
ED 036 663 

AUTHO R 
TITLE 

INSTITUTION 

SPONS AGENCY 

BUREAU NO 
PUB DATE 
CONTRACT 
NOTE 

EDRS PRICE 
DESCRIPTORS 

I D EN T I F I ER S 

ABSTRACT 

DOCUMENT RESUME 

24 AA 000 501 

Karnes, Merle B0; And Others 
Investigations of Classroom and At-Home 
Interventions: Research and Development Program on 
Preschool Disadvantaged Childrenu Final Reportw 
(Volume I of III Volumes)Q 
Arizona Univ0f Tucscnq; Illinois Univu, Urbana. 
lnst. of Research for Exceptional Children~ 
Office of Education (DHEW), Washington, D •• Co Bureau 
of Research. 
ER- 5-1181 
May 69 
OEC-6-10"·235 
300p. 

EDRS Price MF-$1u25 HC-$15.10 
Cognitive Development, *romparative Analysis, 
*Compensatory Education ~rograms, Home Programs, 
Infancy, *Intervention, Language Development, 
Language Skills, *Longitudinal Studies, 
paraprofessional School Personnel, Parent Education, 
*Program Evaluation, Verbal Development 
Ameliorative Preschool, Community Integrated 
Preschool, Direct Verbal Preschool, Montessori 
Preschool, Traditional Nursery School 

To determine the relative effectiveness of different 
methods of preschool educational intervention for disadvantaged ' 
children, comparisons were made of five programs whose levels of 
structure ranged from the traditional nursery school to a highly 
structured preschoolo Subjects were 79 4-year-olds representing a 
wide range of ability levels~ Intervention effects were evaluated at 
the end of the preschool year and also, at the end of the 
kindergarten year. Follow-up data were collected at the end of first 
grade for three of the programso preliminary results were 
differential and encouraging for the more structured programs. The 
ameliorative preschool provided a framework for the subsequent 
investigation of related variables: effects of initiating the program 
with 3-year-old, low IQ children, and the feasibility of using 
paraprofessional staff as teachers. Included in this report are 
studies undertaken to provide instructional programs for children 
under 3 years and to find techniques to train mothers in home 
intervt2ntion. (MS) 



U. §. DEPARTMENT O~ HE~ln1. c~~;il'J"TlON , WflFA"E 
OfFICE OF £l~ur' T 't1N 

FINAL REPORT 
Volume I of III Volumes 

Project No. 5-1181 
Contract No. OE 6-10-235 

RES lW{C H AND DEVELOPMENT PROGRAM 
ON P'RESCHOOL DISADVANTAGED CHIlDREN 

Investigations 
of 

Classroom and At-Home Intel:ventions 

Merle B. Karnes, Principal Investigator 
in collaboration with 

Audrey S .• Hodgj.ns and James A. Teska 
University of Illinois 

Urbana, Illinois 

and 

.. ~ 

Samuel A. Kirk, Investigator, Infant Tutorial Study 
University of Arizona 

Tucson, Arizona 

~y, 1969 
Merle B. Karnes, Project Director 

Institute for Research on Exceptional Children 
University of Illinois 

Urbana, Illinois 
The research reported herein was performed pursuant to a contract 
with the Office of Education, U.S. Department of Health, Education, and 
Welfare. Contractors undertaking such projects under Government spon­
sorship are encouraged to express freely their professional jud8ment in 
the conduct of the project. Points of'view or opinions stated do not, 
therefo.re, necessarily represent official Office of Education position 
or policy. 

u.s. DEPARTMENT OF 
HEALTH, EDUCATION, AND WELFARE 

Office of Education 
Bureau of Research 



r-.. 

PREFACE 

'rhe studies and data presented in thi.s report aim at two 
objectives. First, is curriculum development and evaluation; 
second is research on social and psychological factors in the 
intellectual functioning of cultllrally disadvanta~ed children. 

Under the overall direction of Dr. l~rle Karnes a number of 
highly qualified investigators have pursued these objectives with 
diligence and ingenuity. Furthermore, they have, in Lmportant 
instances, pursued objectives to conclusions which are at the very 
least provocative. To many they will be startling and disturbing. 
Thus the sociologists, Farber, ~wis and Harvey conclude in 
Volume III: 

1echnical emphasis in educational reform (partic­
ulary that which is intended for the dispossessed) may 
preclude any possibility of educators making a positive 
contribution to the obliteration of the social and 
eCI.)nomic injus t'lces which victimize mill ions of 
Americans •.• Technical emphasis in educatic,n, as it is 
in welfare services, is a symptom of a condition which 
may be termed progressive status-quoism. 

Volumes I and II deal largely with the first objective, 
curriculum development and evaluation, and as such are excellent 
examples of the highest quality of the "technical emphasis" to 
which the sociologists on the team refer. In Volume I, Karnes~ 
Hodgins and Teska attack such concerns as the relative effective­
ness of five differing methods of preschool educational interl/en­
tion with the disadvantaged child. Other concerns are to determine 
how long. such special intervention must be continued, the optimum 
age for intervention, and, how much can be done by paraprofessionals 
in the classroom and by mothers in the home. 

In Volume II, Bet'eiter, Engelmalm, Washington and colleagues 
describe efforts to bUrrO'il deeper into the processes and products 
of educational intervention on behalf of the disadvantaged. Taking 
the view that the Stanford-Binet may be considered as an achievement 
test for the "hidden curriculum" of the middle-class home, they 
boldly set about to construct a compensatory curriculum geared to 
the Binet, and to test the curriculum. In so doing they throw new 
light on the criticism that substantial I.Q. gains in programs for 
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the disadvantaged are merely a result of "teaching for the test." 
In another section Bereiter grapples with the theoretical com­
plexities of interpreting changes in I.Q. 

Volume III deals almost exclusively with the description and 
analysis of family and kinship, neighborhood and community variables 
that bear on children's readiness and competence to enter into 
fonna1 education. Farber examin.es this transttion from home to 
school in the perspective of the necessity of articulation and 
accommodation of private and public cultures. He posits that 
where private and public culture clash those families and individ­
uals whose way of life is incompatible with the public culture 
are superfluous population. Harvey describes life in a white, 
lower class, semi-rural community. Because his frame of reference 
is the same as that of Farber and Lewis, his findings extend the 
implications of the total report beyond the question of racial 
differences. Lewis presents a sociologically derived model and 
definition of "competence." For him:) competence is a social 
dimensi.on and in that perspective input from the family, neigh­
borhood, and cOtIlIlunity sets severe limits on the part that formal 
schooling can play in the development of competence. 

This is a multi-disciplinary multi-volume work which on the 
one hand undertook, with success, to add to our knowledge of 
educational curricula and techniques which enhance the academic 
performance of culturally disadvantaged children. On the other 
hand, an equally important objective was to inquire into factors 
which underlay the intellectual functioning of children. In these 
volumes we are confronted with the cruel paradox that acceptance 
of conclusions arrived at in pursuit of the second objective, 
raises grave doubts as to the value of present day endeavors aimed 
at the first objective. Resolution of this paradox will not be 
for the timid. 
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William P. Hurder 
Director, Institute for 
Research on Exceptional Children 
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INTR(J)UCTION 

In the broad social concern with the poor and disadvantaged 
of our population which bas characterized the 1960s, no program 
has appeared more hopeful than preschool education. Here, if 
anywhere, it seemed, was th~ point at which the cycle of depriva­
tion might be brokeng the predictable sequetllCe of academic failure 
and early drop-out interrupted. The assumption that preschool 
experience woulo allow disadvantaged children to compete more 
fe.arably in the formal school .etting va. embodied in federal 
social policy through the support of Head Start without any real 
aare...-nt, howe .. er, about (:he educatiODal approaches most appro­
priate for this purpose. 

It has long been supposed that traditional nursery schools 
prepare children in i~ortant ways for the educational experience 
they are soon to undertake in the public schools. Little Tesearch 
bas, in fac~been done on the question of whether nursery Rchool 
experience does have a lasting effect upcm school adjustment and 
academic success, but we may assume that for children of middle­
class backgrou,nds the preschool is at least moderately relevant 
to their later and more formal education. Such nursery schools 
can obviously assume the conventional advantages of middle-class 
life in the child1·en who come to them, and they can count as well 
upon the support and interest of the parents, who are sure to have 
conventional academic aspirations ror their children. 

When we turn to the question of preschool education for chil­
dren who are socially and economically diaadvantaged, however, 
these facts are changed. By definition these children do not 
have the kind of background which middle-cia.. children bring to 
the preachool. The cumulative deficiency in language development 
of the disadvantaged child (Deutsch, 1963~particularly as i~ 
relatea to the acquisition of more fermal language structures 1n 
the academic setting (Bernstein, 1961; Jensen, 1963; John and 
Goldstein, 1964) and to the development of the more abstract 
cognitive abilities (Ausubel, 1964), is generally accepted a. the 
major challenge to preschool programming. Further l~itations on 
the 8chool progre.s of the disad'f'antaged child may be imposed by 
inadequate perceptual development (Deutsch, 1965), by reduced 
ability to concentrate and persevere (Deutsch, 1960), by iUMlequate 
motivation toward school .ucce.s (Gordon aDd Wilkerson, 1966, p. 1i), 
aad by • depressed self-concept (Goff, 1954; Silverman, 1963). 
Whether the traditional nursery school experience can overcome these 
debilitating effects on lunlnl ability of a disadvantaged en­
.irorunent or whether special educational programs must be desisned 
bas not been clearly resolved. 



Tbe studies in this ~lume senerally focue9d on four major 
question. concerning the educational development of the disadvan­
taged preschMl child: 

1. What kind of classroom intervention is most effective? 

2. How long must special classroom intervention be main­
tained to stabilize effective functioning? 

3,; At what age must educational intervention be initiated 
to prevent lee~ning disabilities associated with cultural depriva­
tion? 

4. Can effective educational deVEilopment be achieved by 
paraprofessional ,classroom teachers and mothers at home? 

A major area of investigation was the comparative evaluation 
of five preschool interventions initiated with four-year-old dis­
advantaged children selected to represent a wide range of ability 
levels. These classroom interventions were chosen to represent 
levels of structure along a continuum from the traditional nursery 
school to the highly structured preschool. The effects of the 
five inte:oventions were evaluated at the end of the preschool year 
and again at the end of the kindergarten year. For. three of these 
interventions it was possible to obtain follow-up data at the end 
of first grade. The first two studies presented in this volume, 
then, are an evaluation of the ~iate effectiveness of these 
interventions as well as the stability of fmproved performance as 
reflected in subsequent academic achievement in the public schools. 
Since preliminary reelults were differential as well as highly 
encouraging for the nlOre structured programs, one of these (the 
Ameliorative presch~'l) provided a framework for the subsequent 
investigation of related variables: (a) the effects of initiating 
the Ameliorative program with three-year-old children and wi'th 
low IQ children and (b) the feasibility of using paraprofess'ional 
staff as teachers in the Ameliorative preschool. Finally, in an 
effort to bring the ~ldvantage9 of preschool training to children 
at a still earlier age, a series of studies was undertaken to 
provide instructional programs for children under three years of 
age and to develop techniques that could be used in training 
mothers to intervene at home in the educational development of 
their children. 
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SUMMARY I. The Effects of Five Preschool Interventions: 
Evaluation. over Two Year. 

This study w •• designed to evaluate the differential effects 
of fift pre.cbool in.terventi0ll8 throup batteriea of standar­
dized testa administered prior to the intervention, following 
the preschool year, and one year later at the end of kindergarten. 
The classroom interventions were chosen on theoretical as well as 
practical bases to represent levels of structure along a continutml 
from the traditional nursery to the highly structured preschool. 
The nature of teacher-child interaction was considered to be the 
critical dimension of structure: as the specificity and intensity 
of thia interaction increases so does the degree of structure. 
Two programs (Traditional and Community-T.ntegrated) represented 
the less structured end of the continuum; a third (MOntessori) 
embodied an established theory which includes much that clan be 
identified with, a child-centered or traditional approach 4ind a 
methodology which incorporstes considerable structure; th4! fourth 
(Ameliorative) and the fifth (Direct Verbal) programs fel.l at the 
highly structured end of the continuum. 

METHOD 

The Five Programs of Preschool Intervention 

During the first year of the study, 7S disadvantaged children, 
five class units of 15 children each, partic1.pated. Two class 
units were assigned to the Traditional program, two to the Amel­
iorative program, and one class unit to the Direct Verbal program. 
In the second year, an additional class unit was enrolled in the 
Direct Verbal program and a class unit was enrolled in each of 
the remaining intervention programs (Community-Integrated and 
Monteasori). Children attended daily sessions of approximately 
two hours and fifteen minutes for a period of no less than seven 
or more than eight months. 

The five programs of classroom intervention may be distin­
guished as follows: 

1. Major goals of the Traditional nursery school pro­
gram were to promote the personal, social, motor, and general 
lan~l.ge development of the children. Teachers were instructed 
to cI\pitalize on opportunities fc.)r incidental and informal learn­
ing, to encourage the children to talk and to ask questions, and 
to at~late their interest in the ~1. around them. MUsic, 
story" and art Ilctivi ties were 8chedul .. reau1arly. Outdoor play 
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was a part of the daily routine; indoor play focused on a doll 
and housekeeping center, a vehicle and block center, and a small 
toy center. 

