothesis was rejected. 

At this point the testing of the groups by grade level and by 

sex difference was begun in order to provide a more discrete 

observation of the data. 

An analysis of the reading test scores by grade level 

provided the statistical significance when submitted to the 

two-tailed t-test for grades three (significant at the .01 

level) and the total group (significant at the .05 level). 

While the first and sixth grades failed to achieve signifi

cance, the means for the Group P children in each of those 

grade levels were higher than the mean scores of the Group 

H children. The data were analyzed by sex differences with 

both third-grade Group P girls' and boys' scores achieving 

significance. The nature of the difference in significance 
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at grade three in favor of Group P may be attributed to as

pects of developmental maturity on the part of third graders 

over beginning first graders. This development could "level 

off" at the sixth grade and be sharply noticeable only at 

third grade. Second, the nature of the curriculum at third 

grade might be such that the product of their endeavors would 

be more oriented toward their environment. A last considera

tion which might explain this difference is that by third 

grade, children of professionally employed mothers may have 

been "on their own" longer, so to speak, and thus not ad

versely affected by the mothers' employment as a first-grade 

child might be. This is further reinforced by the results 

of the McClelland n Achievement test, a measure of achieve

ment need. The Group P children attained a somewhat higher 

mean score than that of the Group H children (mean differ

ence 1.36). However, when submitted to the t-test of cor

related means, the score failed to reach significance at the 

.05 level. Therefore, the null hypothesis of no difference 

between groups was accepted. However, since the central 

tendency was in the direction of significance, it was felt 

that the achievement motivation was at least partially re

sponsible for the higher attainment of the Group P children. 
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It is recognized that efforts to explain the basis 

for obtained statistically significant differences here and 

elsewhere are attempts made after statistical analysis of 

data. 

An analysis of the scores obtained on the value cate

gories for the total group and again by each of the three 

grade levels appear to be consistently higher in favor of the 

Group P children, although the differences did not attain 

statistical significance. The t-test failed to produce sig

nificance in the total sample and in grades one and three. 

In grade six, however, significance at the .01 level was 

achieved when the data were submitted to the two-tailed t-

test. An effort to explain the sixth-grade scores may be 

based on the findings of McClelland et al. (1953) that n 

Achievement scores were significantly related to the kinds 

of linguistic categories that a person uses in attempting to 

express himself in an achievement-related situation. Ac

cording to McClelland, then, n Achievement scores are sig

nificantly related to verbal expression. If one were to 

pursue this assumption, it could be possible that the sig

nificance attained by the sixth-grade Group P children is a 

result of greater ability to express themselves due to a 

larger vocabulary; a wider and larger range of experiences 



both real and vicarious through reading, television, and 

movies; maturation; and better communication skills. This 

assumption was further reinforced when the data were ana

lyzed according to sex differences. The scores of the sixth-

grade Group P girls were significant at the .05 level. Also, 

the Group P sixth-grade and total boys' scores were signifi

cant at the .01 level. 

During the home interview the mothers of children in 

this study were requested to engage in a teaching situation 

with their child. Each mother was given two words, "shock" 

and "lacerated," and asked to teach these words using any 

method she desired. The session was tape-recorded and the 

language style was evaluated at a later time according to 

the standards outlined by Miller (1967). The language style 

of both groups was considered to characterize an elaborate 

style in both instances. However, the t-test of correlated 

means was applied to the scores for Group P, and thus the 

null hypothesis that there would be no differences between 

the language style used by the mother employed in the pro

fessions with her child as compared with the language style 

employed by the mother who pursued a career as housewife was 

rejected. 
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A careful scrutiny of the data provided by the lan

guage styles of both groups indicated that the mean differ

ences of the third and sixth grades were largely responsible 

for the over-all significance obtained by the total sample. 

The third-grade Group P achieved scores which were signifi

cant at the .05 level. The sixth-grade Group P also 

achieved scores statistically significant but at the .01 

level. Interpretation of the language style scores seems to 

indicate that as the child matures, the language patterns 

employed by the mother appear to become more elaborated. 

This phenomenon might be explained in terms of maturity and 

increased language usage on the part of the child as he de

velops. One could speculate that as the child matures, the 

mother employed in the professions expects more from the 

child not only in terms of accepting responsibility but also 

in terms of how she expects him to respond to her language 

patterns. 

A further analysis by sex difference for each group 

at each grade level produced statistical significance in 

favor of the Group P subjects. For the first-grade girls' 

Group P the significance reached the .05 level. For the 

sixth-grade girls' Group P and total Group P boys the sig

nificance was at the .01 level. It appears that this 
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pattern complements the analysis of grade level subgroups at 

the sixth-grade level and tends to support the theory that 

as the child matures, his acceptance and utilization of an 

elaborated language code motivates the mother to employ an 

expanding language style. 

Finally, an interview conducted in the home with the 

mother obtained information concerning characteristics of the 

home environment and maternal attitudes relative to school 

and academic achievement. A variation of the questionnaire 

based on Dave's (1963) Environmental Process Variables and 

additions by Henderson (1966) was utilized to evaluate the 

information obtained. 

The characteristics present in each home and atti

tudes of the mother were judged by two elementary school 

teachers acting in the capacity of evaluators according to 

the criteria established by Henderson (1966). The mothers' 

responses were rated on a scale from one to nine for each 

question and the scores obtained on all questions were 

summed. The sums of the raw scores were submitted to the 

t-test of correlated means with the result of an obtained 

significance of less than the .05 level. Achieving signifi

cance at less than the .05 level was sufficient to reject 

the null hypothesis that there was no difference between the 
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home characteristics and maternal attitudes of mothers who 

are employed in the professions and the home characteristics 

and maternal attitudes of mothers who are solely homemakers. 

Again, the data were quantitatively analyzed, this 

time for the three subgroups. The first- and sixth-grade 

mothers failed to reach significance when tested, although 

the direction of central tendency was in favor of the P 

Group. The mean differences of the third-grade scores pro

vided results which were statistically significant at the 

.05 level when submitted to the two-tailed test. The sig

nificance obtained by the grade three Group P more than 

likely provides the impact for over-all significance of the 

total Group P. 

When the data were tested according to sex differen

ces at the three grade levels, significance in favor of Group 

P was achieved for first- and third-grade girl Group P moth

ers at the .01 level and for the total girl Group P at the 

.05 level. None of the boys' group scores were significant, 

although the central tendency was in favor of the Group P 

subjects. It is apparent that the scores of the girls' group 

mothers provided the impetus for the significance found in 

previous subgroup analysis. 
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The implications from the data indicate several 

speculative possibilities. First, the nature of the third-

grade sample may be more homogeneous within the P Group than 

the first and sixth grades of the P Group. Second, by the 

time of the third grade, maternal attitudes toward child 

rearing, home characteristics, and school may have changed 

by virtue of a greater knowledge gained through experience, 

extended involvement with school policies affecting the 

child, and greater accumulation of wealth, which makes it 

easier to provide an intellectually stimulating environment. 

Third, interest in the child's achievement in school is of 

a magnitude not reached again after third grade. For many 

years the Parent-Teacher Associations have noted that the 

parent involvement with school and P.-T. A. appears to peak 

at grade three, diminishing from that point onward. 

Scores on all measures administered, when submitted 

to scrutiny by grade level, appear to indicate that the third 

grade is the prime factor contributing to the over-all sig

nificance of the three measures which attained statistical 

significance (Stanford Achievement Test [Reading], Language 

Styles and Environmental Process Variables). The first grade 

did not achieve significance on any of the measures used in 
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this investigation, but in each case the mean of Group P was 

higher than the mean of Group H. 

The sixth grade obtained statistical significance on 

two of the measures, the Language Styles and McClelland n 

Achievement test. The mean score for Group P was higher than 

that for Group H on the Stanford Achievement Test (Reading) 

but was slightly lower on the Environmental Process Vari

ables. Consequently, the entire sample may have been di

rectly under the statistical influence of the scores obtained 

by the third-grade subgroup and their mothers. 

The major pattern which emerges from this study is 

that the children of professional mothers perform signifi

cantly better in the area of reading achievement than do the 

children of mothers who are homemakers. The following para

graphs are presented in an attempt to explain at least par

tially some of the factors which might be related to this 

pattern. 

As a result of this changing social structure of mod

ern life, indications are that increasing numbers of mothers 

are becoming employed, especially in the professions. Play

grounds, television, children's clubs, after-school sports 

programs, movies, and so on are often used as substitutes for 

constant maternal supervision. It is also possible that a 
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certain amount of separation between mother and child is 

desirable from a mental health standpoint. After the mother 

has worked all day and the child has been in school and has 

been participating in extracurricular activities during the 

same time as the mother's working hours, both mother and 

child might be more attuned to each other, eager to see each 

other, and look forward to exchanging the experiences of the 

day. 

With today's spiraling living costs, the additional 

income provided by the mother could alleviate some of the 

father's financial burden, thus making it unnecessary for 

many fathers to carry a part-time extra job. This allows him 

more leisure time to be with the family, which may, in turn, 

benefit the child immeasurably. Because of the mother's 

employment, the father may assume some of the maternal 

chores, such as reading to the children while the mother pre

pares dinner or taking them with him on shopping errands 

while the mother is occupied with the household chores. Thus 

the mother's professional status might free the father to 

play a more constructive role with the child and contribute 

factors related to reading success. 

The mother's occupation also provides a platform from 

which interesting occupational experiences might be shared 
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with her family. These vicarious experiences could broaden 

the vistas of the child and provide for interesting dialogue 

within the family. By virtue of her profession the mother 

would perhaps use better and more elaborate language pat

terns, which she may then employ with her child at home. 

Because speech and language patterns are imitative, the child 

should improve his own language patterns and background ex

periences which are necessary for the reading act. 

Another plausible speculation is that with the added 

income from the mother's salary the family can afford to take 

more frequent holidays and buy a greater number of books, 

toys, and hobby equipment, thus providing a broader range and 

number of experiences for the children in the family. 

Other ramifications of professional employment of 

mothers are the nature of professionalism and maternal con

cern. It is within the realm of possibility that a mother 

employed in the professions, as evidenced by the mothers of 

this study, would be employed in those professions which 

would afford her a better perspective in dealing with her 

children. Teachers, nurses, and social workers, for example, 

are acutely aware of the problems of child development. 

These mothers may be. able to cope with problems arising in 

and out of school more readily than a person without 
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professional training. Also as a result of that training, 

the mother would probably be more sensitive to the needs of 

her child because of her concern that the child should not 

lack attention or assistance as a result of her employment. 

Therefore, she would make a concerted effort to give her 

child extra time and attention not only in providing normal 

care but in academic matters as well. In other words, the 

mother employed in the professions may tend to expend extra 

energy and effort to insure that her child will not suffer 

because of her employment. 

Implications for Further Research 

Little research has been done on possible relation

ships between the presence or absence in the home of the 

mother employed in the professions and the level of reading 

achievement of her child. Since the results of this study 

rejected the null hypothesis that a career mother's child 

would not achieve a higher level in reading than a home-

maker's child, it was interpreted that reading achievement 

of the professional mother's child was superior. The find

ings were then analyzed within the framework of McClelland's 

theory regarding achievement motivation. Because signifi

cance was not achieved, the null hypothesis that the child 
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of a mother employed in the professions would not achieve a 

higher score on an achievement motivation test than the child 

whose mother was a housewife was accepted. Although not 

statistically significant, the extent of the obtained differ

ence approached significance. Therefore, it appeared that 

this study should be replicated on a larger random scale. If 

a larger sample of mothers employed in the professions could 

be found, and the grade levels expanded to include grades one 

through eight, then more definite results might be obtained. 

Because of the questions raised by the performance of 

third-grade Group P children and mothers, a further recommen

dation would be to ascertain when the mothers began their 

professional career: before their child entered school or 

after he entered school, and if the latter, at what grade 

level? The answers to these questions may provide insight 

into the reasons for the child's achieving the way he does. 

It is felt that future studies in this area should 

build upon more research in motivation achievement as it be

comes available. Much has been written and implemented con

cerning extrinsic motivational factors in teaching and child 

rearing. However, even with excellent motivation provided 

at home and in school, children still fail to achieve as 

expected. The need to achieve apparently is as dependent 
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on intrinsic factors as it is on encouragement provided from 

the environment. 

Future comparison of the reading achievement of 

children whose mothers are employed in the professions with 

that of children whose mothers are not professionally em

ployed should include several other communities in a larger 

and more diverse geographical area. It is believed by the 

present investigator that with communities similar to Goleta, 

California a replication of this study would produce essen

tially similar results. Results obtained from markedly dif

ferent communities, however, might shed additional light on 

the obtained results. 

In regard to the significant differences obtained on 

the language style protocols used by the mothers employed in 

the professions with her child, a strong recommendation is 

made for use of an elaborated language code when communicat

ing with a child. A suggestion is made that the schools, 

either through P.-T. A. or parent education programs, provide 

information concerning the importance of communicating with 

children and employing a more elaborate language code while 

doing so. Miller (1967) noted that the reading achievement 

of children whose mothers used an elaborated code was higher 

than the reading achievement of children whose mothers did not. 
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The relatively high scores of Group P and H mothers 

are consistent with the above-average reading achievement 

scores of the children of both groups. It is felt that lan

guage style and training in the home is essential not only 

as a well-established pre-reading activity, but also as an 

ongoing method of improving vocabulary and cognitive growth 

for reading. By using an elaborate language code in con

versing with her child, the mother is teaching the child 

acceptable language patterns, building attitudes toward 

communication, and widening vistas by expanding the range of 

words with which the child can become familiar. It is fur

ther recommended that a study be undertaken which evaluates 

and identifies language style of children in a teaching 

situation with the child teaching the mother a simple game 

or concept to test whether the language style tends to be 

proportionately as elaborate as his mother's. 

Finally, the home milieu was examined through the 

interview technique utilizing Dave's (1963) Environmental 

Process Variables, and Henderson's (1966) additions. This 

instrument measured home characteristics and maternal atti

tudes toward the child's reading and academic achievement. 

The total results were significant at the .05 level. 
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Just as Henderson learned in his study, the current 

study was unable to assess the full impact of the Environ

mental Process Variables because the socioeconomic back

grounds were so homogeneous and, therefore, restricted. If 

these measures were used with a stratified population of 

different ethnic backgrounds the comparison could add to our 

knowledge of the nature of experiences that would foster 

good academic achievement. 

The present study found that there was a general ten

dency of Group P children to score higher in reading than 

children of Group H, and a corresponding tendency of their 

mothers to score higher on environmental variables investi

gated. Findings also showed that the total scores of the 

mothers of Group P were significantly higher on the home 

characteristics and maternal attitudes toward reading. How

ever, it is felt that a factor analytic study would be of 

benefit in determining whether these characteristics relate 

to each other and to reading achievement in particular. 

As indicated by this present investigation, further 

study is suggested in the exploration of other promising en

vironmental variables. Other ecological factors may be in

vestigated in addition to the three of the present study. 

One of these factors is maternal listening style. Are 
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mothers interested in listening to what their children have 

to say? How do they convey this fact to their children and 

how do they listen once the child begins to communicate? 

While all the parents in this study stated that they had 

home libraries, more information could be gained about the 

parental reading habits, interests, and attitudes if actual 

observation of the family occurred when the volumes were in 

use. In addition, the possibility cannot be overlooked of a 

negative effect occurring as a result of the mother's pre

occupation with the child's reading. A method of measuring 

this factor could yield valuable information. 

The factor of background experiences investigated in 

conjunction with the interaction of both the physical exper

ience and the parental relationship in which the experience 

occurs would be of benefit from the standpoint of relevance. 

For example, a trip to a museum within the context of a com

municative and cohesive family might be much more meaningful 

than a trip to the Louvre with parents who are on the verge 

of divorce. 

In the final analysis, as long as reading achievement 

is of prime importance to educators, the quest for answers as 

to what may influence a child's performance in this important 

skill is paramount. 
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CLASSIFICATION OF OCCUPATIONS OF EMPLOYED 

ADULTS IN THE UNITED STATES 
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The data in this table were taken from the United 

States Bureau of the Census, 1960 Census of Population 

Classified Index of Occupations and Industries (Washington 

D. C.: U. S. Government Printing Office, 1960). The occu 

pations listed below are classified as professions in this 

census. 

Accountants —Auditors 

Actresses 

Airplane pilots 

Architects 

Artists and art teachers 

Athletes 

Authors 

Chemists 

Chiropractors 

Clergymen 

College presidents and 
deans 

Dancers and dancing 
teachers 

Dentists 

Designers 

Dieticians and nutrition
ists 

Draftsmen 

Editors and reporters 

Engineers 

Entertainers 

Funeral directors 

Home management advisors 

Lawyers and judges 

Librarians 

Musicians and music 
teachers 

Natural scientists 

Biologists 

Geologists 

Mathematicians 

Physicists 

Nurses 

Optometr is ts 

Osteopaths 

Personnel and labor 
relations 

Pharmacists 

Physicians 

Professors 

Public relations 



Radio operators 

Recreation workers 

Social and welfare 
workers 

Social scientists 

Economists 

Psychologists 

Statisticians 
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Sports instructors 

Surveyors 

Teachers —elementary 

Teachers —secondary 

Technicians —dental 

Therapists 

Veterinarians 
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I.D. P5 

LAST NAME P5 

1. Are you presently married x , divorced , separated? 

2. How many years 9 ? 

3. Please provide the following information on the children 
in your family. 

Siblings Age Sex Grade 

boy 7 M 1 

girl 6 F Kdq. 

girl 3 F None 

4. Are there any other persons, besides your husband and • 
children, who live in your home? What are their ages 
and relationship to you? 

None 
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5. How long has your family lived in the United States? 

All their lives 

6. How long have you lived in your present home? 5 yrs. 

7. Where did you live before? Santa Barbara 

8. Do you usually work outside the home? yes no 

9. If so, do you work full time yes , part time , 
once in a while ? 

10. Are you now employed? yes no 

11. If so, where? City schools What is 
your job title? Speech therapist 

12. If unemployed, how long? NA* What is your usual 
occupation? 

13. Does your husband usually work outside the home? 

yes no 

14. If so, does he work full time yes , part time , 
once in a while ? 

15. Is he now employed? yes no (if no, explain) 

16. If so, where? Neal Feay Co. What is his 
job title? Graphic artist 

17. What is the highest school grade which you completed? 

1 2 3 4 5 6 7 8 9  1 0  1 1  1 2 .  College 1 yr. 

2 yrs. 3 yrs. 4 yrs. 

18. List any degrees you have earned B.A. (Speech) 

Graduate school 1 yr. (1/2) 2 yrs. 3 yrs. 4 or more 

yrs. 

*Not applicable. 
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19. What is the highest school grade completed by your 
husband? 

1 2 3 4 5 6 7 8 9  1 0  1 1  1 2  College 1 yr. 

2 yrs. 3 yrs. 4 yrs. 

20. List any degrees he has earned B.A. (Art) 

Graduate school 1 yr. 2 yrs. 3 yrs. 4 or more yrs. 

21. (If applicable) How many of your children have gradu
ated from high school? None College? 

22. Do you have a home library? yes no 

23. Does your child have his own library or collection of 
books ? yes no 

24. Number of volumes? home 500 child 200 

25. Types of books in the home 

Text Reference Classics Poetry 

Contemporary Mystery/leisure Children's books 

26. Types of periodicals in the home 

Educational journals Technical journals News 

magazines Sports Leisure (McCall's, True, etc.) 

Hobby 

27. Do you subscribe to a newspaper? yes no (2) 

28. On an average, how much time do you spend helping your 
child study each day? 

5 min. 10 min. 15 min. 30 min. 1 hr. 

2 hrs. 

29. Of that time, how much is spent on reading or reading 
skills? 

less than 5 min. 10 min. 15 min. 30 min. 

1 hr. 2 hrs. 
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30. Do you feel that your child is reading above his abil
ity? at his ability? yes below his ability? 

31. Neighborhood 

1) Most exclusive section 2) Area above average 

3) "Nice and respectable" but not inhabited by society 

4) "Average" neighborhood populated mainly by working 
men 

5) Area close to industry or railroad and all kinds of 
people live there 

6) Edge of slum 7) Strictly a slum area 

32. House type 

1) Excellent house 2) Very good house 3) Good 

house 4) Average 5) Fair house 6) Poor house 

7) Very poor house 

33. Occupation 

1) Profession and proprietor of large business 

2) Semi-professional and small officials of large 
business 

3) Clerks and kindred workers 4) Skilled workers 

5) Proprietors of very small businesses 

6) Semi-skilled workers 

7) Unskilled worker 

34. Source of Income 

1) inherited wealth 2) Earned wealth 3) Profits 

and fees 4) Salary 5) Wages 6) Private re

lief 7) Public relief 

35. What is the size of your dwelling? 6 rooms? 

2 bathrooms? 



36. Does your child have his own room to himself? yes 

37. If not, with whom does he share it? NA 
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no 

Computation of socioeconomic status: 

Occupation =1x4= 4 

Neighborhood =2x2= 4 

H o u s e  t y p e  = 3 x 3 =  9  

Source of income =4x3 = 12 

Total = 29 

Total score of 29 = upper-middle class according to 
Warner formula. 
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INTERVIEW SCHEDULE 

Judge No. 1 

Identification Number Date of Interview 6/20/67 

Name of Interviewer 

Statement to respondent: We will be talking primarily about 
(Name of Child), your son (daughter), who is now in first 
(third) (sixth) grade. From time to time we will also want 
to talk about some of the other members of your family. 

R/R* 

7 1. How do you expect 5 to do in 
school? What kinds of grades do you expect him to 
receive? Why? What do you think his best subjects 
will be? His weakest? 

7 2. How do your other children (if any) generally do in 
school? Are you satisfied with their progress? 

8 3. What are your favorite recreational pastimes? 
Your husband's? 
What recreational activities do you and your family 
engage in on weekends? 
What places have you visited on weekends during the 
past six months? 

7 4. How far ahead of time do you usually plan your 
weekends and vacation? Who usually makes the 
plans? 

7 5. Where have you, as a family, traveled during the 
past two years? 
Why were these particular places chosen? 
What specific activities take up most of your time 
at these places? 

•Response ratings by judge. 
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r/r 

9 6. What newspapers and/or magazines do you subscribe 
to? Do you encourage your children to read them? 
How do you encourage them? Do you discuss the 
articles or stories you have read when the children 
are present? Give examples. Do any of your chil
dren participate in. such discussions? 

7 7. What kinds of lessons do your children take? (mu
sic, dance, etc.) How did they get started? 

9 8. What hobbies, if any, do your children have? How 
did they get interested in these hobbies? 

9 9. What kinds of toys, games, or books, has your child 
had during the past two years? 

9 10. Do your children know where the library is? Do 
they ever go there? If so, how often? With whom? 

8 11. What utensils or tools do you permit your child to 
operate or use? About how old was he when he began 
using them? Does someone explain the use of these 
and tell him their names? 

7 12. What kinds of things do you most frequently talk 
with your children about? Can you give an example 
of a recent conversation? 

9 13. When your children are home, where do they study? 
What kinds of supplies are available for them to 
work with when they study? 

9 14. Do you have a dictionary in your home? If so, what 
kind and where are they kept? How often do your 
children use the dictionary? How often do you? 
When your children use the dictionary at whose in
vitation is it—yours, or theirs? 

9 15. Do you have an encyclopedia in your home? If so, 
what kind? When did you get it? Why? Where is 
it usually kept? How often do you use it? How 
often do your children use it? 
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r/r 

6 16. Do you have any other kind of reference or fact 
book? When did you get it? Why? Where is it usu
ally kept? In what other ways does your child lo
cate answers to his questions? 

9 17. Did you teach your child to read or count or print 
his name or anything like that before he went to 
school? If so, how much? Do your older children 
receive homework assignments? Do you or your hus
band help them with their assignments? About how 
much time per week? 

9 18. Do you have any workbooks or other kinds of learn
ing materials which you use to help your children 
in their learning? What other steps do you take 
to insure that your child keeps up in his school 
work? 

9 19. How often do you and your husband discuss your 
children's progress in school? What usually re
sults from these discussions? 

9 20. When does your child usually eat dinner on week
days? Who eats with him? Who does most of the 
talking at the dinner table? About what? 

9 21. At what other times are you together as a family 
on weekdays? What are some of the things you do 
together at these times? 

9 22. What are some of the activities your husband en
gages in with the child on weekdays? On weekends? 

7 23. Are there adults outside of you and your husband 
that your child is particularly friendly with? If 
so, what does he seem to like about them? What do 
you see as this person's special qualities? 