2. The Commun{ty-Integrated program, operated at four 
neighborhc)od centers, provided a traditional nursery school ex .. 
perience BUnilar to the one above. These centers were licensed 
by the state and were sponsored by community groups, and classes 
were compoled predominately of middle- and upper-class Caucasian 
children. Two to four disadvantaged children from the research 
class unit attended sessions at one of these four centers. Socio­
economic integration was the pertinent variable rather than racial 
integration which was achieved in all programs. Central to the 
altered classroom dynamics in the Community-Integrated program 
was the presence of &n advantaged-peer language model in addition 
to the teacher model provided in all programs. To the extent that 
children in a traditional nursery school ac~uire language from each 
other, the Community-Integrated program provided the opt~ setting 
for verbal development. 

3. The Montessori program was administered by the local 
society,and staff and clasa:room materials met Montessori standards. 
The daily schedule began with a routine health check and toileting. 
The group then met "on the line" for conversation, songs, finger 
plays, and exercises. The next half hour was devoted to u spon-
taneous choice" of approved materials and was followed by a second 
period on the line devoted to musical activities, stories, and 
games. A "practical life" demonstration, juice time, toil~~ting, 
the silence exercise, and tidying the classroom occupied the next 
half hour. The final ten or twenty minutes of the session were 
given over to playground activities or supervised short walks. 
The specific nature of the "prepared environment" raised the le""'el 
of structure within the Montessori classroom beyond that of the 
two traditional programs. The Montessori teacher did not, however, 
maintain the high level of specific control over the actions of 
the children required by the teachers in the two highly structured 
programs. Structure in the Montess01:1 program derived not from 
direct teacher-child interaction but from the prescribed manner 
in which the child learned from the materials. 

4. In the Ameliorative program, verbalizations in 
conjunction with the manipulation of concrete materials were 
con.idered to be the most effective means of establishing new 
language responses. A game format (card packs, lotto games, 
models and miniatures, sorting, matching, and cl_ssifying games) 
created situations where verbal responses could be made repeatedly 
in a prcKfuctive L meaningful ~ontezt without resorting to rote 
repetitj~on; often the child could visually and motorically assess 
the correctnesl of his thinking before he made an appropriate 

, verbalization. If the ch1.ld was unable to make a verbal response, 
the teacher .. pplied an appropriate model; when he began to initiate 
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.uch responses, the teacher had the opportunity to correct, modify, 
and expand his verbalizations. 

Each class unit (N-15) was divided into three groups on the 
ba.is of Binet IQ with one teacher for each group. lhe daily 
schedule wa. divided :!nto three 20-minute structured learning 
periods: math concepts, language arts and reading readiness, and 
science-social studies. A large room where the 15 c;h:i.ldren could 
gather for group activities was available; however, instruction 
took place in cubicles which contained material. appropziate to 
the three content areas, an.d ellch teacher moved from one cubicle 
to another with her group of five children. Concepts taught 
during the structured periods were reinforced during directed 
play and especially during the music period. 

The low pupil-teacher ratio allowed for differentiation of 
instruction to provide a high success ratio for each child. 
Damediate correction of incorrect responses (often through the 
rep~tition of model sentences or through duplicate layouts of 
small manipulative materials) and reinforcement of appropriate 
responses (usually through praise) assured the children of their 
competencies in handling curricular requirements and enhanced 
their intrinsic motivation to le&rn. Frequent review extended 
cont~nt previously pre~ented and provided opportunities to use 
further the vocabulary and sentence structures which had been 
taught. 

5. In the Direct Verbal program intensive oral drill 
in verbal and logical patterns was chosen as the mode for instruc­
tion since disadvan.taged children were contlidered adequate in 
perceptual and motoric skills but inadequate in verbal and abstract 
.kills. The class unit was divided into three groups of five chil­
dren, initially on the basis of StanfordMBinet IQ scores and 
teacher evaluation. Each of the three teachers conducted a 20~ 
minute learning period (language, arithmetic, or reading) for the 
three groups. The general instructional strategy was that of rule 
followed by application. A verbal formula was leaIned by rote 
and then applied to a series of analogous examples of increasing 
difficulty. 

The language program focused on the minimum essentials of 
language competence. The objective was a kind of basic English 
ths!': teac:her and child may use in the conduct of elementary 
education--a basic English which does not embody all the concepts 
a child should master but which provides a medium through which 
those concepts may be learned. The process began by teaching a 
basic identity statement applied to familiar objects: "This is a 

• This is not a ." When this statement was -----.... tered, new language patterns wete introdl·.ced: plurals, polar 
.ets, prepositional phrases, sub-class nouns, active verbs, common 
ten.es, and personal pronouns. The program culminated in the use 
of language for deductive reasoning. 
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The arithmetic program emphasized a "science of counting" 
without reference to phenomena that can be interpreted arithmeti~ 
cally. The disadvantaged child was assumed to lack the verbal 
and logical sophlatication necessary to abstract arithmetic 
principle. from everyday experi.ences. After the initial teaching 
of counting, arithmetic was taught through equations emphasizing 
the idea that any equation could be read as a statement of fact 
~nd alGo as an instruction that told how the fact could be estabw 
li,.hed through a counting operation,. The kind of pattern drill 
used in the language program to teach basic grammatical rules was 
alao uaed in arithmetic. 

The children were taught to read with a modified Initial 
Teaching Alphabet. Innovations had to do with the formation of 
long-vowel sounds and the convention for blending words. As early 
as possible, the children were introduced to controlled-vocabulary 
stories written by the reading staff. 

Songs were especially written for the ~sic period and pro­
vided practice in language operations which had been taught. Story­
telling also provided additional practice in language operation. 
and involved more question-and-answer activity than is cammon in 
reading stories to children. 

Selection of Subject~ 

The subjects for this study were selected from the preschool 
population of the economically depressed neighborhoods of 
Champaign-Urbana, a community of 100,000 in central Illinois. 
Families judged by public aid and school authorities to be economi­
cally and educationally deprived ~t?ere canvassed for children who 
hed no previous preschool e:n:perience and who would be four years 
old before the first of Decf~ber, an age appropriate for enroll­
ment in public kindergarten the following year. A home inter­
viewer determined final eligibility after she had completed a 
detailed family history. In addition, interviewers canvassed 
certain acutely disadvantaged sections of the city to locate chil­
dren new to the community or otherwise unknown to the referring 
agencies. 

The 1960 Stanford-Binet Intelligence Scale was administered 
to eligible children who were then stratified on the basis of 
their intelligence quotients into three groups: IQ scores 100 
and above, 90 through 99, and 70 through 89. The children were 
assigned to class units (N-lS) in which one-third of each class 
consisted of children who had scored in the Uhigh" IQ range; one­
third, the "middle" raogej one-third, the "low" range. Mean in­
telligence quotients were then computed for the three strata and 
for each class unit. These means were evaluated for comparability 
between class units as a whole and fo'r strata between classes. 
Class units were ex~ined to assure comparability of sex and race. 
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When necessary, substitutions weTe made between classes to maintain 
an approximate ratio of 67% Negro children and 3310 Caucasian chil­
dren and a ratio of approximately 501. male and 50~ female children. 
Finally, each ~lass unit was randomly assigned to a particular 
inter~~ent:l.on program. 

Evaluation Procedures 

Since the intent of this study was to evaluate over a two­
year period the effectiveness of five classroom interventions 
upon the overall school readine9s of disadvantaged children, eval­
uations were made prior to the intervention, at the end of the 
preschool year, and at the end of the kindergarten year in the 
following areas: 

1. Intellectual functioning as measured by the 1960 
Stanford-Binet Individual Intellige\nce Scale, Form L-M. 

2. Language development las measured by the Illinois 
Test of Psycholinguistic Abilities p experimental edition, 1961. 

3. Vocabulary comprehension as measur.ed by the Peabody 
Picture Vocabulary Test. 

In addition, the Frostig Developmental Test of Visual Perception 
and the Metropolitan Readiness Tests were administered at the t~ 
of the second and third batteries. 

RESULTS AT THE J~ND QF 
THE PRESCHOOL YEAR 

The two highly .tructured program. (Ameliorative and Direct 
Verbal) demonstrated a substantial mean gain (13 points) in !!tel1ec­
tual functioning (Binet IQ). No child in either program failed 
to make an IQ gain. On test two 92% of the children in the 
Ameliorative group and 74% of the children in the Direct Verbal 
group fell in the high intellige;nce strata. The other three 
groups made mO're modest mean gains (5 to 8 pOints) and from 15 to 
24% of these children regressed. Clearly, the test-two performance 
of the Ameliorative and Direct Verbal groups on the Stanford-
Binet wa. superior to the performances of the other three groups. 
Although the Traditional group was not significantly lower than 
,the Ameliorative or Direct Verbal group, neither was it '1ignifi­
cantly higher than the Community-Integrated or Montessori group. 

On the initial assessmemt of laowase dE!velopment (ITPA) the 
children in this study' were most deficit on the three subtests 
related to verbal expreaaive abilitie.: Vocal Encoding, Auditory-
90cal Automatic, and Auditory-Vocal As.oclation. The ~eliorati .. 
sroup el~inated a major initial deficiency on each of these three 
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.ubtellt., and the Direct Verbal group eliminateci a majc.r deficiency 
on two of these three eubte.t.. 'lbe Traciitional group did rela­
tively well in this are.. The perfo~nces of the ~BUnity­
Integrated and MOntessori groups on the8e three subtests were 
static at best, and their substantial deficit. remained at the 
tim~ of test two. On the ITPA total the ~liorative group was 
significantly higher th&n the Community-Integrated and Monte88ori 
groups but did not differ significantly from the Direct Verbal 
and Traditional groupe. The Direct Verbal and Traditional groups 
were significantly higher than the Montessori gToup only. 

The magnitude of the gains of .... b.e Ameliorative ·group on the 
nine subtests of the ITPA and the conb.r..stency with which it made 
theee gains resulted in an essentially nondeficit test··two perfor­
mance. The Traditional group made consistent but more modest 
gains and had no major deficits (deficits in excess of 6 month.) 
at the time of test two~ The Direct Verbal group made somewhat 
larger gains than the Traditional group but made these gaina 
somewhat less consistently and had w.jor deficits on ~wo subtests 
at test two. The Community-Integrated and Montessori groups gen­
erally made smaller and less consistent gains than the other three 
groups. The movement of the Montessori group was somewhat regres­
sive while that of the Community-Integrated group was more nearly 
stati~! • 

There were no significant differences among the five groups 
in vocabulary comprehenslon as measured by the Peabody Picture 
Vocabulary Test. The performance of the Ameliorative group 1n 
visual perception (Frostig) was significantly higher than those of 
the other four groups. On test two, over 75% of the children in 
the Traditional, MOntessori, and Community-Intesrated groups earned 
scores indicating a need for remediation; in the Direct Verbal 
group 43% of the children earned such scores. Only 21% of the 
children in the Ameliorative group scored at this low level. An 
assessment of school readines~ (~~tropo1itan) indicated the sta­
tistical superiority of the Ameliorative and Direct Verbal groups 
in number r~adiness only. 

CONCLUSIONS AT THE END 
OF THE PRESC HOOL YEAR 

Since the five intervention programs were chosen to represent 
points along a continuum of structure, one might assume that the 
results would order themselves along this continuum to the extent 
that structure is a valid dtmension in effecting change. Such 
was not the case. The children in the Ameliorative and Direct 
Verbal programs (high on the structure continuum) generally showed 
the greatest gaios. Those who participated in the Traditional 
program (low on the structure continuum) showed more modest gains. 
Children in the Community-Integrated program (also low on the 
structure continuum) and those who participated in the Montessori 
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program (midway on the structure continuum) showed the least pro­
gress. 

The failure of the Montessori children to demonstrate appreci­
able progress seems to invalidate the notion that the level of 
structure relates to the progress made by the dis~dvantaged child. 
The Montessori program provided a high degree of structure in 
terms of car~ful planning fur the kinds of motor-sensory activity 
appropriate to the development of an adequate base from which 
language and cognitive skills arise, and these provisions may be 
considered comparable to the activities used to elicit verbal 
responses (the game format) in the Ameliorative program or to the 
pattern drill employed in the Direct Verbal program. The MOntessori 
teacher provided a "prepat'ed environment" but did not systematically 
engage the child in verbalizations or require such verbalizations 
as part of the definition of prod~ctive involvement. This failure 
of the Montessori program resulted, at least during the interven­
tion interval, in somewhat regressive language ~ehavior. Struc­
tured emphasis on motor-sensory development without similar con­
cern for verbal development programmatically moves in the wrong 
direction for the disadvantaged child. 

The expectation that children in the Community-Integrated 
group would show progress equal to or greater than that of the 
children in the Traditional group was not substant~ated. The 
disadvantaged children in the Ccnmnunity-Integrated program failed 
to incorporate the language model of their advantaged peers be~ 
cause they did not reciprocate in verbal interactions at any 
significant level. The homogeneity of the Traditional group, on 
the other hand, required these children to respond verhally during 
certain activities~ Their teachers necessarily accommodated these 
activities to the verbal level of the children and gradually 
developed more acceptable and extended responses. The progress 
in verbal expressive ability made by the children in the Tradi­
tional program reflects this accommodation. 

The very real progress made by the children in the Traditional 
program must be viewed against the generally superior performance 
of the children in the two highly structured programs. The effec­
tiveness of directly teaching specific content was illustrated by 
the superior performance of the Ameliorative and Dir.ect Verbal 
groups on the number readiness test of the Metropolitan. The 
magnitude and consistency of their gains in intellectual function­
ing (Binet IQ) clearly endorse the importance of providing a set­
ting in which the child is required to make appropriate and increas­
ifigly complex verbalizations. There is some evidence that obtain­
ing these verbalizations in conjunction ~ith productive, manipula­
tive experiences (Ameliorative program) more effectively developed 
visual perceptual skills (Frostig) as well as the visual~~tor 
.kills involved in certain ITPA subtests (Visual Decoding, Vil3ua1-
Motor Sequencing, and Motor Encoding). In addition, children who 
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made verbal responses concurrent with meaningful, manipulative 
experiences more effectively incorporated syntactical constructs 
into their verbal repertoire (Auditory-VOcal Automatic subteet). 
On the other hand, verbal pattern drill. (Direct Verbal program) 
provided unique opportunitie,fJ to develop the auditory reception 
of structured a.peets of language (Auditory-Vocal A •• ociation aDd 
Auditory Decoding .ubtests). 

THE SEC\)tIl YEAR OF THE STUDY 

Inter.entlons during the Kindergarten Year 

During their second year in the study the children in the 
Traditional, COIlID.Utlity ... lntegrated, Monte.sori, and Ameliorative 
programs attended I~ublic kindergarten for a half day where no 
research intervention was made. The children in the Ameliorative 
program attended public kindergarten in the morning and, in addi­
tion, partic~pated in a one-hour supportive program at the research 
center in the afternoon. According to the research deSign, chilu 
dren in the Direct Verbal program were not to attend public kinder­
garten and were to return to the research center for a half-day 
program. 

The children in the Ameliorative SUpportive program were 
divided into two classes of twelve children each. The one-hour 
iession consisted of two peri~is--language development/reading 
readiness and mathematics concfapts. An effort was made to avoid 
repeating activities which had already been provided in the morning 
public kindergartten and to emphasize activities directly related 
to first-grade academic success. Because the test-two performance 
of the Ameliorative group on all ITPA subtests had been essentially 
nondeficit, the major orientation of the supportive program was 
toward school 'readiness rather than language development. Since 
these children hed demonstrated competence in visual perceptual 
skills (Frostig) and a mean Binet IQ substantially above 100 (only 
two children sc:ored below 100) and because they were appToaching 
an age appropriate to more specific academic endeavors, this shift 
in program emphasis seemed reasonable. 

The Direct Verbal program in the second year of the study 
offered an extension of the first year'_ curriculum, and the chil­
dren were again grouped by ability for 25-minute instructional 
periods in reading, arithmetic, and language. The language program 
included concepts of measure, the formal use of function words, 
and the vocabulary engendered by a study of part-whole relationships 
of over 100 objects. The Direct Verbal stajEf deve~ oped a highly 
.ystematized reading method which emphasize4i sub-skills such &e­
blending, rhyming, visual discr~ination, left-to~right orientati~. 
and sequencing. The ,children were taught to recognize symbols as 
.ounds and to combine these sound~u8ing the sub-skills, into 
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words. In arithmetic the children received further work in the 
curriculum initiated the fir.t year, and no e18nificent alterations 
vere .. de. 

RESULTS AT THE Ell) (W 

THE KINDERGARTEN YEAR 

At the end of the second year of intervention. statistical 
comparisons were mad,e between data from battex'iea one and three. 
aod c)nly inferences can be drawn between data frOllll batteries two 
and three. Clearly the performance of the Direct Verbal group in 
intellectual functionigg(Binet IQ) was superior to that of the 
other four groups. Only the children in the Direct Verbal group 
made a substantial gain during the aecond year (6 point.). The 
four groups that attended public kindergarten the second year 
basically maintained the gains in intellectual functioning made 
during the first year, and 108ses or .d~itional gains did not 
exceed 3 points. Although the supportive program for the Ameliora­
tive group was unsuccessful in fostering further IQ gains, it may 
heve been responsible for maintaining the relatively large gain of 
this group. 

On the initial l~age deve~nt assessment (ITPA) the.e 
children were ~.t deficit on three subteat. requiring .erb.l 
expressive abilities: Voc4l Encoding, Auditory-Vocal Automatic, 
and Audttory-Yocal A •• octation. Of the three groups vho attended 
only public kindergarten the second year, the Community-Integrated 
group demonstrated the least change on these three subtests. The 
Traditional group, although they had shown relatively good progress 
on these three 8ubtests during the preschool year, tended to regress 
during the kindergftrten year. The MOntessori group, on the other 
hand, which had demonstrated a regressive pattern the first year, 
made substantial gains during the kinderga'rten year. The regressive 
performance during the second year of the fourth group who attended 
public kindergarten (Ameliorative) is particularly distressing 
.ioee these children also attended the one-hour supportive program. 
The Direct Verbal group was the only group that showed continued 
and ."reciable progre •• over the two-year period aDd va. at or 
aba.e it. cbronologlcal age on the three stibtests related to verbal 
..,r ••• i.e abilttie.. These result_, together with the reault. 
on tntellectual functioning, may be an indictment of public .chool 
prolramming for di.advantaged children but are clearly an endorse­
ment of continued special programming. 

On the ITPA total the performance of the Direct .Verbal grou, 
va •• ignificantly higher than those of the other four 8roups. 
Differences between test-one and-three performances for these four 
group. were n~gligible, and only the Direct Verbal group showed a 
eubstantial gain (7 months). Over the two-year period the Direct 
Verbal group consistently made gains which resulted in a nondeficit 
telt-three performance on all ITPA subteets. The Ameliorative 
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group made no appreciable regressions but its gains were more 
modest. On five subtests the Ameliorative group was abov'e its 
chronological age at test three, but four major deficits (6 to 12 
months) remained. The gains of the Traditional group were not of 
sufficient 'lnagnitude to result in any test-three performance above 
chronological age, and three of its deficits were of major pro­
portions. The performance of the Montt!ssori group was somewhat 
more erratic than that of the Traditional group; major deficits 
remained on three subtests, but on three subtests the MOntessori 
group scored above its chronological age. At test three the 
Community-Integrated group had major deficits on eight subtests, 
two of which exceeded twelve months. 

At the ttme of test three the Traditional group was signifi­
cantly lower than the oth,,~r four groups on the tei:lt of visual 
percep;~ (Frostig). The Traditional group made no progress 
during the second year t¥hile the Montessori and Coumunity-Integrated 
groups made substantial growth in this area during their year in 
public kindergar~en. The Ameliorative group, which had been 
significantly superior at test two, showed modest but continued 
growth. The mean of the Direct Verbal group which had ranked second 
at test two now closely approximated that of the Ameliorative group. 
Children in the public kindergarten did indeed make gains in this 
area; howt~ver, the groups which participated io. the structured 
academically-oriented programs had a considerably smaller percen~ 
tage of children prone to reading failure, to t~ extent that read­
ing failures are related to visual perceptual inadequacies. 

On the assessment of ~chool readiness (Metropolitan) the 
reading readiness performance of the Ameliorative group was signi­
ficantly higher than those of the other four groups. This result 
is rather surprising in view of the Direct Verbal group's superior­
ity in intellectual functioning (Binet) and language development 
(ITPA). The failure of the Direct Verbal group to achieve a per­
formance superior to those of the other groups, especially the 
three groups who attended public kindetgarten only, is puzzling 
since its curriculum included an intensive two-year reading program. 
A major i.ntent of the Ameliorati:'!e supportive program had been to 
prepal'e children for formal readlng instruction, and this focus 
appropriately developed reading readiness skills as measured by 
the Metropolitan. Thirty-eight percent of the children in the 
Ameliorative program achieved a superior reading readiness status, 
and 6710 of the children in this group were rated high normal and 
above. No child in the other four programs earned a superior 
rating, and from 15 to 31% of the children in these groups were 
in the high normal range. Nearly equal percentages of the chil­
dren in these four groups fell in the high, average, and low 
ranges. The favorable readilig prediction for the large number 
of children in the Ameliorative program is complemented by the 
f~ ~hildren who received law-normal ratings, less than one-fourth 
the ,ltlrcentage of any other group. 
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On the W~tlC'opolitan Number Rea~~lness Test the Ameliorative /'. 
and Direct Verb,l groups were signi1:'.cantly higher at test three 
than the other groups. A substantially higher percentage of the 
children in the ~JDelior.tive group (ll%) achieved a superior 
number readiness status; however, the ~ercentages of children in 
the Ameliorative and Direct Verbal groups ,gho were rated high 
normal and above (91't) were identical and higher than those of 
the other three groups (40 to 64~). Apparently disadvanta~ed 
children of preschool and kindergarten age profit from academically­
oriented instruction in mathematics, and both programs seemed ap­
propriate and effective with these children. 

Th~ children who participated in the Traditional, Community­
Integrated, and Monte.sori programs the first year and who attended 
only the public kindergarten the second year generally demonstrated 
the least progress on the total battery. The performance of the 
Traditional group at the end of the first year more nearly approxi­
~ted those of the two structured groups than those of the Community­
Integrated and Montessori groups which changed little during the 
preschool intervention. The regression of the Traditional group 
and the modest progress of the MOntessori group during the second 
year (the kindergarten year) resulted in s~ilar test-three perfor­
~nces. The Community-Integrated group regressed substantially in 
important areas during the second year. The children in the 
IJDeliorative group made progress equal or superior to that of the 
Direct Verbal group during the first year but regressed substan­
tially in critical areas the second year. The one-hour supp\ortive 
program was successful in fostering further development of school 
readiness (Metropolitan) and visual perception (Frostig). Only 
the Direct Verbal group made consistent and continued progress in 
all area. over the two-year period. 

CONCWS IONS AT THE END OF THE KINDERGARTEN YEAR 

Only at the end of the first year of the study can differential 
results be directly attributed to the specifics of preschool inter­
vention, since only then were the five programs comparable in te~s 
of class unit composition, teacher-pupil ratio, and tUne. The 
.econd year of this study introduces new variables and cannot be 
viewed merely as a follow-up of the five preschool programs. For 
those interested in preschool programming for disadvantaged chil­
d~en, the data obtained at the end of the preschool year must 
remain of primary relevance. 

It seems clear that one year of preschool programming, no 
matter how ~ediately effective, did not equip disadvantaged 
children to maintain perfon..ance in the kindergarten setting. 
Regardless of the progress made 1n preschool by the four group. 
of children which attended public kindergarten, their relative 
performances deteriorated during the second year, and the 
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efficacy of kindergarten programming for disadvantaged children 
seem. open to question. Since one of the principal findings of 
the first year v.. that intensive teact..,r-child interaction is 
critical to maximum language development and since this kind of 
interaction cannot occur with the teaching ratio of the public 
kindQr~rten, the deterioration in language development is not 
surprising. Only children in the Direct Verbal program, which 
maintained a low pupil-teacher ratio and intensive pupil-teacher 
interaction the .econd year, made continuing progress in language 
developnent. 

During the first year of the study, Ameliorative progrllDlIli.ng 
was appropriate and highly effective, and children made remarkable 
progress in all areas, particularly those of initial inadequacy. 
This encouraging educational prognosis contributed to a shift in 
emphasis from language development to school readiness in the one­
hour supportive program. The marked regression in verbal expres­
.ive abilities experienced by these children during the kinder­
garten year suggests that this shift in emphasis was ill advised 
or at least premature. The additional one-hour supportive program 
did indeed promote superior academic readiness but fafled to main­
tain the level of language functioning achieved in the Ameliorative 
preschool. 

Only children who attended the Direct Verbal preschool were 
provided loW pupil-teacher ratios and intensive language programming 
over the two-year period, and only these children made continued 
growth in all aspects of the test battery. The second year IQ 
gain is particularly encouraging as are the remarkable two-y~ar 
gains in verbal expressive abilities made by children in this 
aroup., Only in the area of reading readiness did t.hese children 
fail to achieve the superiox performance, and this study offers 
no direct evidence to support the early introduction of reading 
instruction to dis,.dvantaged children. 
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SUMMARY II. A Follow-Up of Three of the Five Preschool 
Interventions: Evaluations over Three Years 

Because all interventions were not initiated during the first 
year of the study, data at the end of first grade are not available 
for the MOntessori and Community-Integrated groups or for the 
second J)irect Verbal class unit. Follow-up data are, however, 
available for the Traditional group (N-25), the Ameliorative group 
(N-24) , and the first class unit of the Direct Verbal group (N-lO). 
The available N for the Direct Verbal groups therefore, is reduced 
from 23 to 10, and conclusions based on data obtained during the 
third year for this group must be tentative. Since the implica­
tions of the first two years were discussed in the preceding report, 
the major intent of this study will be to evaluate the status of 
the three groups at the completion of first grade. 

Evaluations were made in the following ar~.s prior to the 
intervention, ~t the end of the preschool year, at the end of the 
kindergarten year, and at the end of first grade: 

1. Intellectual functioning as measured by the 1960 
Stanford-Binet Individual Intelligence Scale, Form L-M. 

2. Language development as measured by the Illinois 
Test of Psycholinguistic Abilities, experimental edition, 1961. 

3. Visual perception as measured by the Frostig Develop­
mental Test of Visual Perception. 

In addition, the Peabody Picture Vocabulary Test was included in 
the first three batteries, the Metropolitan Readiness Testa were 
administered at the end of the preschool and kindergarten year., 
and the California Achievement Tests, Lower Prtmary Form W, were 
li"D fit the end c,f the first grade. 