9 24. Do you read books or other materials to your child? 
If so, how old was the child when you began reading 
to him? How regularly do you or someone else read 
to him? What was the last book you read to him? 
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r/r 

5 25. About how many hours a week does he usually watch 
TV? Winter? Summer? What are his 
favorite programs? Do you ap
prove of them? If not, what do you do about them? 

5 26. What are your favorite TV programs? Did you rec
ommend that any of your children watch any partic
ular program in the past week? If so, which ones? 
Did you discuss any program with one of your chil
dren? 

9 27. How would you describe your child's language usage? 
Do you help him to increase his vocabulary? If so3 
how? Have you helped him to use words and senten
ces correctly and to pronounce words correctly? 
How? 

9 28. How much would you estimate you correct him in his 
speech? (give examples) How particular are you 
about your child's speech? Are there particular 
speech habits of his that you are working on? 
Give examples. 

9 29. How much schooling do you wish your child to re
ceive? 

9 30. How much schooling do you expect your child to re
ceive? 

9 31. Do you have any ideas about the kind of work you 
would like to see your child do when he grows up? 
Do you have any ideas about the kind of work you 
would not like your child to do? 

7 32. Is there any kind of job your husband has always 
wished he could have had? 

8 33. How does your husband feel about the kind of work 
he is doing? 
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r/r 

7 34. How important has education been in achieving your 
goals in life? How much importance will education 
have in the life of your child? Will his future be 
affected if he doesn't get as much education as you 
hope he will? 

7 35. How much education do some of your close friends 
and relatives have? How much contact does your 
child have with these people? 

7 36. Have any of them gone to college, or do their 
children? Are there any who did not attend col
lege? Are there any who did not complete high 
school? 

9 37. Have you ever met with your child's present 
teacher? If so, when? Why? Who usually initiates 
parent-teacher conferences? Is there any purpose 
for which you would like to meet with his teacher? 
What other ways are you in contact with the school? 

8 38. Do you approve of your child's best friends in the 
neighborhood and at school? What are some of the 
good or bad qualities of his friends? 

7 39. What are some of the activities and accomplishments 
of your child that you praise and approve of? What 
are some of the ways in which you show your ap
proval? Can you think of any specific thing you 
have shown approval of in the last few days? 

9 40. What kind of high school program would you want 
your child to enroll in? Why? 

9 41. How often does the school give report cards? Who 
usually signs it? Do both parents see it? In 
what ways do you use the report card? 

6 42. Do you discuss the school marks of your children 
with them? What particular things do you discuss 
with them? 
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Are there any things that the school does, or parts 
of the school's program that you disapprove of? 

Do you have college plans for your children? If 
so, have you prepared financially for this in any 
way? 

About how often do you ask your children how well 
they are doing in school? What particular things 
do you ask them? 

Do you think it is as important for a girl to re
ceive an education as it is for a boy? What par
ticular differences do you see in the educational 
needs of boys and girls? 

Do you think the school should assign homework? If 
so, how much time outside of school should a child 
spend on schoolwork each day? 

For your older children, is there any regular amount 
of time you have them study each day? 

Do your children help with the housework or yard-
work? What specific responsibilities do they have? 
How well do they carry these responsibilities out? 

Is the housework distributed among the members of 
the family? If so, who did the planning for the 
assignments? How regularly are these assignments 
followed? Are the kinds of jobs done by the girls 
different from the jobs assigned to the boys? 

Do you ever have to change your own plans because 
of your child's school work? If so, what kinds of 
plans have you had to change? 

Have you had to give up anything that you wanted, 
in order to provide for the present or future edu
cation of your children? 
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Do you or your husband have any hobbies, or take 
any courses? If soj what? How did you get in
volved in this? How are you doing it, formally or 
informally? 

What kinds of jobs do you think will actually be 
available for your children when they become 
adults? 

What kinds of jobs were available to you and your 
husband when you began your family? 

When your children are playing do you talk to them 
much? Can you think of some examples of the kinds 
of things you talk about? 

Do you think that the schooling you and your hus
band obtained has been very helpful in attaining a 
"good life"? What do you consider a "good life" to 
be? Do you talk about this with your child? 

Could you name some of the things your child has 
had to play with? Do you talk with him as he 
plays? Examples. 

Do your children ever imitate behavior of any of 
your friends? Or TV or movie characters? 

What organizations or clubs do you belong to? What 
organizations or clubs do other members of your 
family belong to? 

Do most other people in these organizations live in 
your own neighborhood? Where do they live? 

How often do you actually participate in the organi
zational activities? In what ways do you or 

participate? Have you held office in 
the organization? 

Where do you usually shop for groceries? Other 
goods? How often? Can you name some of the busi
nesses you have visited during the past two weeks? 
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r/r 

9 64. How often do you go to other areas of town shop
ping? What stores do you visit? What shopping 
centers have you visited lately? Has 
accompanied you? 

8 65. Where do your best friends live? How often do you 
see them? 

7 66. What other people do you enjoy being with? How 
often do you see them? 

7 67. If you could make one change in the life of your 
family, what would it be? 

8 68. If you suddenly inherited a large sum of money 
from a long-lost relative, what are some of the 
things you would do with the money? 

544 
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INTERVIEW SCHEDULE 

Judge No. 2 

Identification Number Date of Interview 6/20/67 

Name of Interviewer 

Statement to respondent: We will be talking primarily about 
(Name of Child), your son (daughter), who is now in first 
(third) (sixth) grade. From time to time we will also want 
to talk about some of the other members of your family. 

R/R 

8 1. How do you expect to do in 
school? What kinds of grades do you expect him to 
receive? Why? What do you think his best subjects 
will be? His weakest? 

7 2. How do your other children (if any) generally do in 
school? Are you satisfied with their progress? 

8 3. What are your favorite recreational pastimes? 
Your husband's? 
What recreational activities do you and your family 
engage in on weekends? 
What places have you visited on weekends during the 
past six months? 

6 4. How far ahead of time do you usually plan your 
weekends and vacation? Who usually makes the 
plans? 

7 5. Where have you, as a family, traveled during the 
past two years? 
Why were these particular places chosen? 
What specific activities take up most of your time 
at these places? 
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r/R 

6. What newspapers and/or magazines do you subscribe 
to? Do you encourage your children to read them? 
How do you encourage them? Do you discuss the 
articles or stories you have read when the children 
are present? Give examples. Do any of your chil
dren participate in such discussions? 

7. What kinds of lessons do your children take? (mu
sic, dance, etc.) How did they get started? 

8. What hobbies, if any, do your children have? How 
did they get interested in these hobbies? 

9. What kinds of toys, games, or books, has your child 
had during the past two years? 

10. Do your children know where the library is? Do 
they ever go there? If so, how often? With whom? 

11. What utensils or tools do you permit your child to 
operate or use? About how old was he when he began 
using them? Does someone explain the use of these 
and tell him their names? 

12. What kinds of things do you most frequently talk 
with your children about? Can you give an example 
of a recent conversation? 

13. When your children are home, where do they study? 
What kinds of supplies are available for them to 
work with when they study? 

14. Do you keep a dictionary in your home? If so, what 
kind and where are they kept? How often do your 
children use the dictionary? How often do you? 
When your children use the dictionary at whose in
vitation is it—yours, or theirs? 

15. Do you have an encyclopedia in your home? If so, 
what kind? When did you get it? Why? Where is 
it usually kept? How often do you use it? How 
often do your children use it? 
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6 16. Do you have any other kind of reference or fact 
book? When did you get it? Why? Where is it usu
ally kept? In what other ways does your child lo
cate answers to his questions? 

9 17. Did you teach your child to read or count or print 
his name or anything like that before he went to 
school? If so, how much? Do your older children 
receive homework assignments? Do you or your hus
band help them with their assignments? About how 
much time per week? 

9 18. Do you have any workbooks or other kinds of learn
ing materials which you use to help your children 
in their learning? What other steps do you take 
to insure that your child keeps up in his school 
work? 

9 19. How often do you and your husband discuss your 
children's progress in school? What usually re
sults from these discussions? 

8 20. When does your child usually eat dinner on week
days? Who eats with him? Who does most of the 
talking at the dinner table? About what? 

9 21. At what other times are you together as a family 
on weekdays? What are some of the things you do 
together at these times? 

9 22. What are some of the activities your husband en
gages in with the child on weekdays? On weekends? 

6 23. Are there any adults outside of you and your hus
band that your child is particularly friendly with? 
If so, what does he seem to like about them? What 
do you see as this person's special qualities? 

9 24. Do you read books or other materials to your child? 
If so, how old was the child when you began reading 
to him? How regularly do you or someone else read 
to him? What was the last book you read to him? 
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6 25. About how many hours a week does he usually watch 
TV? Winter? Summer? What are his 
favorite programs? Do you ap
prove of them? If not, what do you do about them? 

5 26. What are your favorite TV programs? Did you rec
ommend that any of your children watch any partic
ular program in the past week? If so, which ones? 
Did you discuss any program with one of your chil
dren? 

8 27. How would you describe your child's language usage? 
Do you help him to increase his vocabulary? If so, 
how? Have you helped him to use words and senten
ces correctly and to pronounce words correctly? 
How? 

9 28. How much would you estimate you correct him in his 
speech? (give examples) How particular are you 
about your child's speech? Are there particular 
speech habits of his that you are working on? 
Give examples. 

9 29. How much schooling do you wish your child to re
ceive? 

9 30. How much schooling do you expect your child to re
ceive? 

9 31. Do you have any ideas about the kind of work you 
would like to see your child do when he grows up? 
Do you have any ideas about the kind of work you 
would not like your child to do? 

8 32. Is there any kind of job your husband has always 
wished he could have had? 

9 33. How does your husband feel about the kind of work 
he is doing? 
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8 34. How important has education been in achieving your 
goals in life? How much importance will education 
have in the life of your child? Will his future be 
affected if he doesn't get as much education as you 
hope he will? 

7 35. How much education do some of your close friends 
and relatives have? How much contact does your 
child have with these people? 

7 36. Have any of them gone to college, or do their 
children? Are there any who did not attend col
lege? Are there any who did not complete high 
school? 

9 37. Have you ever met with your child's present 
teacher? If so, when? Why? Who usually initiates 
parent-teacher conferences? Is there any purpose 
for which you would like to meet with his teacher? 
What other ways are you in contact with the school? 

9 38. Do you approve of your child's best friends in the 
neighborhood and at school? What are some of the 
good or bad qualities of his friends? 

7 39. What are some of the activities and accomplishments 
of your child that you praise and approve of? What 
are some of the ways in which you show your ap
proval? Can you think of any specific thing you 
have shown approval of in the past few days? 

9 40. What kind of high school program would you want 
your child to enroll in? Why? 

9 41. How often does the school give report cards? Who 
usually signs it? Do both parents see it? In 
what ways do you use the report card? 

6 42. Do you discuss the school marks of your children 
with them? What particular things do you discuss 
with them? 
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9 43. Are there any things that the school does, or parts 
of the school's program that you disapprove of? 

9 44. Do you have college plans for your children? If 
so, have you prepared financially for this in any 
way? 

8 45. About how often do you ask your children how well 
they are doing in school? What particular things 
do you ask them? 

8 46. Do you think it is as important for a girl to re
ceive an education as it is for a boy? What par
ticular differences do you see in the educational 
needs of boys and girls? 

9 47. Do you think the school should assign homework? If 
so, how much time outside of school should a child 
spend on schoolwork each day? 

9 48. For your older children, is there any regular amount 
of time you have them study each day? 

9 49. Do your children help with the housework or yard-
work? What specific responsibilities do they have? 
How well do they carry these responsibilities out? 

9 50. Is the housework distributed among the members of 
the family? If so, who did the planning for the 
assignments? How regularly are these assignments 
followed? Are the kinds of jobs done by the girls 
different from the jobs assigned to the boys? 

9 51. Do you ever have to change your own plans because 
of your child's school work? If so, what kinds of 
plans have you had to change? 

6 52. Have you had to give up anything that you wanted, 
in order to provide for the present or future edu
cation of your children? 
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53. Do you or your husband have any hobbies, or take 
any courses? If so, what? How did you get in
volved in this? How are you doing it, formally or 
informally? 

54. What kinds of jobs do you think will actually be 
available for your children when they become 
adults? 

55. What kinds of jobs were available to you and your 
husband when you began your family? 

56. When your children are playing do you talk to them 
much? Can you think of some examples of the kinds 
of things you talk about? 

57. Do you think that the schooling you and your hus
band obtained has been very helpful in attaining a 
"good life"? What do you consider a "good life" to 
be? Do you talk about this with your child? 

58. Could you name some of the things your child has 
had to play with? Do you talk with him as he 
plays? Examples. 

59. Do your children ever imitate behavior of any of 
your friends? Or TV or movie characters? 

60. What organizations or clubs do you belong to? What 
organizations or clubs do other members of your 
family belong to? 

61. Do most other people in these organizations live in 
your own neighborhood? Where do they live? 

62. How often do you actually participate in the organi
zational activities? In what ways do you or 

participate? Have you held office in 
the organization? 

63. Where do you usually shop for groceries? Other 
goods? How often? Can you name some of the busi
nesses you have visited during the past two weeks? 



161 

r/r 

8 64. How often do you go to other areas of town shop
ping? What stores do you visit? What shopping 
centers have you visited lately? Has 
accompanied you? 

8 65. Where do your best friends live? How often do you 
see them? 

7 66. What other people do you enjoy being with? How 
often do you see them? 

7 67. If you could make one change in the life of your 
family, what would it be? 

7 68. If you suddenly inherited a large sum of money 
from a long-lost relative, what are some of the 
things you would do with the money? 

566 
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INTERVIEW WITH KURT 

The following is a transcript of an interview with a subject 
randomly selected from the group. The interview includes the 
achievement motivation test, interest and attitude interview, 
and language pattern evaluation. 

Examiner: This is the Achievement Motivation Test. I'm 

going to show you four pictures. When I show you these 

four pictures, I want you to keep in mind these things: 

I want you to think about what is happening, what hap

pens before the picture . . .in other words . . . what 

they were doing before the picture was taken, what is 

being thought, what they are thinking, what will happen 

next. Do you understand? What is happening now, what 

has happened before, what they might be thinking, and 

what might happen in the future. I'm going to let you 

look at this first picture for about twenty seconds, so 

you look over all the picture . . . okay . . . now you 

can keep those things in mind and just tell me about it. 

Make up a story about it, but keep the questions as a 

guideline. 

Subject: Looks like a workshop . . . 

v 
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E: Okay . . . tell me more about it. 

S: They're making something giant . . . some gears, and, 

uh . . . 

E: Go ahead . . . you can make up a story about it. 

S: Uh . . . they were heating something in the stove . . . 

there was this man watching them . . . 

E: What do you think they were thinking? 

S: That's what I don't get. 

E: What do you think is going to happen? 

S: They're making something like a big gear they can use. 

E: I'm going to show you the second picture now. I want 

you to make up a little story about this now, based on 

what has happened, what is happening, what's being 

thought. Tell me about that picture now. 

S: Well, he was thinking of a problem and was going to 

write it down on the paper next, and the teacher told 

him the problem before that . . . and that's what was 

really happening. That's all. 

E: Okay . . . Now here's the next picture. Tell me a story 

about this picture. You may look at it for twenty sec

onds, first. 

S: They're talking about something, and that man, he sees 

something strange. It looks like, and they're seeing 

1 
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something strange it looks like. I think they never 

even saw it before ... it looks like its eyeballs are 

popping out . . . and, uh . . . they think it's a flying 

saucer and it's going to land . . .it'll land and lit

tle men will get out and it'll fight. 

E: Anything else? 

S: Uh . . . uh, no. 

E: Here's the last one. Be sure and look at it for twenty 

seconds and think, what has happened, what's happening, 

what are they thinking, and what will happen. Make up 

a story about it, okay? You can make up any kind of 

story you like for this . . . there's no right or wrong. 

S: Well, that man got shot . . . and . . . these men were 

taking the bullet out, and that woman I think was her 

husband and she's all sad he got shot, and there's noth

ing else I can think of except he won't die, he'll get 

well. 

E. Fine and dandy. Now let's see . . . I'm going to ask 

you some questions. What do you think of going to 

school and getting an education? 

S: I think going to school1s okay ... I only like going 

to school if you have a nice teacher . . . and, uh . . . 

E: Well, what do you think Mother thinks about school? 
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S: Well . . . she has to teach it . . . she teaches speech. 

E: What do you think a mother is supposed to do in a fam

ily? 

S: Take care of them . . . cook breakfast . . . get them 

lunch . . . clean the house . . . 

E: You know what a library is? Do you have a little home 

library? Where you have a bunch of books around here. 

[Child nods.] What do you think about the books you 

have here? 

S: They're good to look at . . . some of them are good to 

read. 

E: You like your home library here? Are you able to use it 

any time you want to? Do you think they have enough, 

too many books, or not enough books? 

S: Too many books . . . 

E: Too many books . . . 

S: We've got three whole boxes full right now. 

E: Now I'm going to ask you to think back to school . . . 

and I want you to think back as much as you can of a day 

when you're going to go to school. I want you to take 

it from the time you get up in the morning, if you can 

. . . from about what time you get up, how long it takes 

you to do things, and what you do during the day . . . 
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I'm not so much worried about what you do in school, but 

about the other thingsj about what time you get up . . . 

when do you get up? 

S: Sometimes 6:30, sometimes 7:00, sometimes 7:30. 

E: On a school day, what do you usually do first? 

S: Arithmetic. 

E: I mean at home, when you wake up. 

S: Oh . . . breakfast. 

E: About how long do you need for that? 

S: Oh, about five minutes. 

E: Five minutes . . . you're a fast eater. Then what do 

you do? 

S: Get dressed. 

E: How long does that take? 

S: Five minutes. 

E: All right. Then what about after you get dressed and 

have breakfast? Now what? 

S: Go to school. 

E: What time do you leave? 

S: 8:00, 8:15, or 8:30 . . . 

E: Are you in school all day? . . . What time do you get 

out? 

S: 3:30. 
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E: Then what happens? 

S: Go home. Sometimes I stay at school and play with the 

coach. 

E: What do you usually play? 

S: Baseball or football. 

E: How long do you stay at school, after school playing 

sports? 

S: Oh, till 5:00 sometimes. 

E: Then what do you do? 

S: Hmmm, then I go home. 

E: And when you get home what do you do? 

S: Take my shoes off. 

E: Then what? 

S: I watch television . . . and I beat up my sister. 

E: How long do you usually watch television? 

S: Till my dad won't let me watch television any more. 

E: Okay, and I imagine that's till . . . [Mother inter

rupts ] 

Mother: Till Dad comes home and puts on the news. 

E: That would mean it's about an hour you get to watch and 

then it's dinner time? What time do you usually eat 

dinner? 
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S: 5:00, 6:00, 7:00, 8:00 . . . [To Mother] When we get 

home we cook? 

M: Occasionally . . . 

S: It's just too late to cook dinner. 

E: Well, we'll say about 6:00. And then after dinner what 

do you usually do? 

S: Watch television. 

E: Then what time do you go to bed? That is, on a school 

day. 

S: 9:00, 8:30. 

E: When you get in bed what do you usually do? Let's think 

back to this last weekend, what did you do? 

S: This weekend? I didn't do anything. 

M: You know what you did this last Saturday morning. 

S :  O h  . . .  I  h a d  a  b o t t l e  d r i v e .  

E: How long did you work on that? 

S: Three hours and then noon I came home and ate, then I 

went back out and more bottle drive. 

E: More bottle drive . . . hmmm . . . what time did you 

quit your bottle drive? 

S :  1 : 0 0  . .  .  too k  m y  s h o e s  o f f  a n d  t o o k  m y  C u b  S c o u t  s h i r t  

off and laid on my bed. My feet were tired and they were 

burning hot. 



169 

E: I bet they really were from all that working. Now, how 

long did you lay in bed then? 

S: About one hour. 

E: Okay, now after you got up from bed what time did you 

get up, do you think? 

S: 1:30. 

E: 1:30? That's about thirty minutes, don't you think, in

stead of one hour? That's all right, we don't care. 

What did you do after you got back up? 

S: Beat my sister up. 

M: You went somewhere, Kurt. 

S: I did? 

M: Last Saturday. 

S: Oh, Daddy took us up to the harbor. 

M: Yeah, and you went someplace else, and I brought you 

home, and you went someplace else. 

S: Oh, 1 went to the creek and then I went to the . . . 

park? 

M: No. 

S: Oh, to the store and then to the carnival at Pan Ameri

can [market]. Then we went to the park and then we 

came home at about 4:00. 

E: Okay, then what did you do? 
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S: Watch television. 

M: Oh . . . Kurt! [whispers] You didn't either. 

S: I did . . . what? 

M: Well, on a special Saturday night what did we pack up 

and do? 

S: Oh, went to the church thing, a cookout. 

E: Oh, you had a cookout, great! What time did you get to 

bed that night? 

S: You really want to know? 

E: Yeah! I really want to know. 

S: 9:00. 

E: 9:00. 

S: About . . . 

E: Nothing wrong with that . . . 

S: My mother won't let me stay up that late. 

E: You did Saturday, didn't you? Okay, what about Sunday? 

S: We didn't go to church. My mom don't like church . . . 

and, uh . . . I got up, got dressed, went to Diane's 

house. 

E: What time did you get up Sunday, do you remember? 

S: 10:30. Then I went to Diane's house and Mat and Buddy's 

house, and then we played with the geese and caught 

frogs and put them in their aquarium, and then . . . uh, 
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we went out and had a war. One time we had a war at 

Diane's and I did the sneakiest trick ... I cut a 

round piece of newspaper and dipped it in mud and snail 

juice and she licked it. 

M: Kurt! 

E: Okay, and then did you eat lunch Sunday? What time did 

you eat lunch, do you know? 

S: Oh, 12:00. 

E: Okay, then what did you do in the afternoon? Do you 

remember that? 

S: Well . . . don't really remember what I did on Sunday. 

M: Something special happened Sunday . . . 

S: Dad went to ... oh! My father bought a sailboat. 

E: Did you go out and see it? 

S: It's right near the garage there. 

E: I'll have to see it on my way out. 

S: And . . . uh . . . that was really all that we did the 

whole day. No! Then we went to Lyle and Jim's house 

and coke and cake. 

E: And what time did you finish that? 

S: About 8:00. 

E: Then you came home and went to bed? Or did you get to 

make it up until 9:00 like Saturday? About 8:30? 
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S: Yeah, I was too tired. 

E: Well, you can't win them all. Okay, what do you think 

about Momma teaching school? Teaching speech . . . what 

do you think about that? 

S: Well, I wish she was home most of the time . . . like 

. . . our babysitter over there [points]. She never 

lets me go to places where I want to. 

E: Maybe it's because she doesn't want you to get hurt, 

right? 

S: Hmmm, I'll never get hurt. One time I swang over a 

gully. 

E: What do you think of your babysitter? 

S: Hmmm, she's okay. But those girls I They cry even if I 

touch them. They always see me beat my sister up . . . 

E: Let's get back to the babysitter here, and how do you 

feel about her? 

S: I don't really like her, though. Well, she always gets 

us snacks, but after the snack she never gives us no 

more to eat till my mom comes home. 

E: That's pretty nice when Momma gets home, isn't it? 

S: Then I can eat everything I want! 

E: Okay . . . that takes care of that! Now we have another 

part I want to explain. We're going to play school, but 



173 

I want to make it clear that I'm not interested in or 

worried about you learning these words at all. The only 

thing I'm interested in is listening to you talk. 

That's all I'm interested in. I'm not interested in how 

good a teacher Mom is; I'm not interested in the methods 

at all; I'm just interested in dialogue. So here are 

two words . . . one of them I think you might know right 

away. It might be real easy, and the other word is a 

hard word. But don't worry about it because all I'm 

interested in is listening to you talk about it. You 

can ask questions about it, and make some sentences with 

the word, too. So I'm just interested in listening to 

you and Momma talk back and forth, okay? I don't want 

you to worry about these words . . . one of them is 

hard, very hard, and one of them is pretty easy. 

M: You want me to teach him the word, or . . . 

E: That will be fine. 

M: Okay, the word is "shock." Do you know what shock is? 

S: Yes. 

M: What's a shock? 

S : When you get ... if you have wet hands and you stick 

that in a plug and you get electrocuted. That's a 

shock! 
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M: Well . . . 

S: Or when you put fish in cold water and they were in warm 

water before, they get a shock. 

M: Right . . . and sometimes it's something very hard or 

difficult or frightening happens to a person, they say 

it was a terrible shock. It's like a "jolt." Electri

city will give a jolt . . . sometimes the electric fry

ing pan will give me a shock . . . a jolt, and you can 

feel the jolt through your body and sometimes you can 

get it through your feelings. Can you, uh, use the 

word "shock in a sentence? 

S: I got shocked by a [mumbles]. 

M: What? Say that again. 