The first intervention embodied the traditionalist point of 
view: a nursery ~lchool experience which worked in conventional 
.aya to improve the personal, SOCial, motor, and general language 
development of thE~ children was followed by a traditional kinder­
garten under the auspices of the public school. The Direct Verbal 
,rogr.m radically departed from the established view: the tradi­
tional preschool and kindergarten were geen 8S inadequate and 
inappropriate to the task of insuring the academic competencies of 
the diaadvantaged child, and the experimental Direct Verbal preschool 
was provided for the two years prior to first grade. The Ameliora­
tive program represented a middle ground: Amelioration of deficit. 
related to school inadequacies began during the preschool year 
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so that the disadvantaged child might benefit fully from the t~.di­
tiona1 kindergarten. The pibl ie kindergarten wi th a one-hour 
supportive program~ it vas assumed, would then be an appropriate 
prelude to first grade. Children from the three intervention 
programs attended first-grade classel under the sole supervision 
of the public Ichools, aDd all children were given the fourth 
battery of telts in the la ~,e s'pring of the third year of the ltudy. 

RESULTS AT THE END or FIRST GRADE 

School Achievement 

Although important interim evaluations were made at the end 
of the preschool and kindergarten years, school achievement at 
the end of first grade was understood to be a critical criterion 
in assessing program effectiveness. The reading achievement of -the Ameliorative and Direct Verbal groups as measured by the 
California Achievement Tests was significantly higher than that 
of the Traditional group. Two years of reading instruction in 
the Direct Verbal program prior to first grade seem to have been 
only 8S effective as the extensive readiness preparation in the 
Ameliorative program in producing accelerated reading d~velopment. 
This study provides little evidence to support the introduction of 
early reading programs for disadvantaged children. 

The California language test assessed capitalization, punc­
tuation, word usage, and spelling skills and bears little relation 
to language development as it is discussed els~'here in thi. re­
port. The performance of the Ameliorative group was significantly 
higher on this language test than that of the Traditional group. 
The perform.nce of the Direct Verbal group approximated that of the 
Ameliorative group but failed to Qchieve significance. Since the 
Ikills required for successful performance on this test vere not 
taught at the preschool or kindergarten levels (with the exception 
of l~ited spelling instruction for Direct Verbal children), the 
differential nature of this perfonuance may reflect the superiority., 
of the Ameliorative and Direct Verbal groups in general school 
r.adinel. as evidenced on the Metropolitan Readiness Testl at the 
end of the kindergarten year. 

The relults of the Metropolitan Number Readinels Test at the 
e ... of the kiDdersarten year indicated that the tvo structured 
,roups were better prepared for the more formal work of first-grade 
.. tb.Batics. The Ameliorative and Direct Verbal group. were 
11snificantly higher than the Traditional group on the California 
arithmetic test at the end of the first grade, confirming thia 
prediction. 
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Intellectual Functionina 

The BinP,t performances of the three groups were clearly 
differentiated over the three-year period. The performa"nce of 
the AmeliQrative and Direct Verbal groups was significantly 
.up~rior to that of the Traditional group at the end of the pre­
school year. At the end of the kindergarten year, the Binet 
performance of the Direct Verbal group was significantly euperior 
to that of the other two groups. (The Ameliorative group vas 
very nearly significantly higher than the Traditional group.) At 
the end_9J.tb.~ ... tJ:!~.;d .. y'~'!J:''Y''C?~' .th.~ study, whe~,ll children were 
compTet.ing ··the.first".g·rade, ··there were' no' slgn:[f:l.cant·~·a·f'fferences 
alDOJ!8._~he. J:~;t',ee groups. The modest preschool gain (8 points) of 
the Tradition.l'·group~'r'emained relatively stable during the 
following two years (5 points at the end of the first grade). 
Although the one-hour supportive program was unsuccessful in 
fostering a further gain for the Ameliorative group, it may have 
been responsible for maintaining the relatively large preschool 
gain (14 points)o The Ameliorative group did, however, lose 
6 points of this gain during the kindergarten and first-grade 
years. Only the Direct Verbal group received sustained special 
programming during the ~reschool and kindergarten years, and only 
the Direct Verbal group made large and continuing gains (13 and 
10 points) during the first two years of the study. When special 
prograDllling terminated and these children enterecL.tb~.fttat. g,_cle­
of tne public scnoolT;-t1rey exp'erlencecIii'sIz"eable loss (~l points). 

,c 'ft'·' ~_ ,!If ,,~, "''''., ~~''''''''r<: .~-.~ .'~ ,,, ~" ", "~"f- .\'1 • ,>.,' .. ~ ... '"--.. 

Initial ITPA total language age deficits for the three groups 
were four to five months. At the end of the preschool year, the 
groups were perfo~ing very nearly at their respective chronological 
agee. The Traditional group maintained a small deficit, and the 
Direct Verbal group achieved a modest acceleration. The Ameliora­
tive group Dade the largest gain and was functioning nearly three 
months above its mean chronologieal ago. During the second year 
of the study, only the Direct Verbal group made continued gaina, 
and its ITPA total performance was significantly higher than tho.e 
of the ~eliorative and the Traditional grOup8. The leales of 
the Ameliorative group during the kinaerg&rten year resulted in a 
te.t-three performance two months below ita chronological age 
while the loasea of the Traditional group resulted in a te.t-three 
deficit which very nearly equaled its initial deficit. There were 
no stetistical differences among the ITPA total performance. of the 
thr.e groups at the end of the third year of the stl~Y. All group. 
rear •• sed during the first-grade yearo The extent of the lo •• ee 
of the Traditional and Ameliorative groups during the kindergarten 
aDd first-grade years exceeded the gaino they had made in the pre­
.chool year. Although th~ .... Direct Verbal group was performing at 
its chronological age~'- th"e loss expel~ienced by this group during 
the first grade exceeded its gain of the kindergarten year and 
doe. not support an encouraging language progno.is. 
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Visual Perception 

At the end of the preschool year, the performance of the 
Ameliorative group on the Frostig Developmental Test of Visual 
Perception was signiflcantly higher than that of the Traditional 
group only. During the kindergarten year, the Amellorstive and 
Direct Verbal groups m~de cDntinuing progres. and were signifi­
cantly higher than thel Traditional group which regressed slightly. 
All groupe made progress during the first-grade year; h~ever, the 
Traditional group made a substantial gain and there were no longer 
significant differenceo among the groups. Initially, nearly all 
of the children fell in the lowest quartile on this instrument. 
At the end of the first, grade, only 81. of the children. in the 
Ameliorative group scored in the lowe.t quartile vhf.le 201 of the 
Direct Verbal child~en and 481. of the Traditional children earned 
such scores. 

CO~WSIONS AT THE END OF FIRST GRADE 

No intervention program was entirely successful in providing 
the impetus nece:ssary to sustain at the end of first grade the 
gains in intellelctual functioning and language development made 
during the preschool years. In spite of the disappointments of 
.~ of the longitudinal dat~, however, a major accompli8~nt 
of this study reaains: Serious learning deficits of the disad­
.antaged childreltl in the Ameliorative and Direct Verbal group. 
"ere eliminQted «iuring the preschool year. In the Direct Verbal 
program, whel'e all extensive intervention wa. sustained over a l"Wo"" 
y.ar period II ~on~tinued growth occurred. The deterioration 1n 
language and int •• l1ectual functioning which occur1:ed at the termina­
tion of inte,nslvEI prograuning demonstrates the need for continued 
intervention chax'acterized by low pupil-teacher ratios which make 
po.sible the interaction necessary for language developmeut and 
"hich provide the opportunity to design and tmplement learning 
experiences to achieve 8pecific g08l8. 

Although these three short-te~ intervention. (even a two­
, .. r classroom intervention is essentially a short-te~ effort) 
did not differe!lti.l1y-<~al ter intellectual functioning in any 
permanent fa.hi~, two a.pects of the Binet data have important 
implications. The sizeable gain of the low strata children in 
the Ameliorative group remained stable, most pertinently, during 
fir.t grade ¥hen no research intervention was provided. It .eoms 
jUltifiable to conclude that the Ameliorative program offered 
,.rticular opportunitie. to develop the intellectual functioning 
of low-normal and slow-learning children. The small number in 
.ach stratum of the Direct Verbal group preclude discu.sion of 
•• 1n. by 8t~ata. The IQ 10s8es experienced by the high strata 
children in both the Traditional and ~eliorative groups during 
the firat grade are of real concern and resulted in an IQ chanae 
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in a negative direction over the three-year pc~riod. The modest 
gain of the Traditional high stratum and the 13ubstantial gain of 
the Ameliorative high stratum during the preschool year r~A1ned 
constant through the kindergarten year bu t we're los t during the 
first grade. It seems reasonable to •• surne thst in tmportant ways 
the public schools during first grade failed disadva~taged chil­
dren with demonstrated potential. Th'!. aeaumption is further 
supported by the substantial regression during first grade of 24 of 
the 26 children from the three intervention groups who had .cored 
11.0 and above at the end of kindergarten. 

Since the intent of preschool intervention for disadvantaged 
children is to alter in positive ways later school performance, 
both structured programs must be judged successful. Virtually all 
of the children in the two structured programs were making at 
least adequate academic progress. In spite of two years of tradi­
cional preschool programming, nearly half of the chf,ldren in the 
Traditional group obtained California scores which indicated 
sharply limited school achievement~ This differential achievement 
level demonstrates the potential for school success among disad­
vantaged children wh:1.ch can be developed through structured pre­
school experiences.. Functi.oning effectively in the public school 
setting is a critical first step in altering the life circumstances 
of the disadvantaged child to the end that he may participate 
more fully in the educational and economic opportunities of a 
democratic culture • 
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SUMMARY III. Earlier Intervention: Effects of the Ameliorative 
Program Initiated with Three-Year-Old Children and 
Maintained for Two Years 

This study was concerned with the effects of the Ameliorative 
program initiated with three-year-old disadvantaged children and 
.. int.ined over a two-year period. The progress of the three­
year-old children after one year in the Ameliorative program was 
compared to that of the four-year-old children who had been enrolled 
in. the previous Amelioratble program. At the end of the second 
y~ar of the study, the progress of the children who perticipated 
in the Ameliorative program for two years (aa three-year-olds and 
as four-year-olds) was again compared t~ that of the children who 
had participated in the Ameliorative program for only one year 
(as four-year-olds). 

Recruitment procedures were the same as those employed in 
the earlier studies, except that the children were three years 
old before the first of December, an age appropriate for enroll­
ment in the public kindergarten in two years. Race and sex ratios 
and the three intelligence strata class design were maintained. 

Since the Ameliorative program had been developed as a one­
year intervention for four-year-old children, a number of accOlllDO­
dations were nece:ssary to use this program with three-year-olds 
over a two ... year 1)I~riod. During the first year, material was pre­
sented at a slowf!x rate and concepts were introduced at their 
simplest levels. During the second year, units of work not taught 
the first year wrere covered and new units were added, pa'rticularly 
in the social studies-science curricul\DIl. Units which had been 
taught at a minimal level the first year were expanded the second 
year beyond the level reached by other .Ameliorative classes for 
four-year-olds. The teacher-pupil ratio (1:5) and the daily 
schedule of the previous Ameliorative program were maintained 
over the two years. 

RESULTS 

There was no significant difference between the pr,ogress 
made by the three-year-old children during one year in the Ameliora .. 
tive program and that made by four-year-old children in one year 
en any component of the test battery (Binet, Peabody, Frostig, 
and ITPA tota 1) • 

The progress made in ~o years by children who began the 
Ameliorative ~rogram at the age of three was not superior to that 



made in one year by children who began the pxogram at the age of 
four on any instrument in the test battery. Doubling the length 
of intervention with apparently appropriate program accommodations 
had no appreciable impact. 

The results at the end of the first year of the study generally 
endorsed the earlier initiation of the Ameliorative program. The 
first-year gains of the younger group essentially matched the re­
markable gains made previously by the four-year-old children in 
the Ameliorative program. This accele~ation did not continue 
during the second year. Maintaining an essentially nondeficit 
performance may in itself represent a major achievement, particu­
larly in view of the tendency of disadvantaged children in this 
and other projects to fail to maintain very promising first-year 
gains. The accelerated rate of growth schieved during the first 
year and the demonstrated stability of these gains the second 
year suggest an optimistic school prognosis for these children. 
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SUMMAIY IY. !IMI Effects Qf Sbort-Tara IUtructloa .t au. by 
Motherl of Children not lDroll_ in a PteMhool 

Thil study wal designed to evaluate the effects of lhort-te~ 
at-home instruction by mothers on the intellectual and language 
development of their children. Neither experimental nor control 
children were enrolled in a preschool, and only the mothers of 
the experimental children were enrolled in • training program de­
signed to help them make instructional materials to usa in teaching 
their children at home. It was hypothesized that preschool chil­
dren of mother. in the training program would demonstrate gains in 
intellectual functioning and language de'velopment significantly 
greater than those shown by children whose mothers were not in­
volved in a training program. Instruments used for pre- and post­
evaluation were the Stanford-Binet Individual Intelligence Scale 
(1960 edition) and the Illinois Test of Psycholinguistic Abilities 
(exper~enta1 edition, 1961). 

METHW 

Subjects 

Subjects were selected jtrom Negro families in an economically 
depressed area who had been l~eferred by the principal of the 
neighb.)rhood elementary schoe,l. Children were to be four years 
old before December first, aIlld attendance at a preschool disquali­
fied a child. A control and an exper~ent.l group (N-l5) were 
•• tabl1Lshed with comparable m.ean intelligence quotients and sex 
ratios. 

InterV'ention ...... -----_ ................ 
The mothers of the exper:Lmenta1 chf.ldren attended eleven weekly 

two-hour meeting. conducted by three preschool teacher. at the 
neighborhood elementary school. Each teacher worked closely with a 
group of five mothers. As part of the project staff, mothers were 
paid $3.00 a session but received no remuneration for the time 
lpent working with their .chi1dren at home. At the beginning (,3f each 
lel,ion the mothers made educational materials to use during the 
following week in teaching their children at home. Inexpenlive 
materials or item. commonly found in the home were incorporated 
into the.e activiti.l. The teftchers taught the mothers song. and 
finger ,lay. and distributed copies as a teaching aid at home. 
Books and puzzles were available on a lending-library basis. Lao8 
suage development was the major emphalis of all activitie. which were 
deligned to teach the child to label objects in hi. immediate 
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environment, to make n~re precise verbal ob.ervation., to gener.lize, 
to use gr .... tic.lly correct forms, to under.t.nd .nd to .ak que.­
tion., .ad to formulate answer~. 

When a mother was absent, the other mothers made the materi.ls 
for her .nd the teacher delivered thele and the instructions for 
their ule to the home the following week. In addition, the teacher 
visited e.ch home at two-week interval. to become .cqu.inted with 
the child, to demonstrate teaching techniques, to evaluate the 
.ppropri.teness of the .ctivities by observing mother .nd child, .t 
work, .nd to asse.. the extent to which mother. were working with 
their children. 

RESULTS 

Intellectual Functioning 

The results of the study confirm the hypothesis that the 
experimental lubjects would evidence gains in intellectual func­
tioning (Stanford-Binet) lignificantly greater than those made by 
the control subjects. The mean gain of the experiment.l group ••• 
7 points, while the control group made no gain. 

Language Developme~ 

It had been hypothesized that the exper~ental subjects would 
make gains in language development (ITPA) significantly greater than 
these of the control subjects. The results do not clearly confi~ 
thil hypothesis. There were no significant differences in favor 
of the experimental group in gains on any subtest; however, on 
three subtests and the ITPA total there was a trend (.10) in their 
f.vor. "00 eight of the nine subtests the gains of the experimental 
group were at le.st twice the program interval of approximately 
three months. The control group achieved this level of gain on 
only three 8ubtests. 

DISCUSSION 

This intervention, teaching mothers to make educational ac­
tivities from low-cost materials to use in teaching their children 
.t home, was not deter.mined by budgetary requirements; rather, it 
v •• cho •• n as • means of insuring the mother's active participation 
in the meeting and her effective teaching at home. The practical 
n.ture of this program in terms of facilities, personnel, and budget 
doe5, however, increase lte potential for reaching l.rge numbers of 
children. The results of this study, particularly in view of ita 
.hort-te~ n.ture, seem to be a cle.r demonstration t~t mother. 
c.n be effectively involved in direct educational interv~ntion with 
their pre.chool children at home. 
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SUMMARY V. The Dnpact of At-Home Instruction by Mothers on 
Performance in the Ameliorative Preschool 

Because of the encouraging results obtained in the short-te~ 
atudy of the ef1recte of at-home instructioo by mother. (S ... ry IV) 
and to de~telop ~l more positive relationship betweeo. tac.e and pre­
achool, the motller-involvement program vas incol:porated into the 0p­

eration of the jYDeliorative preschool~ It was expected that children 
whose mothers worked with them at home in areas relat~ to those 
taugbt at the preschool would make additional p1rogress. The evalua­
tion, therefore, involved a comparison of the progress of children 
taught by their mothers at home and by teacherfJ at the 'preschool with 
that of the earlier group of children who had 'received instruction only 
in the preschool. The specific intent of this study was to dete~ine 
areas in which instruction by mothers influenc!ed performance. 

METH(I) 

The Ameliorative program provi.ded all children in this study 
has been described previously (Suuraary I), and the n~ther-involve­
ment program was patterned after the earlier, short-term study 
(Summar)T IV). An additional dimension to the mothe~-involvement 
meetings, primarily made possible by the extended length of the 
program (from twelve weeks to seven months), was an emphasis on 
broader comnrunity interactions. 

Recruibment procedures were the same as those employed in the 
earlier studies. Race and sex ratios and the three intelligence 
atrata were maintained for the Ameliorative classes which incor­
porated the mother-involvement program. 

RESULTS 

The post-intervention performance of the ~aeliorative group 
with mother involvement was nearly identical to th.t of the 
Ameliorative group with no mother involvement on the Binet, Prostig, 
and Metropolitan Readiness tests. On four ITPA subtests, two of 
them in the critical area of verbal expressive abilities, signifi~ 
cantly higher scores were achieved by the children whose mothers 
were DQS involved in the program. In no way did the resulta of 
the test battery confirm the expectations of the study. 
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DISCUSSION 

Any e.J~l.nation of thea~ resultB must necessarily be specula­
tive. Since thi. study combined a mother-involvement progr.m with 
a preocho(JI program, it SeemfJ logical to question whether either 
component was altered when the two were combined" 'l'here is little 
ba.i. to a.sume that the subsequent Ameliorative program wa. 16.~ 
effective than the original, al1d~ 1n fact, project staff generally 
ajgreed that the later program was superior in term.' of currieul .. 
olt'pnization and availability of materials. The moth0r-it1volveaent 
"t'ogrUl, however, neces.arily required expansion and spec:l.fic 
accommodations since the children now received instruction at 
.choal as well as at home. In retrospect, changes which seemed 
relatively minor, coupled with the child's preschool attendance, 
.. y have significantly altered the mother's perception of her 
role in this progr.u. In the shortnterm study, the mother wa. 
aware that she was the ~~ active agent for chAnge in her child. 
In the longer study, mothers appreciated the v&lue of the activi­
ties for their children but may have over-emphasized the role of 
the preschool in achieving the goals of the program. 

In 8pite of the statiBtical results, project teachers continue 
to be enthusiastic about mother involvement in conjunction with 
preschool and feel that their observations of the children in the 
classroom support this view. Teachers believed that 8 meaningful 
home-school relationship had dev~loped over the seven months, and 
there wa. evidence that some mothers generalized from this pre.choo! 
experience to the puplic school and wider community levell. 
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SUMMARY VI. lmplementing the Ameliorative Program with 
Paraprofessional Staff 

It was the intent of this study to determine whether a para­
professional teaching staff indigenous to the poverty area could, 
through sustain~i inservice training and daily supervision, im­
plement the highly specific instructional program developed in the 
Ameliorative preschool. Four class units participated in this 
.tudy. The first two were taught by professional staff and are 
described as the Ameliorative intervention in Summary I. The 
third class unit was staffed by three, young, Negro mothers who 
had no previous teaching experience and no formal education beyond 
high school. The fourth was taught by sixteen- and seventeen-year­
old girls enrolled in a high school work-study program. In addi­
tion, a qualified preschool teacher served as the paraprofessional 
trainer in each of the latter two units. 

METHOD 

Selection of Subjects 

Procedures to recruit children for the class unit taught by 
the adult paraprofessional staff were the same as those employed 
in the earlier preschool studies. Race and sex ratios and the 
three intelligence strata were again maintained. Recruitment 
procedures for the class unit taught by the teenage paraprofes­
sional staff only approximated those used in the earlier studies 
because this pr~gram was operated at a community nursery school 
in a target area housing project. . 

Intervention 

The length of intervention, the daily schedule, the teacher­
pupil ratiOS, and other aspects of classroom mechanics in the two 
class units taught by paraprofessionals were patterned after those 
of the Ameliorative preschool (Summary I). A major effort was 
made to insure that the teaching strategy employed by the para­
professionals and the curricular units they implemented followed 
thoae of the earlier study which provided the basia for comparison. 
To fulftll this intent, a procedure was developed whereby a pro-
f ••• ional teacher provided inservice training for the three para­
professional teachers under her direction. The supervisory teacher 
••• umed full responsibility for the long-range educational goals 
of the program and for the specific instructional plans and va. 
present in 'the classroom each day to assess the appropriateness of 
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her plans for the children as well as the effectiveness of her 
paraprofessional staff in executing these plans. She did not, 
however, assume the role of classroom teacher herself. 

Evaluation Procedure 

To evaluate the effectiveness of paraprofessional staff in 
implementing a highly specific preschool instructional program 
the perfo~nce on a standardized battery of tests (Binet, ITPA, 
Frostig, Metropolitan) of children taught by paraprofessional • 
• a. eompared to that of children taught by profes.ional staff 
tmplementing the same instructional program. 

RESULTS 

The staff variables explored in this study (professional, 
adult paraprofessional, and teenage paraprofessional) did not 
produce significantly differential performances on any component 
of the evaluation battery. Particularly on the assessment of 
general school readiness (Metropolitan) and visual perception 
(Frostig) were the similarities among performances striking. Only 
minor qualifications need be made: (1) There is same evidence 
that children instructed in the Ameliorative curriculum by pera­
professionals did not achieve large IQ gains as consistently as 
did the children taught by professionals. (2) IQ gains by intelli­
gence strata in classes taught by paraprofessional staff were not 
as unifo~ as those in classes taught by professional teachers. 
(3) Relatively poor performances on the Motor Encoding subtest 
of the Illinois Test of Psycholinguistic Abilities and on the 
three subtests rel·sted to verbal expressive abilities were demon­
strated by children taught by paraprofessionals. Generally, 
however, the results of this study clearly endorse the feasibility 
of alleviating preschool staffing problems through employing para­
professional teachers who receive sustained inservice training and 
daily supervision. The paraprofessionals, adult and teenage, who 
participat~d in this study did indeed demonstrate the ability to 
~lement the highly specific instructional program developed in 
the Ameliorative preschool as effectively as professionally trained 
teachers. 

CONSIDERATIONS INVOLVED IN 
PARAPROFESSIONAL STAFFING 

Although the analysis of the evaluation battery did not 
reveal significant differences between the group taught by the 
adult paraprofessionals and the group instructed by teenagers, 
the supervisory teachers in written evaluations of their respec­
tive staffs described conspicuous and pertinent variables. The 
performances of the adult paraprofessionals in all aspects of 
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the.. e .. 1uatloD. were rated superior t. those of the teenage 
teacher.. Although the paraprof ••• l00al. at both ase 1.~1. 
lacked teachlos .,art.ence and lmow1ed .. cOIlcerning the goa15 of 
a preachoo1, the teenagers failed to acquire the genuine sense of 
commitment to the progreD which the adult paraprofe •• lonal. (all 
mother. themse1ve.) developed a1mo.t fnnediately. The teenager. 
exhlbit~ rather chronic absenteeiem which waa ne.er demonstrated 
by the adult paraprofessionals and personnel turnover was high 
..aD1 this younger staff. The teenager. tended to be somewhat 
d.fen.ive about .uggestton. which aeaoecl in any way critical of 
their work. They often ... the supervi.or as an authority figure 
with whom they did not identify and toward whom they felt somewhat 
rebel1iou.. The adult paraprofessionals, on the other hand, viewed 
their supervisor •• ''part of the team" aDd were eager to extend 
their responsibilities within the classroom. The supervisory 
teacher of the teenage staff felt that although these young teachers 
acquired many of the skills neces •• ry to present curriculum ma­
terials to young children and to handle discipline problems in a 
constructive manner, their growth as teachers was limited because 
they did not adequately develop the ability to evaluate objectively 
the progress made by the children within their instructional groupa. 
The young mothers found less difficulty in observing and e~luatinl 
child behavior and became rather ardent and articulate pramat.r. 
of the preschool program. The teenagers saw little relevance in 
this work experience for their occupational future while the para­
professional adul ts sensed the relevancy of this experielnc. te 
their roles at home and in the coamunity and considered .ncb tl:ain­
ins p.r~inent to future employment goals. There seemed little 
que.tion that in te~. of transfer to the field the in.ervice 
training of adult paraprofessional. indigenous to the poyerty 
ar .. a. teachers of disadvantaged children vas a more fea.ib1e 
tactic than .as a s~ilar program for teenage girl •• 
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SUMMARY VII. The Effects of the Ameliorative Program with a 
Class of Low IQ Children 

The intelligence strata design used in the other studies in 
this research project resulted in a mean IQ for each class unit 
higher than the mean IQ of the p~~ulation screened, and recruit­
ment each year resulted in a surplus of low strata subjects. In 
the third year of the project, the fifteen four-year-old children 
for whom there were no vacancies in low strata or who fell below 
the cut-off of 70 were placed in a single class. Classroom me­
chanics, teaching strategy, and curricula were essentially the 
same as those provided other Ameliorati~ classes (Summary I). 
The basic intent of the research was to evaluate the effectiveness 
of the Ameliorative program with this atypical group rather than 
to devise a new intervention program. 