S: I got shocked by an electric frying pan. 

M: Okay, why don't you tell me which of these things would 

be right. Kate got a shock when Daddy spanked her. Or 

Kate got a shock when I got her an ice cream cone. 

S: [laughs] When Daddy spanked her. 

M: [laughs] "Let's see . . . shall we try the other word? 

The word is lacerated. 

S: Lacerated? 

M: That's a pretty long word, isn't it? The word is lac

erated, and it means something like a cut. You can 
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lacerate a sore. Here's the sentence that they give 

with this word: The dog's side was lacerated. What do 

you suppose that means? 

S: The dog's side was cut. 

M: Yeah, how do you suppose it might have happened? 

S: Got scratched or . . . by a big sore needle. 

M: Yeah, keep going . . . 

S: Oh, he got cut by a barbed wire fence. 

M: Yeah, that could do it. 

S: And, uh, by a soldering iron? 

M: You mean like the kind Daddy has? It has a sharp point 

on it, doesn't it? 

S: No! The gun kind . . . where you press the trigger. 

M: Oh, gee, I don't know, it's possible. I haven't seen 

one up very closely so I couldn't tell. Can you give a 

sentence using the word lacerated . . . [no response] 

What do you suppose the "ed" on the end of the word 

makes it? Is that present tense or past tense? That 

would be . . . present tense would be lacerate . . . 

this is lacerated. You see, the dog's side was lacer

ated. Can you make a sentence using that? 

S: Cat's side was lacerated. 

M: Oh, that's an easy way [subject giggles and laughs]. 
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Make a sentence using it so that I know that you know 

what it means . . . like it was lacerated by . . . 

S: It was lacerated by . . . a . . . barbed wire fence. 

M: All right . . . tell me if I'm using this right. I lac

erated the blackboard with the chalk. Does that sound 

right, yes or no. 

S: No. 

M: Okay, why couldn't I probably lacerate the blackboard 

with the chalk? 

S: Because the chalk can't cut the blackboard. 

M: Okay, that's right. You wouldn't use the word . . . for 

instance . . . you wouldn't really lacerate a watermelon 

with a butcher knife because it has a little different 

shade of meaning. I think something more like when 

flesh is cut, and you would see probably blood and 

things like this. For instance, troops . . . imagine 

troops fighting with swords. Here we get a laceration, 

or he fell through a window . . . very likely you could 

lacerate his arm. Or your tongue was almost lacerated 

that time when you fell. You would call that like 

Meg's eyelid almost in a way. We think of it as cut

ting, or tearing somewhat. Okay, now let's see . . . 

can you use a sentence using both the words? 



177 

S: The man got shocked and lacerated by an electric barbed 

wire fence. 

M: Oh, very good. 

S: Have you talked to my Mom yet? 

E: I'm all set to talk to her. You can go and play. 

S: Okay. 

Interview with Kurt's Mother 

E: Thank you, Kurt, very much. Let's start from the begin

ning here . . . your occupation is a speech therapist? 

M: Right. 

E: And your husband1s occupation is a . . . 

M: Graphic artist. 

E: You have three children, one boy, two girls. The ages 

of the children are . . . 

M: Their birthdays are all coming up. They'll be seven, 

six, and three. 

E: You hold a Bachelor's degree: BA or BS? 

M: BA. 

E: Have you taken work beyond that? 

M: Yeah, I have some work beyond that, to get the three 

credentials so I can get a "general." I haven't gone a 
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full year beyond, though I've got about twelve units 

beyond, I think. 

E: Okay, does your husband hold a degree? 

M: A BA. 

E: What other occupations have you had besides speech ther

apist? 

M: Not really, except through school . . . working in de

partment stores. 

E: Do you have any outside activities besides your occupa

tion? 

M: Not particularly . . . Kurt was talking about church, 

though we haven't gone the last couple of Sundays. We 

usually go every Sunday, and I help out at Sunday School 

and in the nursery and things like that. I find that 

house and speech . . . usually if I'm not working on 

Sunday, I do the Easter Seals, and the Headstart Pro

gram. Something [laughs] usually something's going on. 

E: Okay, you have a home library. How many volumes would 

you estimate that your home library has? 

M: Well, let's see . . . that's difficult to say. We've 

got lots and lots of old school books, naturally, and I 

have professional texts; and a small set of encyclo

pedias and dictionaries; English, French, and Spanish 
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and German dictionaries. Lots of National Geographic 

Magazines. I'm very poor at estimating numbers . . . 

E: Let me give you an example . . . this is about a three-

foot ... in this three feet you can get about twenty 

to thirty volumes of the ordinary college text. 

M: Let's say with that type of thing . . . about 140 there. 

E: On that top shelf, including the pocket books, there are 

340 books. 

M: Yeah, but those are mostly novels . . . oh, I guess 

there are some others in there. 

E: Then out of your library, there would be about 500 

books, would you say? 

M: Yeah. 

E: And how many children's books would you estimate? 

M: Oh, well, that would run, including Golden Books, etc., 

close to 200. 

E: Now let's see . . . you mentioned types of books, text

books, reference books, children's books ... do you 

have any classical works, like Shakespeare? 

M: We have a few. I still have some Shakespeare, and we 

have Tom Sawyer, Huckleberry Finn and we have, oh, the 

Bobbsy Twins . . . [laughs]. 

E: Any books of poetry? 
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M: Yeah, we have Children's Hundred Best Poems, Child's 

Garden of Verses, and oh, several anthologies . . . 

E: Any Mickey Spillane or this type? 

M: I don't think we have any Mickey Spillane . . . Charlie 

has some . . . like the James Bond books. 

E: Do you subscribe to any periodicals? 

M: Yeah, we take National Geographic, Sunset. Charlie 

takes Road and Track and Ladies' Home Journal ... we 

cancelled Life. 

E: Do you subscribe to any newspaper? 

M: Yeah, we take the LA Times in the morning and the Santa 

Barbara News Press in the evening. 

E: On the average, how much time in the week do you spend 

helping your child study? 

M: Well, let's see. Kurt's the only one with studying so 

far, I usually help him . . . mainly checking his math 

... he brings extra numbers papers . . . I'll check it 

for him and stuff like that. Oh, I'd say an hour, three 

times a week. We usually read some in the afternoon or 

at night. When I'm teaching it's usually at night be

fore bed and, oh, the other is really very difficult to 

judge, because they come with questions all the time. 

E: Let me phrase it this way. Of the time you spend with 
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them in reading is it less than ten minutes a day, about 

ten minutes a day, more, about thirty minutes a day? 

M: Oh, between fifteen and twenty minutes. 

E: Do you think Kurt is reading at his ability, above his 

ability, below his ability? 

M: I think probably at ... he reads quite a bit. And I 

know he can read newspapers and magazines without any 

trouble, and he goes through the bookmobile and gets 

books, and reads about anything he selects . . .he's 

high in the class in reading . . . so I think he's 

reading up to ability. 

E: How many bedrooms has this house? 

M: Three. 

E: Does Kurt have a room of his own? 

M: Uh huh. 

E: And he is the oldest of the three? 

M: Oldest . . . yes, oldest and our only boy. 

E: How do you expect Kurt to do in school . . . what kinds 

of grades do you expect, and why do you think as you do? 

M: Well, I usually expect him to get a better than average 

report card. I suppose I expect it because he has al

ways done well in everything that he has attempted. 

Before he started school he was good at certain skills, 



182 

reading readiness. He started out in top groups in 

reading and math, and has always been in them, so . . . 

it seems important to him also to do well in these 

things. 

E: What are his best subjects, his weakest subjects, and 

what makes you think so? 

M: Well, his best subjects seem to have been all the way 

along, reading and math. I think the ones he's not 

probably done as well are writing, in terms of neatness, 

and strangely . . . art. It's funny because he was so 

very good, and was so saturated as a young child . . . 

like drawing things at fifteen months, and he tends not 

to be as interested in doing art work at school as he 

was in reading and . . . had his fill, I guess. He's 

dropped his originality in art, and he's dropped his 

expressiveness to trying to get things down to really 

little details and he has to work . . . concentrate to 

take his time to be neat ... I think this is part of 

it in both art and writing. Most everything else he's 

been way up. I feel his best subjects are definitely 

reading and math. When it comes to analytical subjects 

he's not quite there yet. I don't know if it's yet or 

if this is the type of child he is. As long as it's 
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specific and in front of him he can master it and do 

well. When it comes to figuring, like in problem solv

ing—well, in math he does all right. He hasn't fallen 

down there at all. But he has specific rules to follow. 

But when you ask him an abstract question he has diffi

culty figuring out what it means. He wants to fit spe

cifics to it. 

E: Okay, how do your other children do in school? Are you 

satisfied with their progress? 

M: Well, Kate's doing very well. Because of a time problem 

in sitting, and my going to work, I had her put in an 

afternoon kindergarten class, which was the older class. 

She was the youngest, and the smallest . . . but she's 

kept up with this age range of children all along, and 

is the type of child that builds as the day goes on so 

I feel that she would do all right in it. As it turned 

out she is doing very well, learned all her alphabet and 

all her sounds the letters make. About the middle of 

the year she came to me and said she wanted to learn to 

read, so I took a preprimer and we sat down . . . and 

she learned. I was afraid she'd just be memorizing, but 

she wasn't, she carried over from page to page and very 

interested and excited to do these things, and seemed 
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to love school and the teacher said she has great in

sight. This is her strength . . . just very opposite 

type of children. Her strength is in insight and rea

soning. She can see into things very emotional, gets 

carried away in stories, and movies and completely in

volved and she has all the emotions. I think she's 

going to do well. She's definitely ready to read, knows 

all her numbers; prints all her numbers. She copies out 

of newspapers, copies headlines and things like this, 

and I haven't worried too much about caps and lower 

case, and all this stuff ... I figured she has a good 

enough understanding of what's going on. She seems to 

be able to adapt to it. As a matter of fact, when Char

lie wrote their names on sweatshirts, she said, "You 

used all capital letters." 

E: What are your favorite recreational pastimes? 

M: Well, let's see. We go to the beach an awful lot. 

We're right close, and we just drop down the cliff, so 

to speak. Go to the beach, play in the sand, swim, and 

barbecue. We play badminton ... we used to play cards 

a lot, but we haven't for a while ... I think it's 

partly the children's ages; and not wanting to go into 

babysitting to get out with friends to play cards, and 
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most of our friends have too many to bring over, and I 

think we've kind of dropped out of that phase of it. 

We . . . oh . . . Charlie is the one that has all the 

hobbies, and I sort of follow along with him. I prob

ably spend most of my time outdoors gardening, and in

doors, sewing. You know that sort of thing. 

E: What places have you visited on weekends during the past 

six months? 

M: Up to San Mateo, and San Francisco for the weekend; not 

too much in the way of sightseeing, just up to the city. 

We have gone to the beach probably mostly during the 

past six months. Places of interest . . . Undersea 

Gardens; took a big load of children down there, as a 

matter of fact, for them to see it. Since Charlie's 

operation, we really haven't taken off too much and 

gone anywhere . . . particularly, except up north dur

ing the last six months. 

E: Where have you as a family traveled during the past two 

years, why were these places chosen, and what specific 

activities take up most of your time? 

M: As far as traveling, here again, Charlie's work schedule 

keeps us pretty close, but we went up to Big Sur to camp 

and we did mostly hiking and fishing there and the 
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children did swimming ... it was pretty cold . . . but 

they didn't seem to mind. Then we went on up north, and 

we did some horseback riding . . . that was after their 

grandpa passed away . . . but the man that had the ranch 

where his horse was decided to take over grandfatherly 

chores and took the children horseback riding, and Kurt 

got to go without anybody holding on, and Kate got to 

be led, and he wanted to break them in slowly to this 

activity. We went up to Big Basin, camping. We did 

mostly hiking there, although the children played in 

the creek. There wasn't as good fishing or swimming 

there, but the weather was lovely. We went and took 

long, long hikes. The baby fit in one of those baskets 

at that stage of the game, and was carried most of the 

way. This year we're going to go camping again, but 

probably we're going where there's mostly fishing. 

Maggie's too big for the back pack, and too little to 

keep up hiking. We really do enjoy walking and we do a 

lot of hiking . . . you're not allowed to collect too 

many things in national parks, but we do get a few sam

ples of things, and read their literature and things 

like that. Oh, and we've been going to Grandma's, and 

the camping trips. Other than that we haven't really 
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gone anywhere much. As I said, Charlie's work ties him 

down pretty much. He gets two weeks off, and a lot of 

the weekends are filled with Saturday work. 

E: You mentioned that you subscribed to several newspapers 

and magazines and it's all right for Kurt to read them? 

M: Especially if he asks me a question, or hears something 

on the news, and wants me to tell him all about it. I'm 

getting to the point now where I tell him there's an 

article in the paper, read it. And he gets Golden Maga

zine and there's supposed to be another one, I've for

gotten what it isj they get Weekly Reader at school—he 

always reads those thoroughly. He looks at the news

paper on and off. 

E: Do you and Charlie discuss any of the articles or stor

ies you've read when the children are present? And does 

Kurt participate in any of the discussions? 

M: Yes, I think so, he's very inquisitive; he's always got 

an ear tuned all the time to what's going on and ques

tions us constantly. He's always asking questions about 

it, wants to know how come and why is that person so 

important and he has been quite interested in and I 

guess that he hears us and we get quite excited over po

litical elections and such. He usually has his interest 
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at a peak at election time because he feels the excite

ment of the discussing and talking and hoorahing and 

booing and things and he's quite interested in finding 

out who is what, and I think that they exchange it—the 

children, I mean—exchange ideas like "I'm for" so and 

so. Well, I'm for so and so but then they don't know 

why and we try to explain to him why we are and that 

maybe somebody else isn't more popular among his class

mates but they don't know why so if he knows why he can 

choose and then if he wants to stick to the one we've 

chosen then at least we can give him some reasons why we 

feel that way and so then this is just to let him know 

he doesn't have to back down because his candidate is 

not the most popular. 

E: Do you read together as a family at any time? 

M :  Y e s  . . .  do  y o u  m e a n  D a d d y  i n c l u d e d ?  

E: Yes, whether it is spontaneous or organized. 

M: Oh yes, we do that a great deal. The living room—we 

don't have such a thing as a family room—most activity 

seems to take place there, everybody is there in the 

evening for instance, or Sunday morning, or something or 

other, even the baby reads vehemently. She repeats the 

stories that have been told to her very closely, if not 
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she reads all the pictures and oftentimes you will hear 

me reading to the children and Margaret in her own book 

beside me and Charlie reading a book, a newspaper, or a 

magazine ... he reads a great deal. Plows through 

books very quickly. He has a reading kick, you might 

say. 

E: What kinds of lessons does Kurt take—for example, music 

or dance? 

M: Well, let me see, he is taking swimming lessons. This 

is his third time he has taken swimming lessons and this 

is the first time he has taken them every day. He's 

doing quite well, and I'm going to sign up again as he 

advances in class. He was slightly interested in music 

but he could wait another year; I wasn't going to push 

it, probably because I have memories of hating practice 

all the time, and I thought if he were really interested 

then I'll go ahead, but I don't feel like pushing him 

into music and then stand over him like a slave driver 

with a whip and saying, practice, practice, practice. 

He has a lot of interesting animals and has businesses 

going all the time. Taking care of animals being left 

for the weekend and this sort of thing. This keeps him 



190 

pretty occupied. So between swimming, and I guess 

school, that keeps him busy. 

Does he have any hobbies? 

Yes, he has animals for one thing, that's a fairly big 

hobby. He also has a vegetable garden and a rat and a 

fish, that are his—yes, I guess they are his, really— 

he always starts everything . . . and his frogsj he did 

have crabs, but they didn't survive and a dog and a cat, 

of course, which he's responsible for. 

How did he get interested in these? 

That's hard to say. Some of the things started off with 

something in schoolj often from neighbors and friends 

that have started a collection. He goes and sees them 

and gets interested in them. He also collects stamps 

with help from Grandma, who sends him stamps from all 

over quite regularly, and other relatives that send him 

first issues and things so he has a stamp collection 

also going. I don't think he's quite into it like a 

real stamp collector, but he is learning to take care 

of them and he prepares them and everything but he is 

getting interested beyond counting themj he is recog

nizing differences between countries. We had the whole 

living room wall covered with a world map and we would 
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he's not as involved with the stamp collection as he is 

with his animals; his animals take up a lot of time be

cause he is responsible for their care and he is always 

changing and feeding and all that sort of thing. I 

think that's about it—oh, he has a GI Joe collection, 

and let's see, there was something else he was collect

ing . . . 

That leads into the next question, what kinds of toys, 

games, or books has Kurt? Had during the past few 

years, and if you can think of any specific titles or 

types, I would appreciate it. 

Let's see—well, most of his books he has been getting 

the last year; he has been getting them at the book

mobile, you know, library books, and this is something 

that both my husband and me felt that we did not need 

to join book clubs and have books come to us every month 

when he was able every week to go to the bookmobile and 

get books on this basis. 

Did he go alone? 

Oh yes, it's only a half block to the corner, and I've 

gotten to know the librarian and she looks out for him 

and helps him. He always seems to pick a book that 
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seems to interest him and that he can handle. As a mat

ter of fact, he is in a book club where they try to read 

as many books as they can and he's reading in all cate

gories: animal stories, fairy tales, airplane books, 

and the like. He got interested in Abraham Lincoln and 

he read some on him. 

E: Any games that you can think of? 

M: Oh, he's got something from Uncle Doug who is just nine 

years his senior, and he is just thrilled with] it's 

called Think-a-tron. It's like a computer thing; it has 

these punch cards and it asks questions, and you put in 

the cards and it flashes a true-false answer. In other 

words, it has some multiple choices of true and false. 

Anyway, that's his new and favorite game. He also has 

some slot cars, and as I said, the GI Joe collection 

and, uh . . . of course they're always building; I find 

that the best toys that they've ever had is boxes and 

plywood boards, and old sheets, cans and pots, because 

then it's a different toy every day. Oh, let's see— 

then there's a matchbox toy box, toy trucks, and cars 

and things ... he takes great pride in them and has a 

collection of them. He also likes the Log Building 

Blocks; they all share a great big collection of log 
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blocks. Let's see, I'm having to review the whole year 

because summer time is different from winter time. Sum

mer time is outdoor time, whereas in the winter it is 

log time, puzzle time, and story time. That's about all 

I can think of . . . his room is full of junkj his toys 

are more mainly comprised of pieces of wood and wire and 

you know, all sorts of odds and ends that he's building 

and I have no idea what they are, but he's always put

ting something together and calling it something. He 

made a fly catcher so he could catch flies for his frogs 

and turtle from a plastic bag and a hanger and it's very 

effective. At least he thinks so. He spends a lot of 

time around the creek that runs past back of the house, 

and he has built a frog aquarium to keep them in. 

You say he goes to the bookmobile—that's just the same 

as going to the library; how often does he go to the 

library? 

The main library or the bookmobile? 

Either one. 

It's been much more convenient for us with the book

mobile coming by so near this year; he can go Fridays 

after school. He goes regularly every two weeks. Once 

in a while if he really wants something, say a story the 
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teacher has read in school, then we make a special trip 

to the main library, but he pretty much sticks to the 

bookmobile. 

E: What kinds of books do you like to see your children 

read? 

M: Well, I don't know, I haven't been very fussy. While 

they're little I just as soon they read little books— 

while they're little because they will have time to 

read other things. Like for instance my husband read, 

I guess it was Tom Sawyer, to Kurt when he was smaller 

and I know my husband got much more out of it than Kurt 

did [laughs]. You know, it was nice for companionship 

and so forth, but I don't think he got as much out of 

it as he will when he can handle it himself. Oh, he's 

read the Raggedy Ann books, and The Grasshopper, and 

reads these Our All Fun Books; and I get a real steal 

on books like library closeouts [laughs]. I pay fifteen 

cents, and oh yes, they have some of those "I Can Read 

It by Myself" books, and hmm ... I haven't pushed what 

they call the classics on them because I really feel 

that it's not time and as they get older they're going 

to probably retain a lot more from them. I feel that 

Kurt has been reading a lot more . . . more and more I 
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like . . . just fun ... I like them to have a variety 

of stories to listen and look at. Sometimes when Kurt 

gets a new animal I suggest that he get a book on that 

animal at the bookmobile . . . ask the librarian to help 

him . . . like a goldfish book or something. Then we 

can see if we are doing it right, see how to take care 

of them so . . . for information and other things, just 

pure pleasure and adventure, as I say, I'm not too 

fussy. 

E: What utensils or tools do you permit him to operate and 

about how old was he when he started using them and were 

there directions given in the safe use of various tools 

and what kinds of directions were given? 

M: Well, I gave him his first tool kit, including saw and 

hammer, when he was two ... I think [laughs] and, uh, 

he was allowed to use those although outside in the back 

yard and we got him blocks of lumber to work on and it 

seems to me that the chaise lounge got partly sawed, but 

that stopped, and he was told that he could use his 

tools he was using then. I could actually keep my eye 

on him from the kitchen window because of the way the 

house was laid out and he could use the tools as long as 

he didn't abuse them and as long as he didn't use them 
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on things he shouldn't and when he does . . . since then 

he has been allowed to use certain tools of his father's 

and certain kitchen tools that I have and when he abuses 

them, then his privileges are taken away for a certain 

period of time depending upon the kind of abuse, like 

uh . . . if he forgets them, leaves them outside, or 

uses them on something he wasn't supposed to use them 

on—that kind of thing—or for a weapon [laughs], you 

know ... my husband is very strict about that. If he 

is going to be allowed access to this tool box the rules 

are to be followed to the letter, the right is taken 

away in terms of other tools. He has always pretty much 

had access to scissors, and oh, for instance, needle and 

thread. Here a while back he sewed on a patch, has 

sewed on some old Army things we let him have; the 

scissors have a place to go but they are accessible and 

I usually have to nag about putting them away. Oh, he 

has children's scissors in his room, ink, paint, and he 

has painted things before—like models, if you want to 

include that sort of thing. 

What kinds of things do you most greatly talk about with 

your children? Could you tell me an example of a recent 

conversation you have had that you think is interesting? 



197 

M: Well [laughs], here was one that was kind of funny. I 

had someone, a service, to come in and wash the floor 

before painting the room and this was the first time 

I've ever had it done and the children were completely 

and thoroughly amazed that it was a man [laughs]. They 

couldn't believe that a man would come in to do this 

work, and so we explained to them that it was difficult 

work and that he was doing a hard job and that it took 

stamina, muscles, and so on [laughs] and Kurt stood 

there and said that scrubbing floors wasn't work. So 

he told Daddy about this and then he asked, "How come 

Daddy never washes the floor?" He looked up and said 

that it was women's work. So I told him it was some

thing that had to be done and that a woman broke down 

faster than a man. 

E: When Kurt has homework, where does he study? What kind 

of supplies does he have to work with? 

M: Well, he works . . . now they don't give much homework 

in first grade but he sometimes hears others talk about 

it, you know, the other children, or he might have a 

project that he wants to take to class to work on so he 

works at his desk in his room or at the counter here in 

the kitchen depending on various conditions, such as the 
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light bulbs for one thing; he has all the paper and all 

sorts of things in his room. The supplies are both in 

the kitchen here and like paper, pencil, ruler, and 

eraser, pen and ink, and marking pen—the marking pens 

aren't in his room because of his rug but other than 

that, everything else is in his room—it's just a ques

tion of light or if he needs me to help him out; I'll 

check things and then he does it out here in the kitchen 

while I'm fixing dinner when I get home from work. 

E: Do you have a dictionary? What kind? 

M: Yes, we have a Webster's New Collegiate, I guess. 

E: Where's it kept? 

M: Right here in the living room on the book shelf. 

E: How often does Kurt use it? 

M: Not too often; he lacks the skill to use it. If he asks 

me a word I'm not too familiar with I will have him 

bring it to me and we will look up the word together. 

He doesn't use it alone except to look at the pictures, 

for instance when we are reading about the aquarium and 

in the filter there is a part missing and it gave the 

directions and I wasn't sure of the meaning of one of 

the words and I wanted to see if we had all the parts 

and I looked it up and I said that this was a good 
<3 
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lesson. When you don't know or you're not sure, look it 

up. 

E: How often do you use the dictionary? 

M: I use it all the time [laughs]. 

E: When the dictionary is used at whose initiation is it, 

Kurt's or yours? 

M: Probably mine, as I said, he lacks the real skill in 

using one like this; he has one of those primary picture 

dictionaries. When he wants to know a word, we get the 

dictionary and we look it up. 

E: What other ways does Kurt have of learning new words? 

M: Well, he usually ... I, uh, probably give in and ex

plain them to him. At this point . . . probably in 

another few years I will insist that he use a dictionary 

but I think that at this point we usually discuss the 

words. 