Since no control group was available to compare with this 
atypical class and since the other research class units c01l11d not 
be used for direct statistical comparison, the evaluation of this 
group relies only on a consideration of gains. The Binet IQ gain 
(21 points) of the low IQ children was statistically significant 
at the .001 level~ No child made a gain of less than five IQ points 
and 80% of the children made gains of 15 or more points. 

Assessment of the language development which occurred during 
this program is extremely difficult since many low IQ children 
were initially unable to perform on ITPA subtests. Since the 
initial level of deficit could not be assessed with accuracy, 
statistical tests of gains were inappropriate. To some extent, 
the positive impact o:f the program can be seen in the increased 
number of children scoring within the subtest norms. At test one, 
essentially none of the fifteen children were able to perfo~ on 
four subtestsj on two additional subtests, nine children were below 
the norms. At test two, with the exception of the Auditory-Vocal 
Automatic. subtest, virtually all of the children fell within the 
normative range of this instrument. 

Toe discouraging school prolgnosis at test two (a mean Binet 
IQ in the slow-learner range and substantial deficits on all rrPA 
subtests) does not invalidate th,e very real progress made by the 
low IQ children in the Ameliorative program. During the 9~nth 
program interval their mean Binet mental age increased 19 month. 
and their ITPA total language !'Age, 12 months -- remarkable progress 
for a group of children whose initial mean IQ was 66. Clearly, a 
one-year intervention at this age for this population is not ade­
quate, and earlier and sustained intervention may well be required 
to effect the level of change necessary for successful school per­
formance for a substantial number of these children • 
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SUMMARY VIII. The Effects of Early Education with Disadvantaged 
Infants 

The purpose of thi.s study was to determine whether :tnte11ectua1 
functioning can be stimulated more effectively at a very young age 
than at the age of four. Thirty younger sib1i.ngs (between the ages 
of 8 months and 2 years) were selected from the group of four-year­
old disadvantaged children who had been admitted to preschool classes 
in the earlier stages of the larger research project. Fifteen ex­
per~enta1 children received one hour of training a day in their 
homes for one year and were then admitted to a preschool of three­
year-olds the second year. The experimental children were compared 
with the control children after the first year and again after the 
second year. In addition, the test scores of both the experimental 
and control groups were compared with the test scores of their older 
siblings when they had been admitted into the preschool at the age 
of four. 

METHCI> 

tests Administered 

Tests and evaluations were administered to the thirty infants 
before the experiment and at the end, as follows: 

a) During pretesting: (1) The Cattell (1960) Infant 
Intelligence Scale, (2) Caldwell's (1966) Assessment of Home 
Stimulation, (3) The Fels Parent Behavior Rating Scales (Baldwin, 
!(alhorn, and Breese, (1949), (4) Fakes (1965a) Outline of Language 
Development, (5) An Instrument for Assessing Infant Psycho10gf.cal 
Development (Uzgiris and Hllnt~ 1966), (6) a pediatric e~8mination, 
and (7) Fokes (1965b) Out11.ne of Motor Development. These te;sts 
and e'valuations were administered initially for the purpose tlf 
studying the children and aiding in organizing a tutorial program 
in thE! home. 

b) Posttesting evaluations were made after one year 
of tutoring and after one year of preschool. Posttests reported 
in this study are (1) the Stanford-Binet, Revised Form L-M, and 
(2) The Illinois Test of Psycholinguistic Abilities (experimental 

. edition). These tests were given only as posttests since the chil­
d7.'~n were tc~ young for these tests during the initial battery. 

Because the experi'llenta1 subjects were found to be normal in 
motor development, the initia: phase of the program, while 
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essentially sensory-motor, emlphasized eight areas of cognitive 
development: (1) language, (2) symbolic representation, (3) space, 
(4) number, (5) classification, (6) time, (7) reasoning, and 
(8) imitation. After an exploratory period, tasks designed to 
promote learning in these areas were organized on the basis of a 
developmental sequence g 

The Second-Year Program 

At the conclusion of one year's tutoring, the experimental 
children were placed in a half-day preschool for seven months. 
The program provided waR ~lmilar to the first-year program rle­
scribed by Karnes in this report (Earlier Intervention: Effects 
c9i the Ameliorative Program Initiated wlth Three-Year-Old Children 
and Maintained for Two Years). 

RESULTS AND DISCUSSION 

Changes in Rate of Mental Development 

The experimental and control children had IQ's of 9889 and 
99.2 respectively on the Cattell Scale of Intelligence at the 
beginning of the experiment, when their average age was 16.9 and 
17.0 months respectively. The experimental group gained approxi­
mately 5 poi.nts in IQ during the year in which they had tutoring 
at home for one hour a day and an additional 11 points in IQ the 
second year when they were trained in the structured Ameliorative 
program. The Control group, on the other hand, lost 2 IQ points 
~ur~.n~ the first year. The St'( ond year, while thpv were still at 
home, they gained 5 IQ points. (These comparisons must be made with 
caution. The first IQ mean wa~ obtaine-0 on the Cattell test, whereas 
the ~iec:ond and third scores were obtained on the Stanford-Binet.) 
Although the 7 point IQ difference between the groups after one year 
of tutoring in the home was statistically significant, the question 
remains whether thit> difference L.-1S pt-lychologiccd signit icanct-'. 
Ord1_narily, spurts in IQ come dur ing the ini tial stages of instruc­
tion with a plateau or only slight increase the second year. The 
results here are the reverse. The second year's instruction in 
a group effected a wider difference between groups than did the 
first year's tutorial program. 

A second comparison involved the difference in intellectual 
functioning between the group of children who had early training 
and their older siblings who did not receive intervention before 
the age of four. There was a difference of 22.8 IQ points between 
the experimental children, who had intervention for 2 years between 
the ages of one and three and one-half, and their siblings, who 
were examined at age 4 and who did not have intervention. The 
control infants at age 3-6 who did not receive preschool inter­
vention were 7.9 IQ points higher than their four-year-old siblings 
who also received no preschool intervention. 
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Rate of Psycholinguistic Development 

nle Illinois Test of Psycholinguistic Abilities was administered 
at the end of the experiment to both groups of children and to their 
older siblings. Only the experimental group showed a positive 
standaEd score (+.45). The control group, with a standard score 
of -.73, was 1.18 standard scores below the experimental group, and 
"the siblings at an older age had standard scores of - .87 and - .61" 
Although these data present some evidence on the effects of early 
training, they do not furnish tJLS information on whether the gains 
were the result of the one-hour-a-day of tutoring during the first 
year, of the group experience in the preschool the second year, or 
of a combination of these two experiences. 

Discussf.on 

The results of this study indicate quite clearly that for 
disadvantaged children preschool intervention at age three produces 
8ignific,ant acceleration in mental development when compared with 
the development of disadvantaged children who did not receive such 
intervention. The results support the hypothesis that early inte~­
vention is beneficial. The major hypothesis of this study, however, 
was that tutoring in the home for infants between the ages of one 
and two years for one hour a day would prove more beneficial than 
initiating intervention at the age of four. The conclusion that 
such tutolt:'ing is w.arranted seems dubious in the 1 ight of the 
fact that the expertmental group made greater increases in IQ 
when entering the Ameliorative preschool at the age of three than 
they did in the infant program. The hypothesis, then, that home 
training for one hour a day before the age of three is more bene­
ficial than training at a later age appears to be negated. It 
should be pointed out, however, that this experiment does not 
exclude the possibility of obtaining marked improvement 'in chil m 

dren when illtervention is initiated in the home at the age of one 
and two, if the intervention consists of a program that includes 
more than one hou~ of tutoring. 
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SUMMARY IX. Training Mothers to Instruct Their Infants at Home 

The infant tutorial program (Swrmary VITI) implemerlted in the 
larger research project required staff and budgetary commitments 
at impractical levels, and a more feasible tactic, based on the 
mother-involve:nent studies described e.arlier (SUIlIDaries IV, V, and 
VI), seemed to be the training of mothers to carry out an instruc­
tional program with their own infants at home. 

METH(J) 

Recruitment 
~'-I' 

Twenty mothers with infants be~tween the ages of twelve and 
twenty-four months were recruited from the economically depressed 
neighborhoods of Champaign-Urbana, a cOlllllUnity of 100, 000 in 
central Illinois. During these initial contacts, the mother was 
asked if she were able to attend a two-hour class each week where 
ahe would be instructed in teaching techniques to use with her 
infant at home. She would be paid $1.50 an hour to attend these 
meetings and transportation to and from the meetings would be 
provided. She was asked, further, to agree to apply these teach­
ing techniques with her infant for a period of tL~e each day. She 
w'ould not be paid for this work-time at home, but t~e toys used to 
j~lement the instructional progr~ would be given tc her baby. 

Background of the Subjects 

After enrollment had stabilized, the group of twenty included 
eighteen Negro and two Caucasian mothers. Six mothers had been 
born in the North; the others had mig~ated from the South. The 
mean age of these mothers was 29.4 years; their educational level, 
9.2 years; and they had a mean of 4.9 children. Public assistance 
through Aid to Dependent Children was the source of support for 
sixteen of the families included in this study. Six of the mothers 
were employed on a full-time basis. Five of the mar"riages of 
these twenty women were considered intact. 

The mean chronological age of the twenty infants who partici­
pated in this study was nineteen months at the time of the initial 
intelligence test with a range of 14 to 26 months 8 Nine of these 
subjects were female, 11 were male; 18 were Negro and two were 
Caucasian. The initial mean Cattell IQ of this group was 97.6, 
and IQ scores ranged from 79 to 120. 
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Intervent.ioln -------------
To encourage discussion, the twenty mothers were divided into 

two groups lof ten which met .eparately throughout the program. 
Two staff member. conducted the weekly two-hour meetings over the 
seven-month period. In addition, they made monthly (more often 
when necess,ary) home ~lisitlJ to reinforce the teaching principles 
introc1ucedat the meetings and to help each mother establish a 
positive working relationship with her baby. These visits also 
provided staff members an essential observation of the appropriate­
ness of the infant curricultJm as well as their success in cCJIIIDIlni­
cating teaching strategies to the mothers. In general, the weekly 
meetings wf~re divided between child- and mother-centered aC'tivities. 
The first (:ategory included the presentation of educational toy. 
and materials with an appropriate teaching model. The~ mother­
centered activities involved group discussion directed toward child­
rearing problema in today's society but intended to foster a .eAse 
of responsibility in the mothers for themselves, their familie •• 
and the cOlllllUrtity in which they live. 

Evaluation Procedures 
. -

Interim data were to be collected and evaluated at the end of 
the first and second years of the study. When the children reached 
the age of four, postdata were to be collected and the study ter­
minated. Three major comparisons were to be made: (1) A compari­
son at the end of each year of the study between the twenty chil­
aren whose mothers had been trained to teach them at home and a com­
parable group of twenty children whose mothers had not been provided 
with this training (2) A comparison at the age of three years be­
tween the twenty children whose mothers had been trained to teach 
them at home and a group of middle-class children (3) A comparison 
between the blenty children whose mothers had been trained to 
teach them at home and the infants who were tutored by professional 
personnel (Summary VIII). Because of the termination of funding, 
this study continued only seven months and these longitudinal COM­
parisons are not possible. Since a control could not be maintained, 
that interim comparison could not be made nor could the inte:cim 
comparison with the infants tutored professionally, since the 
length of tutorial intervention doubled the intervention period of 
this study at its te1~ination. 

Initially all inf'ants were administered the Cattell Infant 
Intelligence Scale and were to have received the Stanford-Bi~t 

'x Intelligence .Scale at the end of the first year. At the te~ina-
tion of this study, eight infants were incapable of being tested 
with the Binet and were administered the Cattell. In the absence 
of a control and over so truncated an interval, these standardized 
tests offer little information appropriate to program evaluation. 
An attempt was made tq provide an evaluation through a considera­
tion of the data recorded by sta.ff members during the monthly 
home visits and after each weekly meeting. Data was analyzed on 
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pertinenl~ variables from three categories: mother participation, 
mother-child interaction, and child performance on nine program 
t •• ks. 

RESULTS 

Mothers who worked full-t~e outside the home were not active 
program participants either at the meetings or within their awn 
homes. '!'he teaching relationships they establiBhed with their 
infants were inferior and their children generally did less well 
on program tasks. Finally, on the initial Cattell and on the 
post-Binet these children ranked lower than the children of non­
working mothers. 

The younger children of nonworking mothers scored highest ml 
the initial Cattell and on the post-Binet. In spite of their 
lower CA, the.e children did as well on pTogr~ tasks as the sGWe­
what older children of working mothers. The level of mother 
participation and the quality of mother-ch11~ interaction for this 
group was clearly superior to that found in the group of working 
mothers but clearly inferior to that observed in the group of 
nonworking mothers with older infants, a discrepancy which may be 
related to the developmental nature of many of the program tasks. 

The older children and their nonworking mothers demonstrated 
the superior perfonnance on all e'valuations with the exception of 
post-Binet scores where these children l::-anked second. The high 
level of participation of the women in this group and their commit­
ment to pr10gram goals were clearly indicated by their re.tnarkable 
attendance record, their ability to extend their teaching skills 
in innovative ways, and their 100% endorsement of a second-year 
progr~. Their teaching effectiveness is reflected in the interest 
shown by their children in the program materials, in their level 
of sponta.neous verbalization, and in their consistent mastery of 
program t:asks. 
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. I Battery 1 

Traditional I 25 52.4* preschool 

Ameliorative 24 I 52.1 preschool 

Direct Verbal 
\10 J 51.1 preschool 

I 

Direct Verbal 13 

Ccnmrunity-
Integrated 16 

Montessori 13 

*Mean Binet chronological age in months 
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1966 

Battery 21 

60.4 pub. Kdg. only 

60.0 pub. Kdg. + 
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50.2 preschool 

48.7 preschool 

49.8 preschool 

1967 

Battery 3 

72.6 pub. 1st grade 

72.2 pub. 1st grade 

71.1 pub. 1st grade 

Battery 2 

59.7 2nd yr. preschool 
no pub. Kdg. 