E: Do you have an encyclopedia in your house? If so, what 

kind? When did you get it and why? 

M: Well, we have an encyclopedia which is outdated and it's 

not a difficult one—it's actually quite suited to chil

dren, but it isn't up-to-date because Grandma got it and 

gave it to us. My grandmother, as a matter of fact, 

bought it, and we haven't bought an encyclopedia yet. 
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We used it fairly often, because as I say., except when 

you get into the missile age it pretty well covers most 

of the things he's curious about. He probably uses that 

more than the dictionary; he has used it to look up 

things on animals and used it a couple of times about 

the garden. I couldn't really place the number of 

times, but I'd say it's pretty often. 

E: Do you have any other kinds of reference or fact books 

that you could think of? When did you get them and why 

and in what other ways does your child locate answers 

to his questions? 

M: Let's see; well, we have a book on painting, a book on 

drawing, books on using the different mediums for art 

that we got for Christmas presents . . . last Christmas. 

We got quite a number of books as Christmas presents. 

I guess it was one of the suggestions we had as Christ

mas presents. He has a book on coins and stamps—he has 

saved a few coins, as a matter of fact. He was also 

teaching himself German through a picture dictionary. 

He gets information from his magazines as well and I 

guess he asks a lot of questions. Usually I think some

thing like a magazine would stimulate his interest. I 
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will explain something, and he will explore it from 

there. 

E: Does Kurt receive homework assignments? If so, do you 

or your husband help him with his assignments, if any? 

How much time a week do you spend on homework? 

M: He started getting homework toward the end of the year 

more regularly. Although, as I said, he doesn't get 

much real homework in first grades he would bring home

work in numbers, particularly. He had to go do it and 

bring it to me, then I would check it and make some 

mark to indicate the need to do it again, then he would 

recheck it. Occasionally Charlie did that instead. He 

had an assignment for a poster and a few other assign

ments for extra group reading which he was in. They 

were trying to stimulate their reading groups to read 

outside—reading groups in the classroom. We discussed 

these things first, and then we went ahead and did it; 

we discussed ideas. I find that one area that I do 

prod him a little bit is on planning. Planning ahead, 

instead of sitting down and whipping it out and saying 

"I'm done"j sorting thoughts on what we're going to do 

before we whip it out. 

E: How often do you and Charlie discuss Kurt's school 
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progress and what actually comes out of these discus

sions? 

M: We usually probably every day have a little "sharing 

about the day" and during school, of course, it's about 

the school and during the summer it's about day camp 

. . . that's something else I forgot, he goes to day 

camp from 12:30 to 5:00 up at the park almost every day 

of the summer. But I like him to have something rea

sonably specific in mind for most of the week because 

the shopping center is pretty convenient and I don't 

want him to go up there unless he has a specific pur

pose for going to the store. He can go for a specific 

purpose, do a little window shopping, and then come 

home. We usually share something daily about school or 

swimming, or park activity or something they've done 

during the day from one or the other or all of them 

E: When does Kurt usually eat dinner on weekdays and with 

whom does he eat? Who does most of the talking at the 

dinner table and what is the main topic of conversa

tion? 

M: Dinner time during school nights . . . well, Charlie's 

been coming home later and we usually all eat together 

unless he says he's going to be specifically late I go 
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ahead and feed them. We've been eating between 6:30 and 

7:00—this is particularly since I lost my sitter I had 

so I came home to a mess and had to clean it up first. 

It would tend to be a little later—usually by 7:00 

they're eating. And the children chatter quite a bit at 

the dinner table, I find. They probably do most of the 

talking at dinner. By that time Charlie and I . . . oh, 

we talk . . . but we don't tend to linger over dinner; 

we usually finish and then talk after dinner more than 

at . . . conversations are usually carried on right 

after dinner over coffee. 

E: What times are you together as a family on weekdays? 

What do you do together during these times? 

M: The only times we're together as a family is in the eve

nings. Dinner time, and after dinner, before the chil

dren's bedtime. Charlie is out a couple of nights a 

week usually. On those nights he's usually home for 

dinner, and breakfast is scattered because Charlie goes 

first . . .he's taken care of and then the rest of us 

are taken care of. We usually retire to the living room 

and often we ... we usually don't watch as much tele

vision as Kurt says . . . our television was broken for 

a year, as a matter of fact . . . the kinds . . . 
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Charlie very often reads, the paper or a magazine and so 

forth, during this time. In between, we talk; we all 

usually do. Or we work on something like the aquarium, 

or something else has to be done, or we start a puzzle 

or we watch certain favorite programs. We usually all 

watch them together. I can't think of anything particu

larly specifically. It's just pretty routine. Once a 

month on Friday, we usually eat dinner and pack all up 

and go to a show or carnival or some community activity. 

So I guess then starts the routine of baths and bedtime. 

E: What are some of the activities that Charlie engages in 

with Kurt on weekdays and on weekends? 

M: Well, Charlie has taken Kurt to the slot car racing with 

him. He's almost old enough to help with corner mar

shaling and stuff like this and he is now able to run 

cars with Charlie, too . . . before there was the age 

factor there. But he handles them very well and they 

sometimes build models together. This is one of Char

lie's pet loves . . . model building, and he's quite a 

perfectionist at it and maybe gets a little bit impa

tient with the learner, shall we say; but Kurt likes to 

make models and they sometimes build them together. And 

they talk over the new one that Charlie's making, and he 
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watches. Charlie was involved with Junior Chamber last 

year, between this and slot cars, it took a couple of 

evenings during the week. I can't say that there's too 

much more that he is involved in. 

E: Are there any adults outside the home with whom Kurt is 

particularly friendly? If so, what does he seem to like 

about them? What are this person's special qualities, 

how often does he see this person, what do they do to

gether? 

M: Adults . . . over the back fence. We have what you 

might say is a fun family. The mother's not too ter

ribly concerned with housework per se; she loves ani

mals and anything different. Kurt spends a great deal 

of time over therej her children are very active and 

energetic and they usually have things like geese, and 

turkeys, and chickens. They're done with the geese now, 

I think. Now they've been recently in the aquarium 

business, fresh water, salt water, and stuff—he has 

cared for their animals, as a matter of fact, when 

they've had to go away. She's very friendly and very 

fun and her husband is a very aloof type of person but 

he's really interesting. Sometimes he invents things in 

the house and it's just a clutter of wires and things 
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going on all the time and I think that this is attrac

tive to him. The whole atmosphere is kind of interest

ing; always lots of interesting things going on and I 

think he figures he can get away with more trouble over 

there, probably, than he gets away with down here. We 

probably have a few more rules of behavior inside the 

house than they do over there and I think he kind of 

likes that. 

E: About how many hours a week does he watch TV during the 

winter and the summer? 

M: Well, we don't watch much at all during the summer; we 

watched "The Monroes" last night and of course the base

ball games come during the summer so they get kind of 

knocked out of the picture. During the summer, they 

watch maybe four or five hours a week, maximum, I would 

say; they go in spurts, you know, where they get pretty 

well saturated and they're not interested for a while. 

Saturday mornings during the winter is often a nice time 

to bring their blankets out and cuddle around the TV 

until Mother decides to . . . oh, that's another thing 

Kurt does ... he cooks. He usually makes breakfast on 

Saturday mornings; if he doesn't, the five-year-old 
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usually does, as long as it's French toast—she's an 

expert at that. 

E: Do you approve of the programs they watch? 

M: Oh yeah, I can't stand "Batman" myself, but as a matter 

of fact, they are complaining that "Batman" had to be on 

at 7:30 and "The Monroes" are not on until 8:00 and they 

had to go through all sorts of special things to be able 

to watch it because it doesn't get over until 9:00. In 

general, I do. Kurt sometimes decides he wants to watch 

something I think is crummy and I have a feeling that 

part of the reason he wants to watch it is because his 

sister doesn't want to. 

E: What are your favorite TV programs, and did you recom

mend any special program for the children in the last 

week? 

M: One of our favorites for the family is Disneyland on 

Sunday. We usually like to watch that; we also like 

"The Monroes" and Charlie and I like "The Avengers"— 

that's beyond children's time, and we used to like 

"Secret Agent." We usually find that if we find a par

ticular program that we really like it's bound to be 

cancelled—either next season, or you know, at the end. 

It'll run one season and then it's over and rarely does 
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it get any kind of an award or anything. Did we recom

mend one . . . well, Sunday night we watched old movies 

with a friend of ours that was three or four years old. 

I don't know that I recommend anything; I'm so hung up 

on baseball in spring and summer; that's about all I 

know that's going on—it's on the radio more than TV. 

E: How would you describe your children's language usage? 

Do you help him to increase his vocabulary? If so, how? 

Have you helped him to use words and sentences cor

rectly, and how? 

M: Kurt has a good vocabulary and he's always had—and we 

just went into one heck of a time this year over the 

word "gots"—this had seemed to spread from one element 

of school to the other and become standard vocabulary 

and because I reacted to it he started laying it on, and 

then of course, and would say, he gots it, he gots it, 

and I told him it wasn't fair to Meggie. Because Meggie 

hasn't had the chance to learn language the way he has. 

He was teaching her always the slang or the wrong usage 

of words because naturally, she's going to copy every

thing he says and that it was only fair to her to use 

the proper language. Well, he finally got himself 

caught; he got sent by one teacher to another teacher to 
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ask for something and he used the word "gots" and I 

don't think he ever quite got over the reaction he got 

from the teacher and the whole class. She was so 

shocked, the whole class laughed—and I think he was a 

little embarrassed, but I've found that some of his 

grammar has deteriorated as he got older; I guess it's 

just pure talk. 

E: How much do you estimate that you correct him in his 

speech? Are there any speech mannerisms that you are 

trying to correct? 

M: For a while, as I said, we went nearly on a grammatical 

phase—Kurt's speech, in general, in natural conversa

tion is quite goodj when he gets a little keyed up or 

nervous he gets a little bit muffled. I don't correct 

his speech much; occasionally I will correct grammar 

merely with the word "has" for instance, or doesn't has 

any, this sort of thing or he usually, or automatically 

repeats it after me. His articulation has always been 

fine and both the girls lisp, and I tried Kate, and 

she's not ready and so I have not bothered with it. 

Occasionally we play a game, tongue placement, but not 

with the end in mind that we're correcting, she doesn't 
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know we're correcting a lisp or anything. We'll just 

try, and she's quite motivated right now. 

E: How much schooling do you wish for Kurt to receive? 

M: Well, I guess, I sort of naturally expect him to go to 

college and if he goes on beyond that, that's fine. 

Whatever he has in mind. I think probably because I was 

expected to and just seemed the natural course; I cer

tainly feel he has the ability to do it. 

E: Have you made any concrete plans to insure future 

schooling? 

M: Yeah, as a matter of fact, in a way he has a small sav

ings account we started for him as a baby—by the time 

he gets it, it will be more or less incidental—it's 

something for him to have for what he decides on—but 

we did start an insurance program that would be if 

Charlie and I survived; it will turn into monthly income 

or it will pay the house payments since there is nothing 

for him through Charlie's work—no pension plan, or any

thing like that, we decided it's an expense now but 

about the time when he will need it for college, there 

will be an income there which we have decided that's 

education money. 

E: Do you have any ideas about the kind of work you would 



like to see Kurt do when he grows up? Do you have any 

ideas about the kind of work you would not like to see 

him do? 

Honestly, I don't have the slightest idea what he would 

go into; I haven't seen any real definite inclinations 

yet. He's obviously not at the point of one of those 

"I'm going to be one of those such and such." You know, 

or just has one channelj he's very diversified—it 

doesn't really matter to me. I don't really have any

thing against—let's say—his going to the service if 

you wanted that kind of a career. Into industry, I have 

a feeling that he really does have a head for money so 

I wouldn't be too surprised if he didn't go into some

thing with business, finance, or something like that— 

he knows that if there is a way for money to be made, he 

can do it and he can keep all accounting in his head 

such as you wouldn't believe and he's always having some 

scheme that has a shade of dishonesty to it; he was get

ting Kennedy half-dollars, and selling them for 75 cents. 

Coin dealers are doing that. 

Yeah, but he just walks up to the bank with change and 

asks them for a Kennedy half dollar and then walk down 

to the park and sell it for 75 cents and walk away with 
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an extra quarter in his pocket; I didn't make him return 

the money or anything like that, but I did tell him that 

I thought it would be best to discontinue because of the 

fact that his friends didn't know better. 

Is there any kind of job that Charlie wished he could 

have had? 

Yeah, he'd like to have a business of his own, I think, 

oh, not particularly; he's reasonably sure of what his 

capabilities are, and he's had various interests—the 

service for one, which he joined, but he decided to go 

back and finish school rather than continue on and he 

thinks of fairly good reasons for not going back. He 

likes selling very much, but he has to be working with 

his hands, so he's happiest where he is now. I think 

that about the only thing that he would like would be to 

be able to feel that he could get off the ground and 

doing it on his own—that's about the only thing I can 

think of. 

How important has education been in achieving your goals 

in life? And how much importance will it have in the 

future life of your children? Will Kurt's future be 

affected if he doesn't get as much education as you hope 

he will and how much education does he feel he needs? 



213 

M: I think Kurt's fairly well brainwashed into the fact 

that college is just a sequential step from high school. 

Just something you do. We've discussed with him the 

difference in the types of jobs you can do; the oppor

tunities that are available, especially more and more 

so as he gets older. Oh, yes, there was one thing: 

space—for Charlie. The new space program—now for in

stance, if he had continued in the Air Force and fin

ished, like in engineering or something like that, he 

might have a real hold on the space program. Be in it 

some way, and this probably the one thing that he would 

have loved beyond. I'd forgotten about that. But I 

think with the technical advances going faster and 

faster, and Kurt pretty well understands too that you 

never quite get enough schooling, and school very defi

nitely makes all the difference in the world in my life. 

I came to a decision . . . it is saying ... to either 

be educated enough to do something you love, or never 

get out of the cave. I feel much more "alive," you 

might say, as long as I can keep with my work and this 

is something that is always available . . .it's always 

been available when I've wanted to do it and I've gone 

back now since the youngest was two. I guess I went to 
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Headstart when it was first begun and occasionally I've 

done private work at homes here, on an occasional basis. 

There's always been something there when I've really 

wanted it and up to this point I guess we've needed it 

for the income as much as anything else, and this gives 

me peace of mind to know that we're going to make it. 

When the kids need new shoes or have an ear infection or 

something else . . . the bills are going to be paid. I 

think it's just as much as a stimulation as anything, 

that education made all the difference in the world to 

me. 

E: What kind of high school program would you want your 

child to enroll in? 

M: College preparatory. 

E: How often does the school give out report cards? 

M: Twice a year. 

E: Who usually signs it? Do both parents see it? And in 

what ways do you use the report card? 

M: Well, Momma sees it first, 'cause she's home first; then 

Daddy sees it, and Daddy's always the one that signs it. 

Maybe I signed it once, but that would only have been be

cause Daddy forgot to, and it had to go back. 

E: Is there anything that the school does, or are there any 
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parts to the school program that you strongly disapprove 

of, or especially approve of, and do you voice this dis

approval or approval to Kurt? 

M: Actually, the school he's been going to, whether he's 

especially lucky to have a very good teacher or what, 

but he's done so very well, and I've been so very happy 

with him, and I think I try to be as supportive as pos

sible, you know, if they are working on a special proj

ect ... I think they're pretty well rounded out. The 

handling of one emergency, that I didn't quite approve 

of ... I hoped I didn't really give Kurt the impres

sion . . . because I don't really want to give the 

school . . . the idea that I disapprove, you know, of 

something; but in terms of him and in terms of Kate 

. . . the two that are going so far, I've been very 

happy with this particular school. 

E: Do you think it's as important for a girl to receive 

an education as it is for a boy, and what difference in 

educational needs are there for a boy and a girl? 

M: Well, as I say, it goes back to my whole thinking, that 

a girl should either be uneducated, or well educated; 

and since we are the kind of family we are and live 

amongst the people we do, and that sort of thing, I 
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pretty well expect my girls to have about the same, at 

least the same, educational opportunities as Kurt does. 

I wouldn't be broken-hearted if at eighteen Kate decided 

to get married ... if this is what she decided to do. 

I don't think ... at least now I don't think I would 

jump up and down and scream and yell "No! you must go 

to school." But I think it's reasonably important. 

Actually, they always make a big joke about this find

ing husbands at college, and so forth, but your values 

change so terrifically after the age of eighteen that 

oftentimes you are better off finding a mate in college 

than you are beforehand because you may find that you 

don't grow together with the one that you've met at 

eighteen. That you might meet later on. That you want 

to go into something like nursing, or if she had secre

tarial inclinations, this is fine, too. I think it is 

probably a good idea for a girl to have some salable 

skill. 

E: Do you think school should assign homework? If so, how 

much time outside school should a child spend on home

work daily? 

M: I like the idea of homework. I think Kurt's just get

ting into it now. I expected probably a little more 
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this year than he got, although he said that he would 

have had more if he hadn't finished the work at school. 

We did have a talk about this—using time at school. 

That it was all right if it was extra assignments to 

get them done in school and not fool away the time, but 

partly because it's a little bit of a carryover doing 

the work in a different environment, is one thing. A 

chance to discuss it with us, and for me to get an idea 

of what he's doing, what kind of work he is doing in 

school. I don't think it should be too long, because 

then I know it gets to be a burden and a drag, and they 

just can't wait to get through it or away from it5 but 

I think between a half hour and an hour. 

E: Is there any regular amount of time that you have Kurt 

study other than regularly assigned homework? 

M: Not specifically, except usually it's reading his li

brary book. 

E: Do your children help with the housework or the yard 

work and do they have any responsibilities that are 

specifically assigned to them? How punctually and 

faithfully do they carry out these responsibilities? 

M: Kurt's probably the most faithful in his responsibility 

for the rat. The rat has to be taken care of usually, 
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for instance, with swim time, it had to be done before 

they leave. And they each have a section of the vege

table garden, and this is in their care. They had to 

weed, haul, and plant and see that it's watered. And 

pick up their rooms, is probably the thing they're 

least punctual about, and the most reticent about doing. 

As a matter of fact, I finally decided with Kurt, I'd 

try something on him. Last year when he was being very 

very bad about cleaning up his room, I just took every

thing I had that was his and tossed it in his room or 

on his bed, and finally in order to go to bed, he had 

to clean it . . . pick it up. And it finally got dis

gusting to him . . . and so he spent a whole weekend 

cleaning his room, and putting things where they be

longed . 

E: Good trick—I'll have to keep it in mind. 

M: They set the table, clear the table, make the salad, and 

things like this, although this is not necessarily regu

larly assigned. But on the morning of garbage collec

tion day they go through the house and get all the 

wastebaskets and garbage cans and empty those. They 

help at individual, specifically assigned at the moment 

type chores. Kurt is very good about . . . like every 
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night he feeds the dog, and the cat, and this is some

thing that is routine. It has to be done; and he does 

that routinely. At the end of the day, they pick up 

the yard; put up the stuff they've pulled out. 

E: Have you had to give up anything you wanted in order to 

provide for the future education of your children? 

M: Oooh . . . wall-to-wall carpeting, maybe a bigger house, 

or something like that I would say, what I call luxu

ries or fringe things. We've had a fairly limited bud

get all the way along. This would probably have been 

our first [good] year spending-wise, except for the 

medical emergencies all arose. And with Daddy dying 

we also had burial expenses and a lot of things . . . 

so it was all added on. So we do, in this insurance 

thing we put forty dollars a month which covers us in 

case either of us dies. Because I figure there would 

almost be more expense if something happened to me than 

if something happened to Charlie at this point of the 

game, anyway. So there are, you know, things we can 

live without . . . but things that would be fun to have 

anyway. 

E: When your children are playing do you often talk with 

them, and can you think of some of the examples of some 
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of the things you talk about when you are playing with 

them? 

M: Oh, yeah . . . only more so when they were tiny. Now 

the tiny ones, when they're little, they tag along and 

we are always in some kind of a game . . . maybe for 

instance—assuming different characters, and she's go

ing to the market or she's fixing the coffee, or doing 

all the little daily things that I do around. She helps 

me launder and things, and we have some pretend thing 

going on, and this is going on all the time. I found 

that she and they do this less as they get older but I 

think that they figure that when Mother's doing house

work that Mother's available for any kind of conversa

tion that they plan to take up . . . probably the easi

est example would be with the little ... we have some 

kind of a game going on all the time; they often, when 

they were building the boys' club out there, always 

coming in and "Where's this" and "where's that" and 

"come out and see what we've done" and "what can I use 

for a flag" and I don't concentrate on housework, you 

might say, I'm constantly interrupted but I figure that 

this is the way the game is played. 

E: Where do you usually go to shop for groceries and other 



goods and does Kurt usually accompany you on a regular 

basis? 

I shop most all the time up here at the shopping center 

. . . Kurt has almost always gone with me. I think 

it's been a very rare day that all the children haven't 

come with me . . . they're always with me. 

What are some of the businesses you've visited during 

the past few weeks? 

Pet store several times . . . it's very interesting; 

they have a boa constrictor and monkeys and everything. 

Finley's over on Milpas Street, and that's fantastic 

. . . they've got everything. 

How much does a boa constrictor run these days? 

A full-grown one runs a hundred and something . . . oh, 

there's one that's huge; its middle is about this big 

around, and he's coiled around and around and around and 

around. Their heads and tails are tiny. We've been 

there, and we went to Grant's and to Thrifty's and to 

Patti Dell's, and we had to go to . . . on a quest for 

bathing suits and caps for this new swimming class. 

Let's see, we've been to the market; we've been to the 

drugstore. I don't know if we've been to the bank in 

the last two weeks or not. The class, I know, made a 
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visit to the bank, and A-l Packing Houses; they went on 

an awful lot of excursions this year. 

E: Where do your best friends live, and how often do you 

see them? 

M: Where the total family are friends is a couple who have 

three children. They live out Goleta way, around San 

Marcos, and we see them many times every weekend. Some

times every other weekend. This is the couple we go 

down to the beach with quite often. Both my neighbors 

in back and across the street are good friends. We're 

not social, the whole family type, but the children's 

mothers are good friends. Some other close friends are 

also in Goleta by Tucker's Grove, and we have good 

friends up the hill there . . . that we see fairly 

often. 

E: What types of people do you enjoy being with? 

M: There's—I think there's a difference between neighbor 

friends . . . these are the women that I enjoy and 

their children. Our children match and live close . . . 

they're just kind of fun, and nice, as people. I sup

pose we're more closely matched as families with the 

social friends . . . the ones with fathers included 

. . . this girl friend that I grew up with in San 



Francisco . . . our families were best friends . . . she 

and her husband just moved to town not too long ago. 

They were transferred here, and we found out that our 

husbands see each other more than we do. Now, since 

they get along so well, they're both college graduates, 

have many like interests, I think that there's quite a 

difference between social friends and neighbor friends. 

In that way . . . the types of things that pull you to

gether. The camera man at KEYT, we met him through the 

children, but Charlie and he are just very good friends, 

have many like interests, and they're very busy. We're 

not social otherwise. We rarely go out to dinner, or 

parties, or go out and play cards. We just don't do 

that sort of thing any more. Most of the time when 

we've gone to a show, we've gone with the kids. Our 

next show is going to be Snow White. 

If you could make one change in the life of your family, 

what would it be? 

I don't know . . .I'm pretty satisfied . . . oh, live 

on a ranch, maybe. I wouldn't mind that. 

Well, let's put this together with the last question 

... if you suddenly inherited a large sum of money 
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from a long-lost relative, what are some of the things 

you would do with it? 

Well, I think Charlie would start his own business, 

which would give us more time together because I have 

the profession I'm in I get those nice summer vacations, 

I think that probably we might do some traveling . . . 

that1s something we might do. I wouldn11 mind getting 

a place with a little more room around us—that would be 

kind of fun. Sometimes I feel that I don't do things 

like taking a class that I'd like to take because it 

means hiring a sitter for another month of time, you 

know, this sort of thing. Oh ... I know what I'd do. 

I'd have live-in help and then if I wanted to take a 

class or something it would give me a little more free

dom from the drudgery ... I enjoy spending time with 

the family, as a matter of fact. As far as I'm con

cerned the housework can go ... as long as things are 

not completely falling apart and the place is liveable; 

but I stop at any time to either take them some place or 

go some place, or go out and help them with their fort, 

or see if the frog is dead, you know . . . that kind of 

thing. I probably would like to get a place with a 
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couple of acres around it, and some fruit trees and 

stuff on it and have some live-in help. 

E: Thank you so much for your cooperation. 
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I.D. H5 

LAST NAME H5 

1. Are you presently married x , divorced , separated ? 

2. How many years 10 ? 

3. Please provide the following information on the children 
in your family. 

Siblings Age Sex Grade 

girl 8 F 2 

boy 7 M 1 

boy 5 M Kdg 

4. Are there any other persons, besides your husband and 
children, who live in your home? What are their ages 
and relationship to you? 

None 
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6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 
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How long has your family lived in the United States? 

All their lives 

How long have you lived in your present home? 2 yrs. 

Where did you live before? Massachusetts 

Do you usually work outside the home? yes no 

If so, do you work full time , part time , 
once in a while ? None 

Are you now employed? yes no 

If so, where? What is 
your job title? 

If unemployed, how long? What is your usual 
occupation? NA* 

Does your husband usually work outside the home? 

yes no 

If so, does he work full time yes , part time , 
once in a while ? 

Is he now employed? yes no (if no, explain) 

If so, where? Raytheon (Electronics firm) 
What is his job title? Accounting Manager 

What is the highest school grade which you completed? 

123456789 10 11 12 College 1 yr. 

2 yrs. 3 yrs. 4 yrs. 

List any degrees you have earned 

Graduate school 1 yr. 2 yrs. 3 yrs. 4 or more yrs. 

*Not applicable. 
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19. What is the highest school grade completed by your 
husband? 

1 2 3 4 5 6 7 8 9  1 0  1 1  1 2  College 1 yr. 

2 yrs. 3 yrs. 4 yrs• 

20. List any degrees he has earned Bachelor's 

Graduate school 1 yr. 2 yrs. 3 yrs. 4 or more yrs. 

21. (If applicable) How many of your children have gradu
ated from high school? None College? 

22. Do you have a home library? yes no 

23. Does your child have his own library or collection of 
books? yes no 

24. Number of volumes? home 250 child 100 

25. Types of books in the home 

Text Reference Classics Poetry 

Contemporary Mystery/leisure Children's books 

26. Types of periodicals in the home 

Educational journals Technical journals News 

magazines Sports Leisure (McCall's, True, etc.) 

Hobby 

27. Do you subscribe to a newspaper? yes no 

28. On an average, how much time do you spend helping your 
child study each day? 

5 min. 10 min. 15 min. 30 min. 1 hr. 
average 

2 hrs. 

29. Of that time, how much is spent on reading or reading 
skills? 

less than 5 min. 10 min. 15 min. 30 min. 

1 hr. 2 hrs. 
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30. Do you feel that your child is reading above his abil
ity? at his ability? below his ability? 

x 

31. Neighborhood 

1) Most exclusive section 2) Area above average 

3) "Nice and respectable" but not inhabited by society 

4) "Average" neighborhood populated mainly by working 
men 

5) Area close to industry or railroad and all kinds of 
people live there 

6) Edge of slum 7) Strictly a slum area 

32. House type 

1) Excellent house 2) Very good house 3) Good 

house 4) Average 5) Fair house 6) Poor house 

7) Very poor house 

33. Occupation 

1) Profession and proprietor of large business 

2) Semi-professional and small officials of large 
business 

3) Clerks and kindred workers 4) Skilled workers 

5) Proprietors of very small businesses 

6) Semi-skilled workers 

7) Unskilled worker 

34. Source of income 

1) Inherited wealth 2) Earned wealth 3) Profits 

and fees 4) Salary 5) Wages 6) Private re

lief 7) Public relief 

35. What is the size of your dwelling? 8 rooms? 

2 bathrooms? 
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36. Does your child have his own room to himself? yes no 

37. If not, with whom does he share it? brother 

Computation of socioeconomic status: 

Occupation =1x4= 4 

Neighborhood = 2x2= 4 

House type =2x3= 6 

Source of income =4x3 =12 

Total = 26 

Total score of 26 = upper-middle class according to 
Warner formula. 
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INTERVIEW SCHEDULE 

Judge No. 1 

Identification Number 35 Date of Interview 6/29/67 

Name of Interviewer 

Statement to respondent: We will be talking primarily about 
(Name of Child), your son (daughter), who is now in first 
(third) (sixth) grade. From time to time we will also want 
to talk about some of the other members of your family. 

R/R 

5 1. How do you expect 35 to do in 
school? What kinds of grades do you expect him to 
receive? Why? What do you think his best subjects 
will be? His weakest? 

7 2. How do your other children (if any) generally do in 
school? Are you satisfied with their progress? 

3. What are your favorite recreational pastimes? 
Your husband's? 
What recreational activities do you and your family 
engage in on weekends? 
What places have you visited on weekends during the 
past six months? 

4. How far ahead of time do you usually plan your 
weekends and vacations? Who usually makes the 
plans? 

5. Where have you, as a family, traveled during the 
past two years? 
Why were these particular places chosen? 
What specific activities take up most of your time 
at these places? 
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r/r 

8 6. What newspapers and/or magazines do you subscribe 
to? Do you encourage your children to read them? 
How do you encourage them? Do you discuss the 
articles or stories you have read when the children 
are present? Give examples. Do any of your chil
dren participate in such discussions? 

1 7. What kinds of lessons do your children take? (mu
sic, dance, etc.) How did they get started? 

8 8. What hobbies, if any, do your children have? How 
did they get interested in these hobbies? 

9 9. What kinds of toys, games, or books, has your child 
had during the past two years? 

6 10. Do your children know where the library is? Do 
they ever go there? If so, how often? With whom? 

7 11. What utensils or tools do you permit your child to 
operate or use? About how old was he when he began 
using them? Does someone explain the use of these 
and tell him their names? 

7 12. What kinds of things do you most frequently talk 
with your children about? Can you give an example 
of a recent conversation? 

7 13. When your children are home, where do they study? 
What kinds of supplies are available for them to 
work with when they study? 

9 14. Do you have a dictionary in your home? If so, what 
kind and where are they kept? How often do your 
children use the dictionary? How often do you? 
When your children use the dictionary at whose in
vitation is it—yours, or theirs? 

9 15. Do you have en encyclopedia in your home? If so, 
what kind? When did you get it? Why? Where is 
it usually kept? How often do you use it? How 
often do your children use it? 
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9 16. Do you have any other kind of reference or fact 
book? When did you get it? Why? Where is it usu
ally kept? In what other ways does your child lo
cate answers to his questions? 

3 17. Did you teach your child to read or count or print 
his name or anything like that before he went to 
school? If soj how much? Do your older children 
receive homework assignments? Do you or your hus
band help them with their assignments? About how 
much time per week? 

7 18. Do you have any workbooks or other kinds of learn
ing materials which you use to help your children 
in their learning? What other steps do you take 
to insure that your child keeps up in his school 
work? 

6 19. How often do you and your husband discuss your 
children's progress in school? What usually re
sults from these discussions? 

9 20. When does your child usually eat dinner on week
days? Who eats with him? Who does most of the 
talking at the dinner table? About what? 

8 21. At what other times are you together as a family 
on weekdays? What are some of the things you do 
together at these times? 

9 22. What are some of the activities your husband en
gages in with the child on weekdays? On weekends? 

7 23. Are there adults outside of you and your husband 
that your child is particularly friendly with? If 
so, what does he seem to like about them? What do 
you see as this person's special qualities? 

9 24. Do you read books or other materials to your child? 
If so, how old was the child when you began reading 
to him? How regularly do you or someone else read 
to him? What was the last book you read to him? 
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6 25. About how many hours a week does he usually watch 
TV? Winter? Summer? What are his 
favorite programs? Do you ap
prove of them? If not, what do you do about them? 

5 26. What are your favorite TV programs? Did you rec
ommend that any of your children watch any partic
ular program in the past week? If so, which ones? 
Did you discuss any program with one of your chil
dren? 

9 27. How would you describe your child's language usage? 
Do you help him to increase his vocabulary? If so, 
how? Have you helped him to use words and senten
ces correctly and to pronounce words correctly? 
How? 

8 28. How much would you estimate you correct him in his 
speech? Give examples. How particular are you 
about your child's speech? Are there particular 
speech habits of his that you are working on? 
Give examples. 

9 29. How much schooling do you wish your child to re
ceive? 

9 30. How much schooling do you expect your child to re
ceive? 

5 31. Do you have any ideas about the kind of work you 
would like to see your child do when he grows up? 
Do you have any ideas about the kind of work you 
would not like your child to do? 

7 32. Is there any kind of job your husband has always 
wished he could have had? 

8 33. How does your husband feel about the kind of work 
he is doing? 
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6 34. How important has education been in achieving your 
goals in life? How much importance will education 
have in the life of your child? Will his future be 
affected if he doesn't get as much education as you 
hope he will? 

9 35. How much education do some of your close friends 
and relatives have? How much contact does your 
child have with these people? 

9 36. Have any of them gone to college, or do their 
children? Are there any who did not attend col
lege? Are there any who did not complete high 
school? 

9 37. Have you ever met with your child's present 
teacher? If so, when? Why? Who usually initiates 
parent-teacher conferences? Is there any purpose 
for which you would like to meet with his teacher? 
What other ways are you in contact with the school? 

5 38. Do you approve of your child's best friends in the 
neighborhood and at. school? What are some of the 
good or bad qualities of his friends? 

8 39. What are some of the activities and accomplishments 
of your child that you praise and approve of? What 
are some of the ways in which you show your ap
proval? Can you think of any specific thing you 
have shown approval of in the last few days? 

5 40. What kind of high school program would you want 
your child to enroll in? Why? 

9 41. How often does the school give report cards? Who 
usually signs it? Do both parents see it? In 
what ways do you use the report card? 

7 42. Do you discuss the school marks of your children 
with them? What particular things do you discuss 
with them? 
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43. Are there any things that the school does, or parts 
of the school's program that you disapprove of? 

44. Do you have college plans for your children? If 
so, have you prepared financially for this in any 
way? 

45. About how often do you ask your children how well 
they are doing in school? What particular things 
do you ask them? 

46. Do you think it is as important for a girl to re
ceive an education as it is for a boy? What par
ticular differences do you see in the educational 
needs of boys and girls? 

47. Do you think the school should assign homework? If 
so, how much time outside of school should a child 
spend on schoolwork each day? 

48. For your older children, is there any regular amount 
of time you have them study each day? 

49. Do your children help with the housework or yard-
work? What specific responsibilities do they have? 
How well do they carry these responsibilities out? 

50. Is the housework distributed among the members of 
the family? If so, who did the planning for the 
assignments? How regularly are these assignments 
followed? Are the kinds of jobs done by the girls 
different from the jobs assigned to the boys? 

51. Do you ever have to change your own plans because 
of your child's school work? If so, what kinds of 
plans have you had to change? 

52. Have you had to give up anything that you wanted, 
in order to provide for the present or future edu
cation of your children? 
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53. Do you or your husband have any hobbies, or take 
any courses? If so, what? How did you get in
volved in this? How are you doing it, formally or 
informally? 

54. What kinds of jobs do you think will actually be 
available for your children when they become 
adults? 

55. What kinds of jobs were available to you and your 
husband when you began your family? 

56. When your children are playing do you talk to them 
much? Can you think of some examples of the kinds 
of things you talk about? 

57. Do you think that the schooling you and your hus
band obtained has been very helpful in attaining a 
"good life"? What do you consider a "good life" to 
be? Do you talk about this with your child? 

58. Could you name some of the things your child has 
had to play with? Do you talk with him as he 
plays? Examples. 

59. Do your children ever imitate behavior of any of 
your friends? Or TV or movie characters? 

60. What organizations or clubs do you belong to? What 
organizations or clubs do other members of your 
family belong to? 

61. Do most other people in these organizations live in 
your own neighborhood? Where do they live? 

62. How often do you actually participate in the organi
zational activities? In what ways do you or 

participate? Have you held office in 
the organization? 

63. Where do you usually shop for groceries? Other 
goods? How often? Can you name some of the busi
nesses you have visited during the past two weeks? 
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r/r 

5 64. How often do you go to other areas of town shop
ping? What stores do you visit? What shopping 
centers have you visited lately? Has 
accompanied you? 

6 65. Where do your best friends live? How often do you 
see them? 

6 66. What other people do you enjoy being with? How 
often do you see them? 

7 67. If you could make one change in the life of your 
family, what would it be? 

8 68. If you suddenly inherited a large sum of money 
from a long-lost relative, what are some of the 
things you would do with the money? 

511 
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INTERVIEW SCHEDULE 

Judge No. 2 

Identification Number 35 Date of Interview 6/29/67 

Name of Interviewer 

Statement to respondent: We will be talking primarily about 
(Name of Child), your son (daughter), who is now in first 
(third) (sixth) grade. From time to time we will also want 
to talk about some of the other members of your family. 

R/R 

6 1. How do you expect to do in 
school? What kinds of grades do you expect him to 
receive? Why? What do you think his best subjects 
will be? His weakest? 

7 2. How do your other children (if any) generally do in 
school? Are you satisfied with their progress? 

7 3. What are your favorite recreational pastimes? 
Your husband's ? 
What recreational activities do you and your family 
engage in on weekends? 
What places have you visited on weekends during the 
past six months? 

8 4. How far ahead of time do you usually plan your 
weekends and vacation? Who usually makes the 
plans? 

6 5. Where have you, as a family, traveled during the 
past two years? 
Why were these particular places chosen? 
What specific activities take up most of your time 
at these places? 
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r/r 

8 6. What newspapers and/or magazines do you subscribe 
to? Do you encourage your children to read them? 
How do you encourage them? Do you discuss the 
articles or stories you have read when the children 
are present? Give examples. Do any of your chil
dren participate in such discussions? 

1 7. What kinds of lessons do your children take? (mu
sic, dance, etc.) How did they get started? 

7 8. What hobbies, if any, do your children have? How 
did they get interested in these hobbies? 

9 9. What kinds of toys, games, or books, has your child 
had during the past two years? 

7 10. Do your children know where the library is? Do 
they ever go there? If so, how often? With whom? 

7 11. What utensils or tools do you permit your child to 
operate or use? About how old was he when he began 
using them? Does someone explain the use of these 
and tell him their names? 

8 12. What kinds of things do you most frequently talk 
with your children about? Can you give an example 
of a recent conversation? 

7 13. When your children are home, where do they study? 
What kinds of supplies are available for them to 
work with when they study? 

9 14. Do you keep a dictionary in your home? If so, what 
kind and where are they kept? How often do your 
children use the dictionary? How often do you? 
When your children use the dictionary at whose in
vitation is it—yours, or theirs? 

9 15. Do you have an encyclopedia in your home? If so, 
what kind? When did you get it? Why? Where is 
it usually kept? How often do you use it? How 
often do your children use it? 
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9 16. Do you have any other kind of reference or fact 
book? When did you get it? Why? Where is it usu
ally kept? In what other ways does your child lo
cate answers to his questions? 

4 17. Did you teach your child to read or count or print 
his name or anything like that before he went to 
school? If so, how much? Do your older children 
receive homework assignments? Do you or your hus
band help them with their assignments? About how 
much time per week? 

7 18. Do you have any workbooks or other kinds of learn
ing materials which you use to help your children 
in their learning? What other steps do you take 
to insure that your child keeps up in his school 
work? 

7 19. How often do you and your husband discuss your 
children's progress in school? What usually re
sults from these discussions? 

9 20. When does your child usually eat dinner on week
days? Who eats with him? Who does most of the 
talking at the dinner table? About what? 

8 21. At what other times are you together as a family 
on weekdays? What are some of the things you do 
together at these times? 

9 22. What are some of the activities your husband en
gages in with the child on weekdays? On weekends? 

7 23. Are there any adults outside of you and your hus
band that your child is particularly friendly with? 
If so, what does he seem to like about them? What 
do you see as this person's special qualities? 

9 24. Do you read books or other materials to your child? 
If so, how old was the child when you began reading 
to him? How regularly do you or someone else read 
to him? What was the last book you read to him? 
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r/r 

6 25. About how many hours a week does he usually watch 
TV? Winter? Summer? What are his 
favorite programs? Do you ap
prove of them? If not, what do you do about them? 

6 26. What are your favorite TV programs? Did you rec-
commend that any of your children watch any partic
ular program in the past week? If so, which ones? 
Did you discuss any program with one of your chil
dren? 

9 27. How would you describe your child's language usage? 
Do you help him to increase his vocabulary? If so, 
how? Have you helped him to use words and senten
ces correctly and to pronounce words correctly? 

8 28. How much would you estimate you correct him in his 
speech? (give examples) How particular are you 
about your child's speech? Are there particular 
speech habits of his that you are working on? 
Give examples. 

9 29. How much schooling do you wish your child to re
ceive? 

9 30. How much schooling do you expect your child to re
ceive? 

5 31. Do you have any ideas about the kind of work you 
would like to see your child do when he grows up? 
Do you have any ideas about the kind of work you 
would not like your child to do? 

7 32. Is there any kind of job your husband has always 
wished he could have had? 

7 33. How does your husband feel about the kind of work 
he is doing? 
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7 34. How important has education been in achieving your 
goals in life? How much importance will education 
have in the life of your child? Will his future be 
affected if he doesn't get as much education as you 
hope he will? 

9 35- How much education do some of your close friends 
and relatives have? How much contact does your 
child have with these people? 

9 36. Have any of them gone to college, or do their 
children? Are there any who did not attend col
lege? Are there any who did not complete high 
school? 

9 37. Have you ever met with your child's present 
teacher? If so, when? Why? Who usually initiates 
parent-teacher conferences? is there any purpose 
for which you would like to meet with his teacher? 
What other ways are you in contact with the school? 

7 38. Do you approve of your child's best friends in the 
neighborhood and at school? What are some of the 
good or bad qualities of his friends? 

7 39. What are some of the activities and accomplishments 
of your child that you praise and approve of? What 
are some of the ways in which you show your ap
proval? Can you think of any specific thing you 
have shown approval of in the past few days? 

6 40. What kind of high school program would you want 
your child to enroll in? Why? 

9 41. How often does the school give report cards? Who 
usually signs it? Do both parents see it? In 
what ways do you use the report card? 

8 42. Do you discuss the school marks of your children 
with them? What particular things do you discuss 
with them? 
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Are there any things that the school does, or parts 
of the school's program that you disapprove of? 

Do you have college plans for your children? If 
so, have you prepared financially for this in any 
way? 

About how often do you ask your children how well 
they are doing in school? What particular things 
do you ask them? 

Do you think it is as important for a girl to re
ceive an education as it is for a boy? What par
ticular differences do you see in the educational 
needs of boys and girls? 

Do you think the school should assign homework? If 
so, how much time outside of school should a child 
spend on schoolwork each day? 

For your older children, is there any regular amount 
of time you have them study each day? 

Do your children help with the housework or yard-
work? What specific responsibilities do they have? 
How well do they carry these responsibilities out? 

Is the housework distributed among the members of 
the family? If so, who did the planning for the 
assignments? How regularly are these assignments 
followed? Are the kinds of jobs done by the girls 
different from the jobs assigned to the boys? 

Do you ever have to change your own plans because 
of your child's school work? If so, what kinds of 
plans have you had to change? 

Have you had to give up anything that you wanted, 
in order to provide for the present or future edu
cation of your children? 
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53. Do you or your husband have any hobbies, or take 
any courses? If so, what? How did you get in
volved in this? How are you doing it, formally or 
informally? 

54. What kinds of jobs do you think will actually be 
available for your children when they become 
adults? 

55. What kinds of jobs were available to you and your 
husband when you began your family? 

56. When your children are playing do you talk to them 
much? Can you think of some examples of the kinds 
of things you talk about? 

57. Do you think that the schooling you and your hus
band obtained has been very helpful in attaining a 
"good life"? What do you consider a "good life" to 
be? Do you talk about this with your child? 

58. Could you name some of the things your child has 
had to play with? Do you talk with him as he 
plays? Examples. 

59. Do your children ever imitate behavior of any of 
your friends? Or TV or movie characters? 

60. What organizations or clubs do you belong to? What 
organizations or clubs do other members of your 
family belong to? 

61. Do most other people in these organizations live in 
your own neighborhood? Where do they live? 

62. How often do you actually participate in the or
ganizational activities? In what ways do you or 

participate? Have you held 
office in the organization? 

63. Where do you usually shop for groceries? Other 
goods? How often? Can you name some of the busi
nesses you have visited during the past two weeks? 
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5 64. How often do you go to other areas of town shop
ping? What stores do you visit? What shopping 
centers have you visited lately? Has 
accompanied you? 

6 65. Where do your best friends live? How often do you 
see them? 

7 66. What other people do you enjoy being with? How 
often do you see them? 

7 67. If you could make one change in the life of your 
family, what would it be? 

8 68. If you suddenly inherited a large sum of money 
from a long-lost relative, what are some of the 
things you would do with the money? 
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INTERVIEW WITH LOUIS 

This child was randomly selected from the group of first-
grade children in the control group. This part of the inter
view involves administration of the McClelland Achievement 
test, interview for attitudes and interest, and investiga
tion of mother-son language patterns. 

Examiner: Louis, this is called the Achievement Motivation 

Test. I will show you some pictures. Now, when I show 

you these pictures, there are four things I want you to 

keep in mind: the idea of you're going to make up a 

little story about this. And the story you're going to 

make up is about: what is happening, what has led up 

to this, in other words., what happens now, and what 

happened before . . . what things led up to it before 

this point right here. What is being thought . . . and 

what will happen next. Now you don't have to answer 

these questions by saying what is happening, what hap

pened before, what is being thought and what will happen 

next. You just don't answer those questions [examiner 

has written questions down for subject] one, two, three, 

four, but you make up a little story that kind of in

cludes this with it. Do you understand? 
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Subject: Yeah. You say like what is happening and then you 

make an answer to it. 

E: Yeah . . . the answer . . .I'm not worried about your 

giving a correct answer, but just, you know, while mak

ing up the story just kind of keep these questions in 

mind, okay? I'm going to jshow you this picture first, 

and you just look at it. 

S: What's he doing? 

E: What am I doing, or what's he doing? 

S: What's he doing? 

E: Well, that's for you to make up in your story, so you 

look at the picture very carefully. Okay, make up a 

little story about that picture. 

S: Shall I just tell it . . . or . . . 

E: Sure, just tell it. 

S: All right. Looks like he's baking a cake or something. 

Or melting a horseshoe . . . sort of making like some

thing into a car. 

E: That's a good idea. [Subject—long pause.] Is that 

all? 

S: And it looks like the man was dressed and what was he 

doing . . . and that's about it [laughs]. 

E: Okay . . . all right . . . now here's the next picture. 



250 

Same thing ... I want you to look at this, and then I 

want you to make up a story about the picture. 

S: Oh, I've got it now! 

E: Good . . . okay . . . 

S: The guy is thinking . . . thinking, uh . . . tired, mad 

[laughs]. 

E: Okay, can you think of anything else you want to say 

about it? 

S: Well, not much. That's all I can think . . . 

E: All right, fine . . . I've got another one here. Okay, 

remember—keep these questions in mind [points] to 

kinda help you make up your story [shows picture]. 

S: I've got an answer to that . . . [laughs] ... a good 

answer . . . 

E: I want to give you plenty of time so that you . . . okay 

. . . tell me about that one. 

S: The boy did something wrong and the man was talking to 

him i . . the father was talking to him about something 

• • • 

E: Okay, you can't think of anything else? 

S: No. 

E: Okay . . . here's the last one. Remember, this is not 

a question of right or wrong . . . it's just a question 
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about your making a little story about the picture . . . 

okay. 

S: Looks like he was operating . . . like they used to 

. . . or he's going to kill him with the knife . . . 

that's all. 

E: Okey dokey . . . fine and dandy . . . that was painless! 

Didn't hurt a bit, did it? 

Mother: Was that a sample ... or the actual test? 

E: That was the whole thing . . . McClelland's theoretical 

model is that . . . the achievement motive can be broken 

down into the need to achieve and other different cri

teria. In other words, stories can be goal-oriented 

positive, or goal-oriented negative and different things 

like that. Now after you've gone through the whole 

story you come out with all the composite score which 

gives you an index of achievement motivation which is a 

need to achieve . . . 

M: Um hum . . . 

E: So this is one of the factors, and I'm investigating 

• • • 

M: I was just wondering how you're going to evaluate this— 

break it down and ... a lot of it is, uh, 

E: Very subjective. Yes. 
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M: And psychologically, too. It, uh, has to be taken into 

consideration, too. 

E: Yes, it is, a lot of any achievement motivation. If you 

really want to get down to it, it is probably a psycho

logically oriented thing. We do everything as a result 

of how much motivation we generate. 

M: The interpretation of that last picture, uh, that Louis 

talked about. The first part was very good, but he . . . 

sort of overwhelmed me with that bit about killing. 

E: Oh, this is pretty typical for boys. There's nothing 

alarming with that [laughs]. 

M: [Laughing] And here we come from a family of medical 

people! 