58.2 pub. Kdg. only 

58.7 pub. Kdg. only 
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Battery 4 

83.4 

83.2 

82.0 
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70.2 

70.8 

I. 

"It .... 
.~ 

H 

~a 
Jofcn 
~n gg 
>t"'I 
JofH 

~a 
~ii 
8:1 
)III ..... 

i c:n 

-



The Effects of Five Preschool Interventions: 
Evaluations over Two Years 

Merle I. Karnel~ A~r2Y S. Hodgins, 
and J..es A. Tela 

The i.nvo1vement of culturally disadvantaged children in pre­
school education, an experience traditionally reserved to children 
of more 8.ff1uent parents, can now be regarded as the major educa­
tional phenomenon of the 1960s. Backed by federal fundi and spurred 
by 8 sense of moral and social urgency, community groups of many 
different kinds launched preschool programs. Dispensing with rigid 
profe~siona1 requirements and having little in the way of establish­
ed educational theory to draw upon in meeting the special needs of 
these children, the programs were necessarily innovative. Even 
when they failed, they served to open the questions of preschool 
education in fundamental ways. 

Interpretations of programs initiated early in this. innova­
tive and productive decade were undertaken in only the most general 
way. As David Weikart (1967) pointed out at a recent symposilnn 
on the education of disadvantaged children, (':omparison and evalua­
tion could not be made with conviction or precision because of the 
variety of programs and the lack of compara~:ie data and f,?l J,~-up 
studies. Weikart concluded that the appropriate area for experi­
mental investigation has become the effectivenesl of specific 
interv~ntion8 r.th~r th*n the question of ,resehoo1 versU' no 
preschool experience. 

This study was designed to evaluate the differential effects 
of five preschool intervention programs through batteries of stan­
dardized tests administered prior to the intervention, following 
the preschool year, and one year later at the end of kindergarten. 
The classroom interventions were chosen on theoretical as well as 
practical bases to represent level.:; of str ,..:ture along a continuum 
from the traditional nursery to the highly tructured preschool. 
The nature of teacher-child interaction was 'onsidered to be the 
critical dimension of structure: as the specificity and intensity 
of this interaction increases so does the degree of structure. 
Two programs (Traditional and Community-Integrated) represented 
the less structured end of the continulUll; a third (Montessori) 
embodied an established theory which includes much that can be 
identified with a child-centered or. traditional approach and a 
methodology which incorporates considerable structure; the fourth 
(Ame1io~ative) and the fifth (Direct Verbal) programs fell at the 
highly struct\ured end of the continuum. 



METHOO 

The Five Programs of Preschool Intervention ____ ~~,~~~~_~~~~ __ i~~~~. ___ ~ ____ _ 

During the first year of the study, 75 disadvantaged children, 
five class units of 15 children each, participated. Two class 
units were assigned to the Traditional p:rogram, two to the Amel­
iorative progl~aml, and one class unit to the Direct Verbal program. 
In the second year, an additional class unit (16 children) was 
enrolled in the Direct Verbal program. Double class units were 
assigned to these three programs because follow-up studies are 
to continue through the early elementary grades and attrition was 
expected. During the second year of the study, a class unit of 
16 children was enrolled in each of the remaining intervention 
programs (Community-Integrated and Montessori).2 . 

Since the effects of specific classroom interventions were 
the concern of this study, total impact programs were not consider­
ed and variables outside the classroom which may significantly 
alter the development of the child were not manipulated. All chil­
dren received medical examinations, but intensive medical follow­
up was not undertaken. All parents were offered occasional oppor­
tunities to visit classrooms, but no program required intensive 
parental involvement or provided instruction for parents. Lunch 
programs were not offered at any preschool. Children were bussed 
to school and attended daily sessions of approximately two hours 
and fifteen minutes for a period of no less than seven or more than 
eight months. 

Two programs (Traditional and Ameliorative) were conducted by 
Karnes, and a class unit consisted of fifteen children and three 
teachers, a pupil-teacher ratio of 5:1. One qualified preschool 
teacher was available, and the other positions were filled by 
college graduates experienced tn working with young children. All 
but one were certified teachers. An ineervice training progrem 
was conducted for the Traditional teachers prior to the openlnl 
of preschool classes. Weekly inservice training seaaion. were 
held for the teachers in the Ameliorative program. 

IAn initial evaluation of the Traditional and ft~eliorative inter­
ventions, the firat phase of this study, .ppears in Karnes, 
Wollersheim, Stoneburner, Hodgin., and Te.ka (1968). 

2Limited fumis required a reduction from two to one class unit for 
t:hese two interventions, and so the size of a class unit was in­
creased from 15 to 16 children to compensate for attrition. It 
was assumed that one additional child would not alter classroom 
dynamic. or impair comparability of groupsQ 
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In the Direct Verbal program the pupil-teacher ratio of 5:1 
was maintained during the first year.. In the second year a teacher 
training program was operated in conjunction with the class and 
part of the teaching was done by graduate student teachers. One 
of the permanent staff members was a certified elementary teacher 
and two we~e certified high school teachers. On-the-job training 
for these experienc-ad teachers and for the student trainees was 
under the supervision of Bereiter and Engelmann, the directors of 
the Direct Verbal program. Weekly meetings were held in addition 
to daily discussions among staff members. 

The Montessori and Community-Integrated programs operated 
under the auspices of existing community institutions, and it was 
not feasible to modify their pupil-teacher ratios to conform to 
those of the other programs. The Montessori program employed a 
qualified Montessori teacher and one trained teacher-aide for the 
16 children, a ratio of 8:1. The pupil-teacher ratio in the 
Community-Integrated preschools varied from 6:1 to 10:1. Quali­
fied preschool teachers were employed at these centers. One 
center used mother-aides in addition to its professional staff. 

The five programs of classroom intervention may be distin­
guished as follows: 

1. Major goals of the Traditional nursery school pro­
gram were to promote the personal, social, motor, and general 
language development of the children. Teachers were instructed 
to capitalize on opportunities for incidental and informal learn­
ing~ to encourage the children to talk and to ask questions, and 
to stimalate their interest in the world around them. MUsic, 
story, and art activities were scheduled regularly each week, and 
special efforts were made to interest the children in ,books. Out­
door play was a part of the daily routine; indoor play-focused on 
a doll and housekeeping center, a vehicle and block center, and a 
amall toy center which fea~ured puzzles, beads, puppets, books, 
and the like. Juice time, rest, show and tell, and the routine 
supervision of toileting and outdoor wraps completed the daily 
schedule. 

2. The Community-~tegrated program, operated at four 
neighborhood centers, provided a traditional nursery school ex­
perience similar to the one outlined above. These centers were 
licensed by the state and were ISpon~1Jored by connnuni ty groups, and 
classes were composed predomin~tely of middle- and upper-class 
Caucasian children whose parents paid tuition which ranged from 
$18 to $40 a month. Two to four disadvantaged children from the 
research class unit of 16 attended morning or afternoon sessions 
at one of these four centers. 

Socioeconomic integration was the pertinent variable rather 
than racial integration which was achieved in all programs. 
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Spontaneous verbal interactions represent critical opportunities 
for language development in the traditional nursery school since 
substantial periods of time are given to peer-initiated play. 
Language inadequacies of disadvantaged children might, therefore, 
sharply limit their progress in language development in such a 
setting. Central to the altered classroom dynamics in the Com­
munity-Integrated program was the presence of an advantaged-peer 
language model in addition to the teach'er model proviJed in all 
programs. The high ratio of adv&ntageo children assured that these 
children would determine the level of spontaneous verbalization. 
To the extent that children in a traditional nursery school acquire 
language from each other, the Community-Integrated program provided 
the optimum setting for verbal development. 

3. The Montessori program was administered by the local 
society which had offered classes during the preceding three years. 
Staff and classroom materials met 'Montessori standards. The daily 
schedule began with a routine health check and toileting. The 
group then met "on the line" for :::onversation, songs, finger plays, 
and exercises. The following half hour was devoted to "spontaneous 
choice" of approved materials: templates and stylus, cylinder/' 
blocks, dressing frames, color and weight tablets, touch boards, 
counting devices. The Montessori teacher noted that this class 
of disadvantaged children required teacher~presentation of materials 
more often than was typical of other classes at the school. Spon­
taneous choice was followed by a second period on the line devoted 
to musical activities, stories~ and games. A "practical life" 
demonstration followed: sponging exerCises, fingernail care, 
cutting of fruits and vegetables, brushing hair and teeth. Juice 
time, toileting, the silence exercise, end tidying the classroom 
occupied the next half hour. The final ten o~ twenty minutes of 
the session were given over to playground activities or supervised 
short walks. Field trips received major emphasis: the fire sta­
tion, the 1 ibrary, a shopping mall, a musi.c store, 8 dog kennel, 
an art museum, a flower show, a farm. 

The specific nature of the "prepared environment" raised the 
leveJ. of structure wi .. thin the Montessori classroom beyond that of 
the two traditional programs. The Montessori teacher did not, 
however, maintain the high level of specific control over the 
actions of the children required by the teachers in the two highly 
structured programs. Structure in the Montessori program derived 
not from direct teacher-child interaction but from the prescribed 
manner in which the child learned from the materials. 

4. In the pmeliorative program, manipulative and multi­
sensory materials were chosen to provide the framework for elicit­
ing the verbal responses necesasry for language development which 
was conHidered to be a critical area of deficit for disadvantaged 
children. The basic conc'epts to be taught as well 8S the specific 
learning tasks were chosen because their mastery is requisite to 
successful academic performance in early elementary school. 
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Content to be learned was presented in a game format which employed 
manipulative materials but was structured by the teacher to require 
concurrent verbal responses. Teachers were instructed iD accommo­
date their teaching strategy to the performance of the children on 
battery-one tests and to incorporate into their lesson plans the 
various facets of the language process embodied in the Illinois 
Test of Psycholinguistic Abilities. 

Each class unit (N-15) was divided into three g1coupS on the 
ba.is of Binet IQ with one teacher for each group. Groupings 
were flexible, however, so that children who needed ~xtra super­
vision or instruction could be somewhat evenly distributed or chil­
dren who did not perform according to test indications might be 
more appropriately placed. The daily schedule was divided into 
three 20-minute structured learning periods: math concepts, lan­
guage arts and reading readiness, and science-social studies. A 
large room where the 15 children could gather for group activities 
was available; however, most of the instruction took place in 
relatively small cubicles off the main room. Each cubicle conu 
tained materials appropriate to one of the three conte.nt area., 
and each teacher moved from one cubicle to another with her group 
of five children. 

Since the teacher-child relationship is of primary importance 
in securing motivation and in providing opportunities for the 
reinforcement of learning, each group remained with the same 
teacher for the three structured learning periods, for juice, limd 
for field tripsG The low pupil-teacher ratio allowed for differ~ 
entiation of instruction to provide a high success ratio for e~eh 
child. lmmediate correction of incorrect respons , (often through 
the repetition of model sentences or through duplicate layouts of 
small manipulative materials) and reinforcement of appropriate 
responses (usually through praise) assured the childr~n of their 
eompetencies in handling curricular requirements and enhanced 
their intrinsic motivation to learn. Frequent rev:tew extended 
content previously presented and provided opportur.d.ties to use 
furtber the vocabulary and sentence structures ~7,hich had been 
taught. 

Children were free to form their own p0er groupings during 
the music period and during a brief period of directed play which 
stressed visual-motor activities such as r~zzlbs, blocks, clay, 
nesting and stacking toys, and pounding ~ets. No use WQS made of 

. outdoor play equipment or tradi tional p~:eschool toys such as 
dolls, toy appliances, cars, or truckso Concepts taught during 
the structured periods were reinforced during directed play and 
especially during the music period. For example, when body parts 
were introduced in sci~nce or counting in math~ these concepts 
were stressed in songs and rhythmic activities during music. 

The general goals of the soci,~l studies end science curriculum 
were to teach useful vocabulary, to develop skills of classification, 
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to prc1vide simple experiences in developing sensory discrimin&.ltions 
nnd in observing natural phenomena. The curriculum began with a 
unit on body awareness and self-concept devel~~ed through the use 
of body exercises, songs, pre-cut unassemhled figures, and body 
outlines of the children. A unit on f~ily members and immediate 
home environment followed which ueed integrated pictures, rubber 
play people, and family puppets; clothing cut from catalogs and 
sorted according to body parts, family member, or season; furni­
ture items cut from catalogs and sorted according to type or 
appropriate roOUl; go-together pictures ,"~,uch as a hand and a mitten, 
a chair and a table. A kitchen science YJnit, through the demonstra­
tion of stmple scientific principles, p~ovided opportunities for 
careful observation and verbalization of what had been seen, heard, 
tasted, or touched. Basic vocabulary included melt, boil, and 
freeze; dry and !!!; relative temperature words such as cool, war.m, 
and hot; dissolve; taste words such as sweet,:i sour, and salty. 
Additional units in this curriculum were germination of seeds and 
plant growth, farm and wild animals, fruits, vegetables, community 
buildings and wor,kers, vehicles, weather, seasons, and time sense. 