E: This is true ... a lot of times you encounter in the 

classical Rorschach test a picture that resembles a 

couple of witches brewing a big cauldron and you know, 

some people, mostly children, say: "Oh, there's a 

couple of witches brewing up a brew with frogs and 

snakes and everything." A lot of people get real ex

cited; but this is a very typical answer. There's no 

question this has nothing to do with a personality 

evaluation. 
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M: Will you have a psychologist helping you or working with 

you on this ... to help evaluate this? 

E: No ma 1  am. 

M: You've really set up quite a task for yourself. 

E: All right, I'm going to ask you some questions here and 

I want you to give me your opinion on what you think now 

. . .I'm interested in what you think . . . and there's 

no right or wrong answers . . . just what you feel and 

what you think . . . give me the best that you can and 

. . . what do you think that your mother thinks about 

education? What do you think she thinks about educa

tion? Now that's a real hard question for a little boy 

in first grade, but you've done so well today I'm sure 

you can have an answer for me for that! 

S: She wants me to get an education. 

E: You think that Momma thinks you should get an education 

—that's a good answer. What do you think a mother's 

role in the family is? By that I mean, what do you 

think a mother should do in a family? What do you think 

your mother should do in the family? 

S: [Laughs and mumbles]. 

E: What, I'm sorry, I didn't catch that one. 

S: If I say this, you'll laugh. 
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E: Well, that's all right, we don't mind laughing about 

anything! 

S: [Still laughing] Take me to the movies. 

E: You think your mother should take you to the movies? 

Fine, that's fine. What else do you think your mother 

should do ... or any mother should do, for that mat

ter? 

S: Stay outa the house. 

E: Stay out of the house? 

S: And stay out! 

E: You'll have to tell me a little more about that, because 

I don't quite understand. 

S: Well, stay outa the house and don't bug her! 

E: No, no ... I want you to tell me what you think your 

mother should do . . . what the mother's job is. 

S: Make lunch [laughs]. 

E: That's a good thing. 

S: When I'm hungry. 

E: Let me ask you this . . . what do you like or dislike 

about the books you have here at home? 

S: Ummm . .. I like to read 'em. 

E: Do you think you've got enough of them? 

S: Yeah. 
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E: Can you use them whenever you want to? 

S: Yes . . . except if I want to use one of those books up 

there or one of my mother's garden ones I'll have to ask 

her. 

E: Oh, well^ that's all right. Now, I want you to think 

back for a second, Louis, back to school . . . and what 

I want you to do now is think about your getting up in 

the morning and what time you get up, what you do, how 

long it takes you to do it . . . just sort of take me 

through one of your school days. 

S: I get up, um, around 7:00, make my bed, get dressed, 

have breakfast and . . . 

E: How long does that all take? 

S: Around an hour or so . . . half an hour . . . about a 

half an hour. 

E: Go on. 

S: And then I have to walk to school. I walk sometimes; I 

take the bus . . . I've never rode my bike. 

E: Okay . . . how long does it take you to get to school 

usually? 

S: About twenty or fifteen minutes. 

E: Is there anything in particular you do on the way or do 

you just sort of go there? 
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S: Oh, I just go there . . . one time I, in school I was 

walking and I found this butterfly drying so I brought 

it, and it dried in the classroom and he just finished 

drying up in the classroom and when he started flying 

he landed on my finger so I let him outside the class

room and he flew away. 

E: Okay. Then you get up to school about 9:00 and then 

• • • 

S: The bell rings. 

E: After you get out of school ... we pretty well know 

what you do in school . . . what's your favorite subject 

in school . . . what do you like to do best in school? 

S: I like . . . after lunch the teacher lets us ... I 

forget what that's called . . . experiment on things 

like . . . she lets us, uh, lets a candle drip on things 

like, uh, you know, you hold the candle on fire and let 

its wax drip on it and when it dries it sort of looks 

good [laughs]. 

E: Okay, then after you get out of school tell me what you 

do from that time after you get out of school. 

S: Well, then I go home and I get dressed and I . . . 

E: Oh, what time do you get out of school, by the way? 

S: What time do I get out? 2:30. 



257 

E: 2:30 most of the time. What do you do then . . . when 

you get out? You start for home? 

S: Yeah . . . sometimes I take the bus, and sometimes I 

wait for my friends that I walk home with and . . . 

E: How long does that take when you walk home with your 

friends? 

S: Not so much . . . just about twenty minutes, I think. 

E: Okay . . . and then what do you do? 

S: When I get home I get dressed . . . sometimes I go out 

to play and then when I come in I watch TV but my mom 

wants me to stay out [laughs], so I stay out and then I 

find someone to play with and then I come home around 

dinnertime, and then I eat dinner and then I go out 

after dinner and have some ice cream. 

E: What time do you usually eat dinner? 

S : 5:00 or 5:30. 

E: And then after you eat dinner what do you do? 

S: I eat ice cream or wait until I'm watching TV at night 

. . . and sometimes I take an ice cream bar with some 

licorice. 

E: Okay . . . how long after you've had your ice cream or 

licorice do you . . . what do you do then? 
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S: Well, I sit down and watch TV a lot . . . every night I 

watch "McHale's Navy." 

E: What time do you usually go to bed? 

S: Last night I went at 10:00. 

E: But I'm thinking about a school night . . . I . . . 

S: School night1 7:30 or 8:00. 

E: Okay, now what I want you to think about ... a weekend 

. . . what do you usually do on a weekend? What time do 

you usually get up on a weekend? 

S: Oh [laughs], real early . . . around 6:00 . . . and I 

watch TV. Cartoons, mostly cartoons. 

E: Um hum . . . then what do you do? 

S: Then I wake everybody up . . . everybody gets up . . . 

and after that I get dressed and my father works out

side. Sometimes I help him and sometimes I go out and 

play. 

E: Then what? 

S: I play outside for a while, then I come back in the house 

to watch "The Roadrunner." 

E: Hmmm. That's in the morning. How long do you watch 

"The Roadrunner"? 

S: I think it's on for half an hour or fifteen minutes. 

E: Then what do you do after that? 
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S: Then I go outside . . . or I stay in and watch cartoons. 

E: When do you eat lunch? 

S :  Y e a h  . . .  I ea t  a b o u t  n o o n .  

E: Let's say, what did you do last weekend, maybe that'll 

help . . . 

S: What did I do last weekend? We went to Corriganville, 

but it was closed and so we went to Jungleland. I was 

riding on an elephant and this parrot kept on going 

[imitates sound] . . . well, it wasn't a parrot, it was 

a . . . what was that called, Mom? 

M: I didn't go on the ride. I don't know. 

S: You know, the one that was whistling [imitates sound] 

to Daddy. 

M: Parrot. 

S: That wasn't a parrot, was it? 

E: Was this Saturday or Sunday? 

S: Saturday. 

E: What about Sunday? 

S: I didn't do much on Sunday. 

M: Remember, you went with Daddy . . . 

E: Well, let's say this, what time did you get up on Sunday 

morning? 
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S: Sunday morning? [Long pause] Ummmm, same time usually 

[laughs]. I get up early every morning. 

E: Oh, do you [to mother] get up with him? 

M: Not at his ungodly hours . . . 6:00 . . . you know 

[laughs]. 

E: That is kind of rough [laughs]. 

M: He's an early riser. 

E: Let's see . . . did you go fishing last weekend? 

S: Yeah. 

E: Sounds fun . . . how long did you go fishing? 

S: Two hours or so . . .we caught a lot of fish but we 

threw them in. 

E: [Laughs] What time did you get back home? 

S: Around 9:00 or 10:00. 

E: And what time did you get to bed? 

S: Then . . . 9:00, was it then? 

M: No, we went to bed early Sunday . . . 

S: That was 8:00 then. 

E: Oh, so you got back from fishing at 9 or 10 in the morn

ing? 

M: Right, that was an early one. They left out real early. 

E: Okay, fine. Well, what did you do between the time you 

got to bed and the time you got back from fishing? 
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S: Well, when I went to bed I had a hard time getting to 

sleep. 

E: What did you do during the day? 

S: Well, I had lunch and then I went outside. 

M: [Whispers to subject] You played in the garage and 

cleaned the yard. 

E: Oh, so you played in the garage and cleaned the yard 

. . . that took most of your day? 

S: Yes, but I didn't clean the garage. 

M: You sorted out toys and things . . . remember? 

S: Oh yeah, and we took some stuff to the garbage dump. 

My father backed the truck in right to the garbage. 

E: That it? 

S: Yeah . . . [to mother] that it? 

E: That takes care of all the questions. Now the last 

thing we're going to do is just going to take a couple 

of minutes. What I'm going to do is I'm going to give 

your mother two words here . . . and she's going to 

teach them to you. So these two words . . .I'm not 

worried about you ever remembering these beyond today, 

but I want to hear how you answer your mother when she 

gives you something that is completely unfamiliar and 
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new to you. At least I hope both of these words are new 

to you. 

M: Do I have to use the sentence . . . 

E: No . . . these are just kind of guidelines. 

M: The word is "shock." 

S: Shock. 

M: Do you know what "shock" means? Without my giving you a 

sentence? 

S: You mean like getting a shock on your finger when you're 

pulling a plug? . . . sometimes. 

M: That's very good. It coincides with the sentence here, 

"The light gave him a shock." Very good. Lacerated 

• • • 

S: What's that? 

M: Try to think of something [whispered]. Ummm, a jagged 

piece of glass . . . I'm going to be using it in the 

wrong tense . . . gave the boy a laceration. 

E: That's fine [whispered]. 

S: A laceration? A cut? 

M: That's right. 

E: Very good. Pine, thank you very much. See, that was 

relatively painless. 

M: Yes, it was! 
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E: Okay, Louis, as far as I'm concerned, you're free to go. 

Interview with Louis's Mother 

This part of the interview includes gathering data for the 
questionnaire, and also the interview schedule. 

E: Now, your occupation is homemaker. Your husband's occu

pation is . . . 

M: Accounting manager. 

E: Accounting manager. Is he an accountant then? Is this 

the basic . . . 

M: He doesn't have his CPA, if that's what you mean. 

E :  N o  . . .  I  d i d n ' t  m e a n  t h a t  . . .  I  m e a n ,  w a s  h e  a n  

accountant first, and then he's advanced to this status? 

M: Well, originally, he started out as an electronics 

engineer and completed his business degree and then 

went into the accounting field. 

E: All right, fine. Number of children? 

M: Three. 

E: And that's two boys and one girl. What are the ages of 

the children? 

M: Dawn was eight in March, Louis was seven in February, 

and Greg was just five the tenth of July. 

E: Okay, so the girl is the oldest. 
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M: Yes. 

E: That's Dawn. D-a-w-n? 

M: Right. 

E: The reason I did that, is later when I hear the tape I 

don't want to think of Dawn as a boy! [laughter from 

both]. Now, how many years of schooling . . . formal 

education . . . have you had? 

M: I had six months left of nursing . . . 

E: Three and a half years above high school, then? 

M: Yes. 

E: Okay, have you ever had any occupation besides home-

maker? 

M: At first . . . the first seven or eight months of our 

marriage I worked at Westinghouse Broadcasting Company, 

as accounting clerk. 

E: Okay. Do you have outside activities now that you work 

in? 

M: Clubs? 

E: Yes. 

M: No, not at present. 

E: Okay, I know you have a home library. Approximately how 

many—excluding children's books—how many volumes do 

you have? 
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M: When you say volumes, do you mean sets? 

E: No . . . volumes . . . 

M: Oh, I'd say about 250. 

E: Okay, how many children1s books would you estimate? 

M: About 100. 

E: Okay, now types of books that you have . . . you have 

reference? 

M: Yes. 

E: Classical works by Shakespeare and what have you? 

M: Yes. 

E: Poetry . . . books of poetry? 

M: Yes, we do. 

E: Classics? By that I mean Twain, Poe, Emerson. 

M: Yes. 

E: Contemporary works like Hemingway? 

M: Yes. 

E: Leisure type of books, such as, uh . . . 

M: Yes, we do . . . fiction and non-fiction. 

E: Textbooks ? 

M: Can I consider my encyclopedias and my husband's manage

ment books? 

E: Right, yes. 

M: And Geography of the World. 
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E: Yes, and any old college textbooks that you may have. 

M: Yes. 

E: Do you subscribe to any periodicals? 

M: Yes. 

E: Any sports magazines? 

M: No. 

E: Any leisure magazines, like McCall's . . . 

M: Yes, McCall's, Journal, and let's see . . . Redbook. 

E: News magazines such as Life, Look, Newsweek? 

M: We have Newsweek and Business Week. 

E: Educational journals, like National Geographic? 

M: Heart of Business Review . . . would that be considered, 

I . . . 

E: Well . . . that's more of a technical or professional 

journal, I would say, because he takes that in connec

tion with his work, doesn't he? 

M: Yeah. 

E: Do you subscribe to a newspaper? 

M: Yes. 

E: On an average, how much time a day do you spend helping 

Louis study? 

M: Well, again, this . . . [Louis interrupts] . . . dar

ling, would you please go out? 
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S: I want to finish my picture. 

M: Please, then, go in your room and do it. 

S : All right. 

M: My husband thinks I'm a little too firm with Louis, 

because I know he has the potential . . . again, this is 

where we back up against each other. Some . . . if he's 

having a difficult problem at school, I go and see what 

can be done about it. And then I come home and I will 

put the fire under Louis. Then Bill carries on from 

there, because he feels I'm a little too hard on . . . 

E: Okay, well, let's give this as much a quantitative as

pect as we can. Maybe I can give you some help. Do you 

help him less than ten minutes a day, around ten minutes 

a day . . . fifteen . . . thirty ... an hour? 

M: Whenever I'm called upon, I will spend as much time as 

he needs . . . whether it be an hour, or a half an hour 

. . . but it isn't constant. 

E: So it fluctuates, then, depending on the need. 

M: Yes. 

E: Of that time that you do help him, how much of that time 

do you spend on reading or reading skills? 

M: Oh, I read with them all, so they read almost every eve

ning. We have a reading session before bed. 



268 

E: Okay, but I mean when you're helping him work, for in

stance, like what you did with him . . . that could be 

classified as a reading skill; where you taught him a 

word, or you help him figure out words ... is there 

any time that has been spent on that in connection with 

school work? 

M: Yes, like when he was having a problem with reading, 

there were times when I lose patience with him, because 

he'll guess at practically every word on the page, and 

a page or two before that he knew the word, but when 

it came up on the next two pages he didn't know it and 

I would get angry with him . . . 

E: Do you feel right now that Louis is reading above his 

ability, at his ability, or below his ability? 

M: I believe, below. 

E: How many bedrooms does this house have? 

M: Three. 

E: Three bedrooms . . . does Louis have a room of his own? 

M: No, he shares it . . . before he . . . back East . . . 

had a room of his own, but here, price-wise, stopped us, 

so we had to settle for a three bedroom. 

E: So he shares with his brother? 

M: Yes. 
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E: And he is the middle child, right? 

M: Louis, yes. This is the first time they've shared a 

room, incidentally . . . and it hasn't worked out. 

S: May I please come in the living room, Mama? 

E: How far do you expect Louis to go in school? What 

grades do you expect him to receive? Why do you feel 

this way? 

M: Well, I feel he's above average. I don't say he's the 

best student ... I don't think he will, I'm not ex

pecting that of him, but I know he can do a little bet

ter than average. And I expect him to complete school 

. . . that I will try to uphold. Through high school. 

E: What are his best subjects? 

M: He likes the study of insects. He likes to experiment. 

I believe he's pretty good at math, from what I've seen. 

E: What do you consider his weakest? 

M: penmanship. 

E: How do your other children generally do in school? 

M: Dawn is an A-l student. 

E: What are your favorite recreational pastimes? 

M: I like to do art workj I enjoy reading; I love cooking. 

E: Your husband's? 

M: Oh dear . . . music ... he isn't sports-minded at all, 
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although he loves hunting, which he hasn't been able to 

do since we've moved here. 

E: What recreational activities do you and your family en

gage in on weekends? Maybe to clarify this, you might 

think of places you've been to during the past six 

months. 

M: Disneyland, Marineland, Jungleland . . . twice, we tried 

to get to Corriganville which has been closed, Undersea 

Gardens, Botanic Gardens. We're trying to do a lot of 

sightseeing within a close range of home. 

E: How far ahead do you usually plan your weekends and 

vacations? Who usually makes the plans? 

M: Well, Bill and I both do. We don't plan that far ahead 

. . . we can't. Because nine times out of ten, he'll 

receive a call from back East that he has to be in the 

office to do some special work, so it's usually last-

minute planning, but we do work on it together. We have 

a book to help us, Wonderful Places to Take Children. 

E: Where have you, as a family, traveled during the past 

two years? Why were these particular places chosen, and 

what specific activities take up most of your time at 

these places? 

M: My husband's work was a transfer from Gardena, California 
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to Massachusetts. We lived there for a year, and then 

to Santa Barbara for about two years. 

E: To what kind of lessons do your children take, such as 

musical or dancing? 

M: Nothing. 

E: What hobbies, if any, do your children have, and how did 

they get interested in them? 

M: Well, we have the terrarium, it was a fish tank at one 

time, but now it's a terrarium . . . they enjoy animals, 

i n s e c t s ,  a n d  .  .  .  hmm m  . . .  

E: Maybe this will help . . . what kind of toys, games, or 

books has Louis had during the past two years? 

M: Everything from an Erector Set down to using my hus

band's nuts and bolts and things. He loves to do . . . 

put things together just as Greg does . . . they like 

puzzles . . . all of them. Toys . . . just about 

everything imaginable in that closet . . . and Louis 

does like to pick out a book and look at it. 

E: Do the children know where the library is? Do they ever 

go there? 

M: Um hum, they go to the library in Goleta. 

E: With whom, and how often do they go? 

M: With me, during the day . . . once every three or four 
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months . . . when something special comes up that we 

don't have covered here, or haven't been able to cover. 

E: Does he enjoy going to the library? 

M :  A t  t i m e s  . . .  it d e p e n d s .  I f  h i s  f r i e n d s  a r e  a r o u n d  

then he doesn't want to go. 

E: Where besides the library do you or the children obtain 

books? 

M: We did belong to a book club, but I can't remember the 

name of it. 

E: What kinds of books do you like to see your children 

read? 

M: Anything that pleases them ... we have biographies 

... in simple form. We have insect books for them. 

Grimm's Fairy Tales, all the Mary Poppins books they've 

had . . . and we have some jungle books for them. And 

then of course, we have the Dr. Seuss books and the 

Little Golden Books. 

E: What utensils or tools do you permit Louis to operate? 

How old was he when he started using these? 

M: He uses a hammer and a screwdriver, and he uses them 

well. I believe he started in his first-grade class. 

He made a little truck for a farm, and brought it home 

at the end of the year ... he was very pleased, proud 
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of it. Again, ray husband does woodworking and he helps 

Louis out. 

E: So he was about six when he started? 

M: Um hum. 

E: Was any direction given in safety of various tools? 

M: Yes, my "husband. 

E: What kinds of things do you most frequently talk about 

with your children, and could you give me an example of 

a recent conversation that you would consider interest

ing? 

M: Yes . . . the riots. Dawn came up with that she didn't 

like the Negro people because of all the rioting. We 

told her that was the wrong way to feel . . . that it 

wasn't just the Negroes that were doing it . . . there 

were white people too. I think that sort of settled 

her question. Louis is very interested with the news, 

too, and I think I can say he goes off on tangents 

. . . he likes to get up before the class and expound 

on it. 

E: Does Louis ever have homework? 

M: No! This was a big problem ... we found out that he 

was hiding his papers in his desk . . . and I . . . his 

teacher said he had a problem at school, so I went to 



see her and she said that Louis said he was finished 

with his work and I don't see anything, and she wanted 

to know what the problem was. So I said, "Take a look 

in his desk," and sure enough, there they were, hidden 

away. So he wasn't coming home until I gave him a good 

talking to, and it was a good talking to that he got 

from me, and then his teacher said that it really showed 

that somebody had talked to him. 

Do you have a dictionary in the home, and if so, what 

kind, and where is it kept? 

Yes. I've got the Unabridged—two volumes—we have the 

Columbia Technical Encyclopedia, Cambridge Technical, 

Northeast Scientific Encyclopedia, Oxford Universal 

Dictionary . . . 

You have about six dictionaries, then, and they're kept 

in the living room also? How often does Louis use the 

dictionary? 

Yes . . . both children know how to use the encyclo

pedia . 

How often does he use the dictionary, would you say? 

Not too frequently . . . when something that my husband 

can't answer, that he feels correct enough, then he'll 
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send him to the dictionary. But he learned to use it 

before he went to school. 

E: How often do you use a dictionary? 

M: Not at all [laughter]. 

E: When Louis uses the dictionary, whose initiation is it, 

yours or his? 

M: Mine, because the questions come up during the day . . . 

something that happened at school or . . . 

E: What other ways has he of learning new words? 

M: Encyclopedia, and from other books. 

E: What kind is it? 

M: Columbia. 

E: About when did you get it? 

M: Two years ago. 

E; Why did you get it? 

M: A salesman came around and I thought that we should have 

an up-to-date set. 

E: Is it usually kept in this room? Would you call this a 

family room? 

M: Yes. 

E: How often do you use it? 

M: I used it yesterday ... to look up the history of the, 

uh, calendar. 
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E: How often does Louis use it? 

M: Not too often, but he used it today . . . looking up the 

sea. A sea shell he happened to have, and saw that it 

came from Hawaii and he wanted to try and identify it. 

E: Would you say once a week, once a month, twice a month? 

M: I can't say . . . sometimes it will go for a month or 

two without being touched, and then at times we'll use 

it once or twice a week. 

E: I heard you mention the [not clear]. Do you have any 

other kinds of reference books along that line? 

M: Would you consider the Scientific Encyclopedia one, and 

Chambers Technical Manual? 

E: Yes, that will be fine. 

M: Oh, there are many in there . . . we've religious en

cyclopedias, too. 

E: Did you teach your child to read, count, print his name, 

or any similar activity prior to entering school? 

M: With Louis, no. We had trouble at home, back in Sels-

berry, Massachusetts. It was a private kindergarten 

. . . they don't have kindergartens in public schools in 

Selsberry, and they teach every letter in the alphabet, 

they know how to write it and they can write their name. 

And, uh, Louis almost flunked out because he was just 
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not ready for it, and we transferred here in January, in 

kindergarten and he was afraid to go. This was January, 

1965; he thought it would be the same thing that he had 

back in Selsberry, only he found out it was a big play 

room, and he enjoyed it immensely. It gave him a whole 

new outlook on school. But he's such a big boy for his 

age, and his coordination wasn't good, and I think that 

was all against him. It still isn't good . . . hand 

still quivers when he writes. 

Do you have any workbooks or other kinds of learning 

materials which can be used to help him in his learn

ing? 

Um hum. They're right here. 

Oh, the New Mathematics. 

In fact, we bought ourselves a book on the new math 

. . . so we could understand it. But they get the High

lights magazine and the Jack and Jill. 

How often do you and your husband discuss Louis's prog

ress? What usually results from these discussions? 

Oh dear . . . that's so difficult to answer. When, for 

instance, I received a call from school and I have to 

go . . . it's only been twice . . . that Louis isn't 

doing as well as he should . . . and I go . . . and I 
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would come home and lecture Louis . - . and he'd do well 

for a while and then he'd slip back, and then I'd start 

in again and my husband considers that I'm much too hard 

on him, so I let my husband take over . . . and that 

didn't quite work out too well. So it seems that we're 

back to back when it comes to the children's education, 

and what should be done and what shouldn't be done. 

There seems to be a lack of communication . . . and then 

I'll just get disgusted and drop on out, and say, "You • 

handle it, and you go to school," and I believe he was 

in once. 

E: When does Louis usually eat dinner on weekends? 

M: We have a pretty set-type schedule . . . usually 1:30 

for lunch, and dinner is at 5:00, 5:30. 

E; With whom does he eat? 

M: All of us . . .we all eat together. 

E: Who does most of the talking at the dinner table? What 

is usually the main topic of conversation? 

M: Dad . . . what happens during the day. 

E: At what times are you together as a family during week

days, and what are some of the things you do together 

during these times? 
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M :  W e e k d a y s  . . .  my h u s b a n d  g e t s  h o m e  a t  5 : 1 5  o r  5 : 3 0  a n d  

we eat; then we're together the rest of the evening. 

E: What are some of the activities that you do together 

during this time? 

M: Ohj woodworking; my husband takes the kids out in the 

garage and builds them something. Tonight he's coming 

home with a motor for Gregory. Or the boys go out to

gether and look for insects for the terrarium., and lit

tle trips . . . maybe a trip to the ice cream store, 

Baskin Robbins, or a little drive around town. Then we 

come home and put the children to bed. Summer months 

we let them stay up a little bit later. 

E: Are there any adults outside the home with whom your 

child is particularly friendly? 

M: Yes, Mrs. Enderson, down the street. 

E: What does he seem to like about her? 

M: I think he just enjoys going there, because she gives 

him free rein. He can run around the house all day long. 

E: How often does your child see this person? 

M: Well, now that I'm helping out at school, both children 

dropped out of summer school. Dawn was very disen

chanted, she had a very bad experience, and Louis just 
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followed suit because Dawn did. So Mrs. Enderson minds 

them for two hours every other day. 

E: Do you read books to the children? 

M: Yes. 

E: How old was Louis when you began reading to him? 

M: When we began reading to him? About two years old . . . 

three. 

E: How regularly do you read to him? 

M: Almost every night. 

E: What was the last book you read to him? 

M: Just today, The Sea. 

E: Does your husband read with Louis? 

M: Not very often. 

E: How many hours a week is he able to watch TV in the win

ter, and then in the summer? 

M: He seems to have TV on the brain, and I don't permit 

this. This is why I'm always trying to get him to go 

outside to play, or get his friends and do something 

constructive. If I let Louis watch TV he would almost 

constantly. I'm not an advocate of this. 

E: During the winter, school months, how many hours a day, 

or week, would you say he watches TV? 
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M: In the evening he has permission to watch TV for almost 

two hours. 

E: And in the summer? 

M: Summer's a little bit more because he gets up so early 

in the morning and he does come in and watch it. So I'd 

say maybe a total of three hours. 

E: What are his favorite programs? 

M: "McHale's Navy" and "The Beverly Hillbillies," and he 

loves the cartoons. 

E: Do you approve of them? 

M: "Beverly Hillbillies," yesj "McHale's Navy" is ... a 

. . . ridiculous comedy; and some of the cartoons I 

don't quite approve of. 

E: What do you do about those you don't approve of? 

M: Oh, I just forbid him to watch. There are two soap 

operas that I watch, and they're not allowed to come in 

the room. 

E: What are your favorite TV programs? 

M: I like to watch "The Merv Griffin Show," any of the 

specials, and I enjoy the one with Vincent Price . . . 

"If These Walls Could Speak" ... I love history. 

E: Did you let your children watch any particular program 

within the last week; if so, which one? 
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M: I didn't. 

E: How would you describe Louis's language usage? 

M: I think he has a wonderful vocabulary. 

E: How do you help him increase his vocabulary? 

M: Just by talking, conversation^ reading. 

E: Have you helped him use words in sentences correctly? 

M :  Y e s  .  .  .I ' m  f o r e v e r  c o n t r a d i c t i n g  t h e m  w h e n  t h e y ' r e  

wrong and correcting them. 

E: How much do you estimate you correct him in his speech 

. . . and would you give an example? 

M: Well, he came out with one today ... at the table 

h e r e  . . .  he u s e d  i t  i n  t h e  w r o n g  f o r m  .  .  .  [la u g h 

ter] but I can't remember what it was! 

E: How much schooling do you wish for Louis to receive? 

M: I'd like to see him go on through college and even then 

some. 

E: Have you made any concrete plans to insure his future 

schooling? 

M: Yes, we have mutual funds. 

E: Do you have any ideas about what kind of work you'd 

like to see him do when he grows up? 

M: No . . . that's all up to Louis. 
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E: Do you have any ideas about what kind of work you would 

not like to see him do? 

M :  N o  . . .  a s  l o n g  a s  i t ' s  a n  h o n e s t  l i v i n g .  

E: Is there any kind of a job your husband wished he could 

have had? 

M: If so, he's never spoken about it ... at times he was 

sorry that he didn't stay in the medical profession and 

become a pediatrician. 

E: How does he feel about what he's doing now? 

M: Very happy with it. 

E: How important has education been in achieving your goals 

in life? 

M: I must say I haven't completed it so therefore I don't 

feel that I've reached my goal and I hope that when 

the children are all in school, that I'd like to go 

back and complete my nursing, which would mean that I 

would have to start all over again . . . because it's 

been well over seven years. So I would have to start 

from scratch. But I would like to have that behind me. 

E: I don't see anything wrong with that. How much impor

tance will education have in the life of Louis? 

M: Well, he's going to be the breadwinner someday, we hope. 
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E: Let me ask you this—will his future be affected if he 

doesn't get as much education as you hope he will? 

M: I think it will. 

E: How much education does he feel he needs? 

M: Well, even now, he has talked about quitting school at 

times. But we just try and talk him right out of that. 

E: How much education do some of your close friends and 

relatives have? How much contact does he have with 

these people? 

M: Well, most of them are in the medical profession . . . 

so when back on the East coast we were close . . . now 

we're not. We have no family here. 

E: Well, let's see—how well do you know your child's 

present teacher, and who initiates conferences? 

M: Me, I have written notes on the back of the report card 

to her asking for a conference or something so we1ve 

met several times. 

E: Do you approve of your child's best friends in the 

neighborhood and at school? 

M: No . . . not at school . . .we've been over that too. 

E: What are some of the bad qualities these friends possess 

that you disagree with? 

M: Stealing, lying . . . he's in Louis's class and it seems 
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that Louis draws them like a magnet. Well, with this 

one particular boy I advocated it. He seemed extremely 

polite, very nice to have around except that he would 

come at 6:30 in front of the windows and make sure that 

Louis was up if he wasn't. And at 11:30 in the morning 

I'd get a phone call from the mother . . . would I 

please send him home for breakfast, which I did; though 

I was a little shocked, the boy would come back without 

having lunch, perhaps dinner, and this went all last 

summer until toys began to be missing out of the house. 

I asked my children about it and they said they didn't 

take it . . . one day I had a ten dollar bill over 

there and he went out and threw the bill on the grass 

which I didn't find. I went to school about it and 

asked the teacher to have them separated and they ended 

up back together again . . . even on lunch hours. I 

went right back again. Well, now the boy's under psy

chiatric care. 

E: What kind of high school program would you want Louis to 

enroll in? 

M: Again, it's Louis's potential . . . what he would be 

best suited for . . .I'd like to see an academic 
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program for him, but if he can't manage it, maybe tech

nical or something. 

E: Before this next question, I want to assure you that it 

is confidential . . . the answer is confidential . . . 

and I will not say anything about it at all, one way or 

the other. Is there anything at the school, or are 

there any things that the school does or parts of the 

school program that you strongly disapprove of? Or 

especially approve of? And do you voice your approval 

or disapproval to your child? 

M: There was one last year, with Dawn, evidently the funds 

didn't go through and it was a teacher's way of brain

washing the child. She lost her book and was told out

right that I would have to get them for her because the 

school could not afford to give her any more; also, an 

eraser. She came home and asked me for an eraser, and 

I said I thought that was up to the school to furnish. 

Again, she came home and said, "Sorry, Mom, you have to 

get it for me," and another thing was a pair of scis

sors . I felt the teacher was wrong in doing what she 

did and I was up in arms over this. But as far as the 

curriculum, I don't . . . I'm not a teacher so I really 

don't know but I feel they were behind, compared to the 
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East coast. At least in second grade. Dawn was a lit

tl e  b i t  a h e a d  b u t  f o r  L o u i s ,  i t  g a v e  h i m  t i m e  . . .  I 

guess it depends on the child and his ability. 

E: About how often do you ask your child how well he is 

doing in school? 

M: Every dayj he comes home and I ask him., "What did you 

do?" or "What did she do?" and "How did it go?" 

E: Do you think that it is as important for a girl to 

achieve an education as it is for a boy? 

M: Oh, yes. 

E: Do you see any particular differences in the needs 

(educational) of boys and girls? 

M: Well, it's just nice to have something to fall back on 

. . .I'm using myself ... I wish that I had finished 

my nursing, but I didn't. 

E: Do you think that a school should assign homeworkj if 

so, how much time outside of school should a child spend 

on it daily? 

M: At least an hour . . . uh . . . again I'm comparing this 

to Selsberry. Dawn was in first grade and she had home

work every night equivalent to an hour's work. And 

whereas here they don't seem to have it. 

E: Do your children help with the housework or yard work? 
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M: Yes. 

E: What specific responsibilities do they have? How faith

fully do they carry them out? 

M: Every morning, it's a ritual. They all make their beds, 

including Gregory. He's just started. We feel now he's 

going to kindergarten, he can make his bed. They take 

out the garbage, clear off the table. Greg loves to do 

weeding; he goes out and helps in the garden. 

E: Is the housework distributed among the members of the 

family? If so, who did the planning, the assignments, 

and how regularly are the assignments followed? 

M: I took care of all that. 

E: Do you ever have to change your own plans because of 

your child's work? If so, what kinds of plans have you 

had to change? 

M: No. 

E: Do you or your husband have any hobbies or taking 

courses, and if so, what, and how did you get involved 

with them? 

E: My hobby is painting, and I love to do interior decorat

ing. My husband loves hunting, but he hasn't been able 

to do any of it. And he has a coin collection . . . 

that's right ... I forgot about that. 
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E: What kinds of jobs do you think will actually be avail

able to your children when they become adults and what 

factors may prevent them from getting the kinds of jobs 

you would like to see them have? 

M: What jobs do I think would be available? Do you mean 

professionally? 

E: Well, I guess that could take clarification . . . actu

ally, . . . 

M: I don't like the word "job." 

E: All right, what kind of employment do you think will 

actually be available to your children when they become 

adults? 

M: Oh, I think there will be all sorts of things opening 

up . . . uh . . . space, scientific field, research. 

E: This is fine. What kinds of employment were available 

to you and your husband when you began your family? 

M: Well, my husband went to school the first two years of 

our marriage, and he worked part time for Raytheon; he's 

been with Raytheon ten years so . . . and I only worked 

at Westinghouse about seven or eight months. So I'd 

say rather limited. 

E: When your children are playing do you often talk with 

them, and can you think of some examples of the kinds 
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of things you talk about ... if you talk to 

them? 

M: Oh, we always talk. Out in the backyard; like where 

do things grow, and, uh, I seem to have an inquisitive 

group of children . . . they're curiosity seekers. 

E: Do you think the schooling you and your husband obtained 

has been very helpful in obtaining a good life? And 

what do you consider a good life to be, and do you talk 

about this with Louis? 

M: Louis seems to be money-conscious at this point ... I 

gather he has a little friend down the street that's 

always selling something . . . his father's a doctor, 

too . . . but he's always trying to make a dollar . . . 

and this seems to have made quite an impression on 

Louis. We've discussed it plenty of times, and I've 

asked Gregory . . . 

E: Do your children ever imitate behavior of any of your 

friends? Does he imitate any TV or movie characters? 

M: Louis is imitative ... of us. As for the other chil

dren, no. 

E: I think that this is probably . . .I'm just thinking 

out loud ... I think this word shouldn't be imitate, 

it should be emulate, because I don't think the question 
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is really getting at what they're trying to say here. 

I think what they're trying to say is, is there anybody 

that the child idolizes and imitates, or emulates, or 

tries to be like, is what I'm trying to say. Is there 

anybody around that he tries to be like . . . hero image 

or ... I remember when I was a kid, there was nobody 

but the Lone Ranger . . . and that's who I imitated all 

the time. 

M: No . . . the only thing I can say is that sometimes 

Louis acts so grown-up I never know who he is imitating 

... it might be Bill or myself. I find that a lot of 

times he is using a lot of my expressions, and at times 

he's using Bill's. 

E: What organizations or clubs do you have memberships in? 

M: In Children's Home Society . . . I'm not an actual mem

ber . My husband belongs to the National Accountant 

Association, and that's about it. 

E: Do any other people from your Children's Home Society 

live in this immediate neighborhood? 

M: Yes. My mother-in-law was just president . . . council 

president of . . . 

E: Where do you usually shop for groceries and other 

things? 
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M: Jordano's. 

E: How often do you go there? 

M: Every week . . . sometimes two or three times per week. 

E: Does Louis accompany you regularly? 

M: Yes. 

E: What are the names of some of the businesses you have 

visited during the last two weeks? 

M: Raytheon . . . taking a grand tour with my husband. 

E: How often do you go to other areas of town in order to 

shop? 

M: Two or three times a year . . . we go to Ventura. 

E: Where do your best friends live, and how often do you 

see them? 

M: They were all in the East coast ... we found Califor

nia to be very cold. 

E: It is, there's no concern because of the closeness, I 

guess. 

M: Oh, it's much more transient now. We have so many peo

ple coming in and out of California ... a lot of them 

are Easterners. 

E: What type of people do you enjoy being with? 

M: Informal people, although I myself am quite formal. 
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E: If you could make one change in the life of your family, 

what would it be? 

M: I like to live in California. I don't think I'd want 

to live anywhere else. 

E: If you suddenly inherited a large sum of money from a 

long-lost relative, what are some of the things you 

would like to do with the money? 

M: Oh . . . set up accounts for the children's schooling. 

E: That takes care of that . . . thank you very much. 
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The rating scales presented in the following pages 

were used in quantifying the Environmental Process Variables 

described earlier in this study. The rating scales are 

based on the doctoral research instruments used by Dave 

(1963) with modifications by Henderson (1966). Some scales 

are taken directly from both Dave's and Henderson's investi

gations. Other scales are modifications of those presented 

in the original instrument. Several additional character

istics were evaluated by scales developed specifically for 

this research. Readers who wish to examine the original 

rating scales will find them presented in the doctoral dis

sertations of the researchers named above. 
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la: PARENTAL ASPIRATIONS FOR THE EDUCATION OF THE CHILD 

Criteria: -tJature of the educational and vocational goals 
—Level of expectation of the educational accom
plishment . 

Questions: 1, 2, 29, 30, 32, 34, 46. 

Rating 
Scale: 

9 

8 

7 

6 

5 

4 

3 

2 

1 

Beyond four years of college. Occupational 
expectation requiring very high education. 
Expectation of best grades in school. 

Four years of college. Occupational expecta
tion requiring high education. Expectation of 
B's with some A's. 

At least through high school. Some college 
education desired. Moderately high occupa
tional aspiration. Expectation of average or 
above-average grades. 

Only up to high school. Very moderate and 
uncertain occupational expectation. Concerned 
more with deportment than with grades. 

Absence of any long-term educational and voca
tional goals. Only narrow and immediate goals, 
No expectations about grades, or lack of com
prehension of marking system. 
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lb: PARENTS' OWN ASPIRATIONS 

Criteria: -present accomplishments 
—Means of the accomplishments 
—Future aspirations 

Questions: 31, 32, 33, 34, 55, 60, 63, 73, 74 

Rating 
Scale: 

Very high accomplishments already attained. 
Education used as most important means of 

9 accomplishments, or a very keen feeling of not 
having enough education. Still very high 
aspirations. 

8 
High accomplishments already attained. Educa-

^ tion used as one of the chief means of the 
accomplishments, or a keen feeling of not hav
ing enough education. Still high aspirations. 

6 Fairly high accomplishments already achieved 
(e.g., steady employment in a skilled trade). 

^ Education used as one of the chief means of 
the accomplishments, or a keen feeling of not 
having enough education. Still more, but 
moderate aspirations. 

4 

Moderate accomplishments (e.g., usually em-
^ ployed in semi-skilled trade). Education played 

only an incidental role in the accomplishment. 
Very moderate aspirations. 

2 
Few accomplishments. Education not considered 

1 as a means of any possible accomplishments. 
Practically no future aspirations. 
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lc: PARENTS' INTEREST IN ACADEMIC ACHIEVEMENT 

Criteria: —Extent of participation in the educational 
activities (e.g., reading, P.-T. A.) 

—Keenness for educational progress of the child 

Questions 9, 19, 40, 41, 46, 66 

Rating 
Scale: 

9 

8 

7 

6 

5 

4 

3 

2 

1 

Both parents very active in educational organi
zations and activities. Very particular about 
the educational progress of the child. 

Both or any one of the parents active in educa
tional organizations and activities. Particu
lar about the educational progress of the child. 

Only one of parents occasionally active in edu
cational organizations and activities. Fairly 
particular about the educational progress of 
the child. 

Neither parent participates in educational 
activities. Express interest in school work 
brought home by child. Parent more interested 
in deportment than in school progress. 

Neither parent active in any educational or
ganization or activity. Not at all particular 
about the educational progress of the child. 
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Id: SOCIAL PRESS FOR ACADEMIC ACHIEVEMENT 

Criteria: —Education of close relatives, parents, friends, 
and neighbors 

—Education of their children 

Questions 

Rating 
Scale: 

9 

8 

7 

6 

5 

4 

3 

2 

1 

35, 36 

All or most having four years of college and 
beyond. Their children of college age are in 
college. 

Most having some college education. Many have 
finished four years. Most of their children of 
college age are in college. 

Some having high school completed, or above, 
and some having high school not completed. 
Some of their children of college age are in 
college. 

Many having high school not completed. Most 
of their children of college age are not in 
college. Some have dropped out before com
pleting high school. 

Very few having completed high school. Their 
children of college age are not in college. 
Most of them have dropped out before completing 
high school. 
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le: STANDARDS OF REWARD FOR EDUCATIONAL ATTAINMENT 

Criteria: —Valuing academic accomplishments 

Questions: 42, 45 

Rating 
Scale: 

Academic accomplishments very highly and in
variably praised. Praised more than any other 

9 accomplishments. Very high expectations of 
educational achievements. Selection of gifts 
invariably having educational value. 

8 
Academic accomplishments are one of the most 

^ highly praised accomplishments. High expecta
tions of educational achievements. Gifts very 
often having educational value. 

6 
Academic accomplishments are frequently praised. 

5 Moderately high expectations for educational 
achievement. 

4 
School work is occasionally praised. Emphasis 

3 on encouragement of good behavior. Moderate 
expectations of educational achievement. 

2 
1 The child's behavior is not praised at all. 
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If; KNOWLEDGE OF THE EDUCATIONAL PROGRESS OF THE CHILD 

Criteria: —Extent of knowledge of child's educational 
progress 

—Extent of knowledge of the content of the 
school program 

Questions: 37, 43, 44, 48 

Rating 
Scale: 

Detailed, up-to-date knowledge of daily progress 
g of child in school. Knowledge of specific ac

tivities of the class. Well aware of the con
tent of the school curriculum. 

8 

Detailed knowledge of daily progress of the 
7 child in school. Knowledge of. general types of 

activities being pursued in the child's class. 

6 
General idea of child's school progress an 

^ terms of areas of strengths or weaknesses. 
Awareness of one or two of the classroom activ
ities at school. 

4 
Some gross idea about the child's school prog-

^ ress. Knowledge only of reading, drawing, and 
playing. Parent knows how often report cards 
come out. 

2 
No knowledge of child's school progress. No 

1 knowledge of activities in which child engages 
at school. 
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lg; PREPARATION AND PLANNING FOR THE ATTAINMENT OF EDUCA
TIONAL GOALS 

Criteria: —Financial preparation 
—Academic and mental preparation (e.g., empha
sizing good grades as preparation for higher 
learning, selecting bright children as friends) 

Questions: 40, 41, 43, 45, 47, 55 

Rating 
Scale: 

Sound financial preparation. Also academic and 
mental preparation for higher learning. 

O 
Good financial preparation, or achievement of 
best grades in the hope of getting scholarships 
for higher learning. Also fairly good academic 
and mental preparation for higher learning. 

6 
Moderate financial preparation, or a desire to 

j. do it but not yet done. Some efforts toward 
academic and mental preparation for higher 
learning. 

4 
Only incidental preparation. No definite plans 
made yet. Moderately high educational goals. 

3 However, the parents are aware of the need for 
making financial and other preparation to reach 

0 the goals. 

1 
No financial or other preparation. Absence of 
any higher educational goals. 
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lh: PARENTAL PERCEPTIONS OF VOCATIONAL ALTERNATIVES FOR 
MAJOR WAGE EARNER 

Criteria: —Variety in vocations seen as possible for major 
wage earner 
—Number of restricting factors perceived 

Questions: 

Rating 
Scale: 

9 

8 

7 

6 

5 

4 

3 

32, 33, 36, 58 

No restrictions perceived. Present employment 
is a result of completely free choice. 

Perceived small business management or lower 
status professional vocations possible. Few 
restricting factors. 

Perceived possibility of a range of clerical 
or skilled labor vocations possible. Moderate 
restrictive factors. 

Perceived possibility of fairly steady employ
ment at unskilled or semi-skilled labor. Lan
guage or education may restrict future possi
bilities . 

1 
Perceived only miscellaneous odd jobs and un
skilled labor possible, with long periods of 
unemployment. Overwhelming restrictions. 
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li: PARENTAL PERCEPTIONS OF VOCATIONAL ALTERNATIVES FOR 
CHILD 

Criteria: —Variety in vocations seen as real possibilities 
for child 

—Number of restricting factors perceived 

Questions: 31, 43, 57 

Rating 
Scale: 

9 

8 

7 

6 

5 

4 

3 

2 

1 

No restrictions perceived. Child will be free 
to become whatever he wishes. 

Perceived small business management or lower 
status professional vocations (e.g., teaching, 
nursing) possible. 

Perceived clerical or skilled labor vocations 
possible. Moderate restrictions. Lack of 
education perceived as restricting factor. 

Perceived possibility of steady employment at 
unskilled labor. Language or education seen as 
restricting factor. 

Perceived only miscellaneous odd jobs, unem
ployment pattern as possible. Overwhelming 
restrictions or no thought given to vocational 
possibilities for child. 
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2a: QUALITY OF THE LANGUAGE USAGE OF PARENTS (ENGLISH) 

Criteria: —Fluency of expression 
—Pronunciation 
—Vocabulary 
—Organization of thoughts 

Evidence: 

Rating 
Scale: 

Interview with the mother and tape recording of 
the conversation 

Each of the four criteria are rated individually 
on the scalej their average is taken as the 
over-all rating for this characteristic. 

9 

8 

7 

6 

5 

4 

3 

2 

Excellent 

Very good 

Good 

A little above average 

Average 

A little below average 

Quite below average 

Poor 

1 Very poor 
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2d: DEGREE OF LINGUISTIC INTERACTION 

Criteria: —Amount and type of verbal interaction involved 
in interpersonal relations 

—Amount of explaining and questioning to child 
by adults 

Questions: 59 

Rating 
Scale: 

9 

8 

7 

6 

5 

4 

3 

2 

1 

Parent spends much time talking to youngster 
explaining and asking questions as child inter
acts with physical environment. 

Parent spends a good deal of time explaining to 
youngster and asking questions as child inter
acts with environment. 

Parent spends moderate amount of time in verbal 
interaction and asking questions as child in
teracts with environment. 

Parent spends little time explaining to young
ster or asking questions as child interacts with 
environment. 

Verbal interaction limited to short commands. 
No questioning or explaining as child interacts 
with environment. That the children "be quiet" 
as they play is a major concern. 
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3a: AVAILABILITY OF GUIDANCE ON MATTERS RELATING TO SCHOOL 
WORK 

Criteria: —Extent of general supervision regarding school 
work 

—Readiness in guidance when asked for 
—Suggestions regarding school work 

Questions: 17, 18, 45, 48, 51 

Rating 
Scale: 

Very regular general supervision regarding 
school work. Guidance readily available when 
asked for. Suggestions regularly given to the 
child regarding the improvement of school work 
at the parents' initiative. Both parents pro
vide guidance and suggestions. 

8 
Regular general supervision regarding school 
work. Guidance available most of time when 

^ asked for. Suggestions sometimes given to the 
child regarding the improvement of school work 
at parents' initiative.• Both parents provide 
guidance and suggestions. 

6 

Fairly regular supervision regarding school 
work. Guidance only occasionally available. 

5 Suggestions very occasionally given to the 
child regarding improvement of work. Only one 
parent provides guidance and suggestions. 

4 
Occasional supervision regarding school work. 
Guidance only occasionally available. Sugges-

3  ti o n s  v e r y  o c c a s i o n a l l y  g i v e n  t o  t h e  c h i l d  r e 
garding improvement of work. Suggestions very 
general (e.g., "Do better next time"). 

1 
No supervision regarding school work. No guid
ance or suggestions available for the improve
ment of school work. 
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3b: QUALITY OF GUIDANCE OF MATTERS RELATING TO SCHOOL WORK 

Criteria: —Relevance to specific educational needs of the 
child 

—Consistency 
—Competence 

Questions: 1, 17, 18, 19 

Rating 
Scale: 

8 

2 

1 

Consistent guidance and suggestions based on 
knowledge of specific strengths and weaknesses 
of the child in different school subjects. 
Consistent guidance and preparation during pre
school and early school years. Both parents 
very competent to give guidance. 

Guidance based on the specific needs of the 
child for a certain interval. Consistent edu
cational preparation and guidance during pre
school and early school years. One of the 
parents very competent to give guidance. 

Guidance based on the general deficiency. Some 
preparation for school learning during pre
school period. More guidance in early school 
years. One of the parents competent to give 
guidance. 

Lack of clarity about the specific needs of the 
child. Some vague directions regarding school 
work on occasion. No attempt to teach skills 
such as counting in pre-school period. Poor 
qualifications to give guidance. 

No guidance. No knowledge of the child's needs 
in scholastic progress. Little competence to 
give guidance. 
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3c: AVAILABILITY AND USE OF MATERIALS AND FACILITIES RELATED 
TO SCHOOL LEARNING 

Criteria: —Selection of the material (e.g., dictionary, 
encyclopedia, workbooks) 

—Guidance in the use of the material and educa
tional facilities 

Questions 13, 14, 15, 16, 18, 61, 62 

Rating 
Scale: 

8 

6 

5 

4 

3 

2 

1 

Selection of the most appropriate materials 
according to the educational level of the child. 
Abundant supply of the educational materials. 
Appropriate and timely guidance in the use of 
materials and facilities. 

Selection of generally appropriate materials 
according to the educational level of the child. 
Fairly abundant supply of educational materials. 
Appropriate and timely guidance in the use of 
materials and facilities. 

Availability of some educational materials. 
Specific selection according to the child's 
level only in some cases. Some general guidance 
in the use of materials and facilities. 

Very moderate supply of educational materials. 
No specific selection according to the child's 
level. Only occasional guidance in the use of 
materials and facilities. 

No availability of educational materials in the 
home. No use of facilities available in the 
community, such as library. 
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4a: THE EXTENT AND CONTENT OF INDOOR ACTIVITIES OF THE 
FAMILY 

Criteria: —Variety (discussion, undertaking a project, 
etc.) 

—Frequency 
-Educational value 

Questions: 3, 6, 21, 22 

Rating 
Scale: 

9 

8 

7 

6 

5 

4 

3 

2 

1 

A variety of activities in the home, having 
very high educational value, are frequently 
undertaken by the family. Both parents par
ticipate . 

A variety of activities in the home, having 
high educational value, are often undertaken 
by the family. One or both parents partici
pate . 

A moderate variety of activities in the home, 
having general educational value, are some
times undertaken by the family. One or both 
parents participate. 

Only a few of the family activities in the home 
have direct educational value. Often only one 
parent participates. 

No family activities in the home. Or, the ac
tivities have hardly any direct educational 
value. Both parents generally unavailable in 
any educational activities. 
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4b: THE EXTENT AND CONTENT OF OUTDOOR ACTIVITY OF THE FAMILY 

Criteria: —Variety (e.g., visits to a museum or 
eling to historical places) 

—Frequency 
—Educational value 

zoo, trav-

Questions: 3, 4, 65 

Rating 
Scale: 

8 

A variety of child-centered activities outside 
the home having very high educational value 
frequently undertaken by the family. Both par
ents participate. Initiated and planned by 
different members of the family, instead of 
just one person. 

A variety of outside activities having high 
educational value often undertaken by the fam
ily. One or both parents participate. Gener
ally planned by the parents. 

3 

2 

A moderate variety of outside activities having 
high educational value. Such activities only 
sometimes undertaken by the family. One or both 
parents participate. Generally planned by ei
ther one of the parents. 

A majority of outside activities having more 
recreational or other purposes, with incidental 
educational value. Or, very few outdoor activi
ties. One or both parents participate. Gener
ally planned by either one of the parents; 
others follow. 

Practically no outside activities of the family 
having educational purposes. 
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Criteria: —purpose of the use 
—Extent of the use 

Questions: 25, 26 

Rating 
Scale: 

9 

8 

7 

6 

5 

4 

3 

2 

Regular use for specifically educational pur
poses. Recreational value subsidiary. Frequent 
follow-up discussions. 

Regular use for general educational and recrea
tional purposes. Sometimes follow-up discus
sions . 

Fairly regular use. Recreational purposes 
often more predominant than educational pur
poses. Occasionally follow-up discussions. 

Not much use of television and other media. 
Mostly recreational purposes when used. Hardly 
any follow-up discussions. 

No use of any of these media. 
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4d: USE OF BOOKS, PERIODICAL LITERATURE, LIBRARY AND OTHER 
SUCH FACILITIES 

Criteria: —Variety of material used by the family members 
(e.g., books, magazines, newspapers) 

—Encouragement to children to use such materials 
(e.g., helping them to be members of the li
brary, suggesting exchange of reading materials 
with friends) 

Questions: 3, 5, 6, 10 

Rating 
Scale: 

9 

8 

7 

6 

5 

4 

3 

2 

1 

Extensive reading of a variety of material by 
the family members. Great encouragement given 
to the child from an early age, even before he 
learned to read. 

Fairly extensive reading of a good variety of 
material by the family members. Encouragement 
to children from the time they learned to read. 

Moderate reading of some variety of material by 
the family members. Some encouragement to the 
children to read. 

Some reading infrequently done by the members of 
the family. Only occasional encouragement to 
the children to read. 

Hardly any reading done by the members of the 
family. No encouragement to the children to 
read. 
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5a: NATURE AND QUALITY" OF TOYS, GAMES, AND HOBBIES MADE 
AVAILABLE TO THE CHILD 

Criteria: —Thought-provoking element in the toys, etc. 
—Variety 

Questions: 7, 8, 9, 62 

Rating 
Scale: 

A large variety of thought-provoking and educa- ' 
tional toys, games, etc., provided for child 

9 since early childhood. Great encouragement for 
the development of educationally-oriented hob
bies . 

8 
A fairly good variety of thought-provoking and 
educational toys, games, etc., provided for the 

7 child since early childhood. Some encouragement 
for the development of educationally-oriented 
hobbies. 

6 

Some thought-provoking and educational toys, 
5 games, etc., available. No educationally-

oriented hobbies. 
4 

Only a few thought-provoking and educational 
3 toys, games, etcv available. No educationally-

oriented hobbies. 
2 

Hardly any thought-provoking and educational 
1 toys, games, etc., available. No educationally-

oriented hobbies. 
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5c: RANGE OF VARIATION IN MATERIALS AVAILABLE FOR CHILDREN'S 
PLAY ACTIVITIES 

Criteria: (Through observation as well as questioning) 
—Variety of types of objects and materials (e.g., 
textures, weight, shape, ways to manipulate, 
etc.) 

—Educational value 

Questions: 9, 11, 62 

Rating 
Scale: 

9 

8 

7 

6 

5 

4 

3 

2 

1 

Very wide variety of materials educationally 
useful for assimilation and accommodation of 
schemata. 

Quite wide variety of materials educationally 
useful for assimilation and accommodation of 
schemata. 

Moderate variety of objects and materials 
available and useful in promotion of assimila
tion and accommodation of schemata. 

Very little variety of materials useful in 
promotion of assimilation and accommodation. 

Great paucity of objects and materials avail
able for exploration and manipulation. 
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6b: PREFERENCE FOR EDUCATIONAL ACTIVITIES OVER OTHER PLEAS
URABLE THINGS 

Criteria: —Priority to educational activities attached by 
the parents 

—Continuity of academic activities (e.g., taking 
courses after completing formal education) 

Questions: 34, 47, 50, 51, 54, 55, 56 

Rating 
Scale: 

Very high priority attached by parents to stud
ies and other educational activities. Great 
encouragement to sacrifice pleasurable activi
ties for completing school work. Both parents 
continued studies voluntarily after completing 

8 formal education. 

Educational activities and studies stand among 
activities of high priority. Encouragement to 

7 complete studies before undertaking other activ
ities. One or both parents continued studies 
voluntarily after completing formal education. 

6 
Educational activities and studies moderately 
high in priority. A few others higher in prior-

5 ity. One of the parents continued studies ei
ther voluntarily or as occupational requirement 
after completing formal education. 

^ Other activities higher in priority than educa
tional activities and studies. No specific 
habit formation of completing school work before 
undertaking other activities emphasized. One of 
the parents continued studies after completing 

2 formal education as an occupational requirement. 

No emphasis attached to scholastic studies by 
the parents. It is often made subsidiary to 
other activities. Parents did not continue any 
studies after completing their formal education. 
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7a: RANGE OF VARIATION IN MODELS FOR IDENTIFICATION 

Criteria: —Variety in status-role positions of adults with 
whom child has contact 
—Frequency of contact with adults of differing 
interests and backgrounds 

Questions: 23, 24, 25, 39, 63, 64, 66, 70, 71 

Rating 
Scale: 

Child has very frequent contact with adults who 
represent a large variety of status positions 
and who differ widely in their interests, occu
pational status, and educational background. 

8 
Child has quite frequent contact with adults who 
represent a fair number of status positions. 

7 These adults have interests, educational and 
occupational backgrounds representing a fairly 
wide range of differences 

6 
Child encounters a moderate range of status 
positions in his interaction with adults. The 
adults who are well known to him represent a 
moderate range of occupational and educational 
backgrounds, and several areas of interest are 
represented. 

4 

Child has some contact with adults who represent 
a few different status positions. These adults 

3 have a rather small range of difference in their 
educational and occupational backgrounds and in 
their interests. 

2 
Child has very little contact with adults out
side his immediate biological family. The few 

^ other adults with whom he has occasional contact 
represent a very narrow range of differences in 
interests and in occupational and educational 
backgrounds. 
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2b: OPPORTUNITIES FOR ENLARGEMENT AND USE OF VOCABULARY AND 
SENTENCE PATTERNS 

Criteria: 

Questions 

Rating 
Scale: 

9 

8 

7 

6 

5 

4 

3 

2 

1 

—Variety of opportunities (e.g., books, tele
vision, travel, picnics, verbal interaction in 
home situations) 

—Frequency of opportunities 

12, 20, 21, 22, 27, 62 

A great variety of situations available fre
quently and consistently. 

A good variety of situations available quite 
frequently. 

A moderate variety of situations available 
fairly frequently. 

Only a few situations available, infrequently, 

Very limited situations available. Child's 
speech sometimes discouraged. 
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2c: KEENNESS OF PARENTS FOR CORRECT AND EFFECTIVE LANGUAGE 
USAGE 

Criteria: —Regularity in reading to the child during pre
school period 
—Variety of efforts for increasing vocabulary, 
and correcting language usage, if needed 

Questions: 15, 16, 24, 28 

Rating 
Scale: 

9 

8 

7 

6 

5 

4 

3 

2 

1 

Read to child very regularly, almost every day. 
Siblings or others also read to him. A great 
variety of efforts in increasing vocabulary and 
improving language usage. 

Read to child quite regularly for about three 
years before he began school. Still read to him 
occasionally. A good variety of efforts in im
proving his vocabulary and language usage. 

Read to the child with some regularity. Some 
specific effort to improve vocabulary and lan
guage still continues. 

Some member of family reads to child during pre
school period occasionally but with no regular
ity. incidental efforts to improve vocabulary 
and language usage. 

No one reads to child with any regularity at any 
time. One or both parents unable to read. 
Hardly any effort to improve vocabulary and lan
guage us age. 
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6a: DEGREE OF STRUCTURE AND ROUTINE IN HOME MANAGEMENT 

Criteria: —Planning and distribution of work 
—Punctuality in following it 

Questions: 51, 52, 53 

Rating 
Scale: 

Well planned home management. Distribution of 
9 work among the family members. Punctuality and 

discipline in following the plans. 
8 

7 

6 

5 

4 
Some efforts made to plan and distribute work, 

3 but plans not followed systematically. Spe
cific duties mentioned. 

2 

Major duties distributed among the family mem
bers. Planning followed quite consistently. 

Moderate planning. It is followed with only 
moderate regularity. 

1 No planning of household work. 
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7b: DEGREE OF IDENTIFICATION WITH ACHIEVEMENT MODELS 

Criteria: —Extent to which child indicates admiration or 
respect for adults (real or fictional) who have 
achieved economic, vocational, or educational 
success 

—Frequency with which child imitates behavior of 
real or fictional achievement models 

Questions: 23, 24, 39, 63, 64 

Rating 
Scale: 

8 

Child very frequently indicates admiration or 
respect for adults who are considered successful 
in economic, vocational, or educational matters. 
Child frequently imitates behavior of real or 
fictional characters who have been successful in 
these areas. 

Child quite often indicates admiration or re
spect for adults who have been successful in 
economic, vocational, or educational accomplish
ments. Child quite often imitates behavior of 
real or fictional characters who have been suc
cessful . 

Child occasionally indicates admiration or re
spect for adults who have been successful in 
economic, vocational, or educational accomplish
ments . Child sometimes imitates behavior of 
such adults, fictional or real. 

Child seldom indicates admiration or respect for 
adults who have been successful in economic, 
vocational, or educational accomplishments. He 
seldom imitates the behavior of such adults, 
fictional or real. 

Child almost never indicates admiration or re
spect for adults who have been successful in 
economic, vocational, or educational accomplish
ments . Child does not imitate behavior of such 
successful adults, fictional or real. 
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8a: VARIATION IN SODALITY MEMBERSHIP AND PARTICIPATION OF 
FAMILY MEMBERS 

Criteria: 

Questions 

Rating 
Scale: 

8 

2 

1 

—Number and variation in types of sodalities in 
which family members claim membership (e.g., 
P.-T. A, Women's Society, Boys' Club, etc.) 
—Frequency of participation in sodalities in 
which membership is claimed 
—Social inclusiveness of sodalities in which 
membership is claimed 

38, 65, 66, 67 

Family members belong to many sodalities. Many 
types of sodalities represented. All family 
members participate very frequently in the ac
tivities of their sodalities. Membership of the 
sodalities includes people of a wide range of 
social statuses and areas of residence. 

Most family members belong to some sodalities. 
Several types of sodalities represented. Most 
family membeT^p^rticipate quite often in the 
activities of their organizations. Membership 
includes people of a fair variety of social sta
tuses and areas of residence. Participation is 
fairly regular. 

At least one parent belongs to more than one 
sodality. More than one type of sodality is 
represented, and participation is with some 
regularity. Membership includes mostly people 
from local neighborhood, but other areas and 
statuses are also represented. 

At least one family member belongs to at least 
one sodality in addition to church. Only one 
type of sodality (e.g., religious, fraternal) is 
represented. Participation is infrequent, and 
membership of the sodality is almost exclusively 
limited to people of similar status, neighbor
hood, and ethnic affiliations. 

Neither parent claims membership in any sodality 
other than church. Even church participation is 
almost nil. 



8b: INTERPERSONAL CONTACTS IN COMMUNITY 
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Criteria: —Frequency and diversity of commercial and social 
contacts in the community (e.g., shopping in a 
variety of areas of town) 

Questions: 66, 68, 69 

Rating 
Scale: 

Shopping done in a variety of supermarkets. 
Shopping frequently done in different shopping 
centers which may be some distance from area of 
residence. 

8 
Shopping for groceries done in more than one 
market. Shopping trips made more than once a 
month to shopping centers in areas of town which 
are some distance from area of residence. 

Shopping occasionally for groceries in stores 
other than the nearest supermarket. Shopping 

2 trips to centers in areas of town which are 
some distance from area of residence take place 
less than once a month, but more frequently 
than every six months. 

4 

Shopping for groceries usually done in nearest 
^ large market. Almost never shop in other super

markets . Travel to distant shopping centers no 
more than once a year. 

2 
Shopping for groceries always done in small 

1 neighborhood market. Never shop in supermarket. 
Never travel to distant shopping centers. 
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9a: PARENTAL PERCEPTION OF IMPORTANCE OF SCHOOL FOR SUCCESS
FUL LIFE, AS SEEN IN SELF AND CONTEMPORARIES 

Criteria: —Parents' estimate of importance of schooling to 
obtain a satisfying life 

Questions: 60, 72, 73 

Rating 
Scale: 

Parents feel formal education is the only way to 
g get ahead and to build a successful, satisfying 

life. The only friends or relatives who got 
ahead were those with good formal education. 

8 
Education seen as very important in getting 

y ahead and building a satisfying life. A good 
education helps more than any other single fac
tor . 

6 
Education seen as moderately important in get
ting ahead and building a successful, satisfy-

5 ing life. Education is mentioned as a goal in 
desired change in life, and as thing to obtain 
with imaginary inheritance. 

Importance of education is at least verbalized. 
3 Education mentioned as one thing to be obtained 

with imaginary inheritance. 

2 
What is done in the schools is unrelated to ob-

^ taining a successful, satisfying life. Parent 
has no concept of what a satisfying life would 
be, or of how it would be related to education. 
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9b: PARENTS' PERCEPTION OF IMPORTANCE OF SCHOOL FOR SUCCESS-
FUL LIFE FOR CHILD 

Criteria: —Parents' estimate of importance of schooling for 
child. 

Questions: 40, 46, 49, 61, 72, 73 

Rating 
Scale: 

9 

8 

Parents feel formal education is the only way 
child can get ahead and build a successful, 
satisfying life. 

Education will be very important in helping the 
child to get ahead and build a successful, sat
isfying life. A good education will help more 
than any other single factor. Education men
tioned as most important need. 

Education will be of moderate importance in 
helping the child to get ahead and build a suc
cessful, satisfying life. Education mentioned 
as one use for imaginary inheritance or im
provement of life. 

2 

1 

Education will be of some importance, but it 
will be possible to live a satisfying life with
out a lot of formal education. Family harmony 
is hallmark of satisfying life. 

What is done in the schools will have little 
bearing on preparing the child to have a satis
fying life. No concept of what a satisfying 
life would be. 



A P P E N D I X  E  

SAMPLE STORIES ILLUSTRATING ACHIEVEMENT 

MOTIVATION 
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ACHIEVEMENT IMAGERY, GROUP P CHILD 

(Picture H) 

"A boy is wondering what it will be like to be a 

doctor. His mother asked him what he wanted to be when he 

grew up so he is thinking how it would be to save lives and 

to cure diseases. He will be a doctor and be a great suc

cess ." 

Judges' score: 3 

UNRELATED IMAGERY, GROUP H CHILD 

(Picture H) 

"It seems to be a boy or young man. He looks like 

he can't think of something. I see some arithmetic in the 

background. Maybe this is what he is thinking about. He is 

wearing a heavy shirt. Maybe he lives in a cool part of the 

world. I think it is the U. S. A. It looks like a class

room. His age is maybe twelve or fourteen." 

Judges 1 score: -2 



328 

DOUBTFUL IMAGERY, GROUP P CHILD 

(Picture G) 

"Hugh feels sad about the corpse being dissected, but 

it is for medical knowledge. He was happy until this moment. 

There had been many dissections like this, but this was the 

worst. They will cut open his stomach, lung, liver, and 

heart to find a solution to a medical problem." 

Judges' score: 2 

ANTICIPATORY GOAL STATE POSITIVE, 
GROUP P CHILD 

(Picture G) 

"These two men are going to operate on the boy's 

father. The boy has already lost his mother and does not 

want to lose his father. But he is saying to himself that 

he is a brave man and will not die. The man will not die 

and will live a happy life." 

Judges' score: 1 

ACHIEVEMENT THEMA AND ACHIEVEMENT IMAGERY, 
GROUP P CHILD 

(Picture H) 

The following story fulfills not only the criteria 

for the Achievement Thema, but also all three requirements 
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for the Achievement Imagery: competing with a standard of 

excellence, unique accomplishment (solving an outlandish 

problem), and long-range involvement (associated with concern 

of social life). 

"This boy is a normal student who gets along well 

with other people because of it. Since he obtained good 

grades the year before, he has decided to go into an alge

bra class. He is now in the middle of the year and he has 

progressed well. Now he runs across a very difficult math 

problem. It is: 

45 89 + [(54)]3 [(29)2 - (99)4 - (58)2 + (57)5 - 49]2 3 

This is his way of showing bewilderment. He is now 

thinking about his social life. Will he have as many 

friends when he solves it? He will solve it." 

Judges' score, Achievement Thema: 5 

Judges' score, Achievement Imagery: 3 
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Value Categories 

Children with 
Mothers in 
Group P 
(N 30) 

Children with 
Mothers in 
Group H 
(N 30) 

Achievement Imagery 46 39 

Doubtful Imagery 24 21 

Unrelated Imagery -36 -57 

Need 21 17 

Personal Obstacle 0 3 

Environmental Obstacle 0 6 

Anticipatory Goal State 
Positive 3 0 

Anticipatory Goal State 
Negative 3 3 

Negative Affect 3 3 

Nurturant Press 6 0 

Achievement Thema 24 18 

Total 94 53 



A P P E N D I X  F  

RAW SCORES OF SUBJECTS IN MATCHED PAIRS 
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10 
imbi 

1 
2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

21 

22 

23 

24 

25 

26 

27 

28 

29 

30 

GROUP P 

Mother's 
Profession 

Grade 
Level 

Sex 
IQ 

Score 
Stanford Reading 

Raw Score 

Environmental Process 
Variables 
Raw Score 

Language Style 
Raw Score 

McClelland n 
Achievement 
Raw Score 

Registered nurse 1 H 129 70 549 17.18 4 

Teacher 1 M 126 65 567 17.33 1 

Psychologist 1 M 111 50 597 17.08 2 

Accountant 1 M 116 58 532 13.09 -5 

Speech therapist 1 M 130 59 544 16.22 3 

Teacher 1 P 116 61 550 17.18 2 

Registered nurse 1 F 102 48 545 16.93 -6 

Registered nurse 1 F 109 62 567 17.89 -1 

Teacher 1 F 94 55 551 16.03 -2 

Teacher 1 F 110 56 543 17.14 -3 

Physician 3 M 124 88 581 18.04 8 

Nurse 3 H 111 63 541 17.12 4 

Teacher 3 M 116 77 547 16.29 -1 

Registered nurse 3 M ' 119 87 599 17.59 6 

Registered nurse 3 H 127 88 543 17.97 6 

Teacher 3 F 110 81 579 17.11 2 

Teacher 3 F 105 80 572 15.91 -3 

Speech therapist 3 F 117 82 551 17.68 4 

Teacher 3 F 120 83 585 17.19 3 

Teacher 3 F 109 78 554 16.07 -2 

Teacher 6 M 114 76 571 17.14 5 

Registered nurse 6 M 121 85 557 16.34 4 

Registered nurse 6 M 94 51 540 17.38 6 

Teacher 6 M 92 46 537 14.84 5 

Registered nurse 6 M 126 98 579 17.12 5 

Teacher 6 F 110 56 554 17.91 12 

Teacher 6 F 110 51 54? 13.78 3 

Librarian 6 F 110 70 551 17.43 7 

Social worker 6 F 102 53 539 17.87 9 

Teacher 6 F 105 46 54 3 16.52 4 
U> 

fO 



ID 
imbi 

1 
2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

21 

22 

23 

24 

25 

26 

27 

28 

29 

30 

GROUP H 

Housewife 
Grade 
Level 

Sex 
IQ 

Score 
Stanford Reading 

Raw Score 

Environmental Process 
Variables 
Raw Score 

Language Style 
Raw Score 

McClelland n 
Achievement 
Raw Score 

2 yrs. college 1 H 129 65 566 17.01 3 

High school grad. 1 M 125 54 551 14.96 2 

High school grad. 1 M 111 53 547 15.77 -6 

4 yrs. college 1 M 116 61 579 17.21 3 

3 yrs. college 1 M 134 35 511 15.63 -2 

4 yrs. college 1 F 115 59 561 16.22 2 

1 yr. college 1 F 102 51 535 15.19 -5 

High school grad. 1 F 109 60 531 17.84 3 

1 yr. college 1 F 96 41 539 14.07 -4 

2 yrs. college i F 111 58 547 15.78 -2 

High school grad. 3 M 125 79 580 17.12 5 

1 yr. college 3 H 110 58 554 16.44 -1 

4 yrs. college 3 M 116 68 541 15.74 6 

High school grad. 3 M 119 77 539 17.17 4 

1 yr. college 3 M 127 68 543 17.20 3 

2 yrs. college 3 F 110 56 547 16.44 3 

4 yrs. college 3 F 104 47 550 17.41 7 

High school grad. 3 F 117 69 531 15.03 -4 

4 yrs. college 3 F 120 74 582 17.04 4 

1 yr. college 3 F 110 81 544 15.91 -2 

2 yrs. college 6 M 114 79 547 14.31 2 

4 yrs. college 6 K 121 51 577 15.12 4 

High school grad. 6 H 94 47 549 13.01 1 

High school grad. 6 M 92 57 546 13.75 2 

3 yrs. college 6 H 127 92 569 13.75 2 

4 yrs. college 6 F 110 43 543 13.04 2 

2 yrs. college 6 F 101 59 549 15.37 5 

1 yr. college 6 F 110 73 551 16.21 6 

4 yrs. college 6 F 103 52 546 12.78 1 

2 yrs. college 6 F 104 38 539 14.4 3 2 
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