Objectives of the math cti'rriculum involved the de'velopment of 
basic number concepts, appropriate manipulative skills, and a use­
ful vocabulary. The general areas included the identification of 
five geometric shapes; one-t.o-one matching and its relationship 
to copying patterns, matching quantity, and establishing sets and 
verifying their equivalency; dimensional terms and seriation; 
counting as a functional concept; the introduction of numerals as 
visual symbols; and beginning addition and subtracti'on with mani­
pulative objects such 8S popsicle sticks, bottle caps, and peg 
boards. 

Multiple copies of inexpensive books were the most important 
instructional material in the language arts and reading readiness 
curriculum. As the teacher read, each child held his own copy of 
the book; he learned to hold the book right-side-up, to turn the 
pages singly and in sequence, to associate the pictures with the 
atory being read, to develop left-to-right progression, and to 
associate the printed symbol with meaning.. In addition, the small 
group story time provided opportunities for reinforcing and elabora­
ting upon vocabulary previously taught; for both sh~rt and leng 
range memory activities; for Bequencing events to show cause and 
effect and time relationships; for making inferences and, on acca­
aion, divergent responses. Finally, as the story was read, the 
child heard acceptsble syntactical models and the familiar con­
atructs of the language. He absorbed the rhythms and stresses of 
atandard, i.nfomal English. This curriculum also included activi­
ties which developed visual-motor coordination and which emphasized 
the rather fine visual and auditory discriminations requisite for 
reading readine~s. 

Language development received major emphaSis throughout the 
day and especially duX'ing the three structured periods. 
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Verbalizations in conjunction with the manipulsti,on of 'concrete 
materials were considered to be the most effective means of es­
tablishing neW language responses. The gmme format (card packs, 
lotto g&mes, models and miniatures, sorting, matching, and clas­
sifying games) created situations where verbal responses could be 
made repeatedly in a productive, meaningful context without re­
sorting to ~ote repetition; often the child could visually and 
motorical1y assess the correctness of his thinking before he made 
an appropriate ve'rbalization. If the child was unable to make a 
verbal response, the teacher: supplied an appropriate model; when 
he began to ini tia te such responses ~ thle teacher had the oppor­
tunity to correct, modify, and expand his verbalizations. 

5. In the Dire~ Verb~" program3 intensive oral drill 
in verbal and logical patterns was choaen as the mode for instruc­
tion since disadvantaged children were considered adequate in 
perceptual and motoric skills but inadequate in verbal and abstract 
skills. A deliberate effort was IDJJde, therefore" to minimize 'the 
uae of visual and manipulative materials. The curriculum was 
developed from a study of task requirements. 

The children were divided into three groups of approximately 
five each, initially on the basis of Stanford-Binet IQ scores but 
later on the basis of teacher evaluQtion of the children's ability 
to learn, retain, and process what was taught$ Each of the three 
teachers conducted a major learning period (language, arithmetic, 
or reading) for the three groups (I A fourth teacher worked with 
children whose performance was too low to permit them to keep up 
with the instructional groups. Ini.tially three children were in 
this group. 

The major emphasis of the daily schedule was on three, twenty­
minute, small group instxuctional sessions. These sessions were 
represented to the children as work rather than play. :'he child's 
responsibility was to speak when called upon, to try hard to give 
the correct responses, and to refrain from diversionary activities 
such as social play or I'unning around the room. Adherence to these 
behavioral rules was rewarded by verbal praise, fortified d~~ing 
the first month with cookies. Children were reprimanded for 
deviations from the rules and, if this was not effective, were 
excluded from the instructional group for short periods of time. 
Every effort was made to keep the instructional sessions lively 
and enjoyable and to shift the basis of motivation to ~he children's 
own accompl1.shments and progress as improvement became demonstrable. 

The general instructional strategy in the three subjects was 
that of rule followed by application. A verbal fo~ul~ was learned 
by rote and then ~pplied to a series of analogous example. of 

3The Direct Verbal program descriptions for both years were writ­
ten with Mrs. Jean Osborn who has been with that program since 
it. inception. A more detailed account of this intervention 1. 
found in Bereiter and Engelmann (1966) and in Bereiter (1967). 
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increasing difficulty. Tasks were initially presented in a highly 
structured form that providec 8 maximum of syntactical and preo 

sentational prompts; then the task was systematically "destructured" 
to remove these prompts and admit the variations in presentation 
that would be encountered in normal situations. 

The language program focused on minimum essentials of lang~age 
competence which were.identified as the logical requirements of a 
communicat.ion system that permi ts academic teaching to go em rather 
than on th·e basis of frequen~y of use. The objective was a kind 
of basic English that teacher and child may use in the conduct 
of elementary education--a basic English, therefore, which does 
not embody all the concepts a child should master but which pro­
vides a mediwn through which those concepts may be learned. 

Since learning the rules of language and logic is a matter of 
grasping and generalizing analogieH, the program was structured to 
dramatize those analogies. Rather than grouping concepts on the 
basis of thematic associations (concepts related to school or zoo), 
they were grouped on the basis of rules governing their manipula­
tion. Thus polar sets of diverse content (big-little and hot-cold) 
were taught as parts of a single sequence, so that the child grasped 
the major principle governing such sets: If something is not one 
member of the set, it is the other member of the set. Maximizing 
the number of monitored responses that each child made in a class 
period was considered to be the critical tactical problem in teach­
ing language to disadvantaged children. 

The language program at the outset required only that the 
child be capable of making an attempt to imit6te what was said to 
him. The process began by teaching a basiC identity statement 
applied to familiar objects! "This is a • This is not a 

----." When this statement 'was mastered (and mastery of the 
not-statement was a major challenge to iruiny seriously deprived 
children), new language ~atterns were introduced: plurals, polar 
and non-polar sets, prepositional .phrases, sub-class nouns, active 
verbs, common tenses, and personal pronouns. The remainder of the 
language program was devoted largely to if-then statements in 
which the m~jor problems are logical ones concerning the use of 
ill, only, some, and.2!.. The program culminated in the use of 
language for deductive reaaoning. 

The teacher implemented the language program through a basic 
verbal repertoire which represented a hierarchy of task difficulty: 

Verbatim repetition 

Teacher: 
Children: 

This block is red. 
This block is red. 
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Yes-No question& 

Teacher: Is this block red? 
Children: No, this block is not red. 

Location tasks 

Teacher: 
Children: 

Show me a block that is red. 
This block is red. 

Statement production 

Teacher: 
Children: 

Tell me about this piece of ch61k. 
This piece of chalk is red, etc. 

Teacher~ 

Chi] 'iren: 
Tell me about what this piece of chalk i,s not. -This piece of chalk is not green, etc. 

Deduction problems 

Teacher: (With piece of chalk hidden in hand) This 
},iece of chalk is not red. Do YDU know 
what color it is? 

Children: No. Maybe it is blue; maybe it is yellow. 

Since the arithmetic of natural numbers legitimately can be 
raduced to counting operations, the arithmetic program emphasi,zed 
a "science of counting" without reference to phenomena that can be 
interpreted ar.ithmetically. The disadvantaged child was assumed 
to lack the verbal and logical sophistication necessary to abstract 
arithmetic principles from everyday experienc~s, a sophistication 
required by "activity methOde" of teaching arithmetic. Expert'.atial 
~~ferents were utilized later in the gradual destructuring of tasks~ 

After the initial teaching of counting, arithmetic was taught 
through equations emphasizing the idea that any equation could 
be read a. a statement of fact and also as an ~n8truction that 
told how the fact could be established through a counting operation. 
Thus, an equation (3 x 4 • 12) could bp read as the statement of 
fact (Three times four equals twelve.) and as an operational rule 
(If you count by three's four t~es, you end up with twelve.). 
The introduction of an unknown (3 x b • 12) created a question 
(Three times how many equals twelve?), and the operation for f1.nd­
tng the answer created a question (Count by three's h~~1 many times 
to end up with twelve?). Analogous at~tements and operations 
were used for addition, subtraction, and division (expressed by 
fractions). 

The kind of pattern drill used in the language program to 
teach basic grammatic~l rules was also used in arithmetic. Again 
the child learned to generalize to new instances through drill on 
a sufficient number of analogous instances. Pattern drills were 
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used to teach the "plus zeroH rule (One plus zero equal. one, two 
plus zero equals two, eight plus zero equals eight.), the "plus 
one" rule, and finally the operation for working up from a given 
number plus zero to the given number plus a given addend (What's 
eight plus three? If eight plus zero equals eight, eight plus 
one equals nine, eight plus two equals ten, and eight plus thre.e 
equals eleveno). 

The children were taught to read with a modified Initial 
Teaching Alphabet. The innovacions, which were introduced pri­
marily with the low performing children, had to do with the forma­
tion of long-vowel sounds and the convention for blending words. 
The following symbols designated long-vowel sounds: a, e, T, 0 
and helped the child "spell" or sound out a variety of long-vowel 
words. After the children learned these words (s~, he, save, !rne) , 
the diacritical mark was dropped without grossly changing the 
total configuration of the word. 

To help the children learn how to blend sounds, a skill which 
many disadvantaged children fail to master after years of reading 
instruction, only continuous-sound words (fan, not ban or tan) 
were introduced initially. The children were taugh~ow to-pro­
ceed from letter to letter without p~using. In sounding out words 
in this manner, the children were actually saying the words slowly 
and could see the relationship tetw'een the slow'iy produced word and 
the word as it is normally produced. To assure adequate perfor­
mance in blending, the children were given say-it-fast drills with 
spoken words. ("Say it fast and I'll show you the picture: 
te-le-phone.") 

As early as possible, the children were introduced to control­
led-vocabulary stories written by the reading staff. After reading 
them, the children took them home. Taking stories home functioned 
as an incentiVe. 

These three academic periods occupied half of the school 
session. The other half was intended to amplify and reinforce 
what had been learned. The initial ten-minute period was generally 
used by the children for working puzzles, playing with a minia­
ture house and its furni.shings, or in casual conversations with 
teachers. Snack time was brief and the only teaching involved 
w •• the identification of the color of the fruit drink served. 
Songs were especially written for the singing period which lasted 
fifteen to twenty minutes and were scheduled to provide practice 
in language operation~ which had been taught: singular and plural 
forms, classification ("If it's a truck, then it's a vehicle," 
sung to the tune of "Old Gray Mare"), and reversal of elements in 
phrases. Because of the importance attached to this practice, 
children were required rather than merely encouraged to sing. 
Story-telling also provided additional practice in language opera­
tions and involved lmore question-and-answer activity than is cOIIIDOn 
in reading stories to children. 
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Selection of Subje£!! 

The subjects for this study were selected from the preschool 
population of the economically depressed neighborhoods of 
Champaign-Urbana, a community of 100,000 in central Illinois. 
Families judged by public aid and school authorities to be economi­
cally and educationally deprived were canvassed for children who 
had no previous preschool experience and who would be four years 
old before the first of December, an age appropriate for enroll·" 
ment in public kindergarten the following year. This age criterion 
was established so that follow-up evaluations ~ould be more effi­
ciently coordinated with the public schools. A home interviewer 
determined final eligibility for the program after she had completed 
a detailed fam.ily history. In addition, interviewers canvassed 
certain acutely disadvantaged sections of the city to locate chil­
dren new to the community or otherwise unknown to the referring 
agencies. 

The 1960 Stanford-Binet Intelligence Scale was administered 
to eligible children who were then stratified on the basis of 
their intelligence quotients into three grouts: IQ scores 100 
and above, 90 through 99, and 70 through 89. The children were 
assigned to claos units (N-15) in which one-third of each class 
consisted of children who had scored in the "high" IQ range:; one­
third, the ''middle'' range; one-third, the "low" range. Melln in­
telligence quotients were then computed for the three strata and 
for each class unit. These means were evaluated for comparability 
between class units as a whole and for strata between c18~ses. 
These strata insured a balanced range of intelligence scores in 
each class unit and prOVided an opportunity to evaluate the effec­
tiveness of the various programs on children from different abil­
ity groups. The mean IQ (approximately 95) of children placed in 
classes is, of course, higher than the mean of children screened. 

Class units were examined to assure comparability of sex and 
race. When necessary, substitutions were made be~een classes to 
maintain an approximate ratio of 67% Negro children And 33% Cau­
casian children and a ratio of approximately 50% male smd 50% fe­
male children. Finally, each class unit was randomly assigned to 
a particular intervention program. The initial composition of the 
groups is sunmariz~d in Tab12 1. 

Evaluation Procedures 
.• # 

Since the intent of this study vas to evaluate over a two­
year period the effectiveness of five classroom intervention. 
upon the over-all school readiness of disadvcntaged children, 

4Two children with IQ's below 70 (69 and 67) were included in the 
study. 
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Table 1 

Initial Group Composition 

1 
Mean Mean Intelligence Strata Means Race Sex I 

Group N* Binet Binet 
FI CA IQ High N Middle N Low N Caucasian Negro M 

Traditional 25 52.4- 94.4 108.6 

: 1 
93.9 10 82.6 8 9 16 15 10 

~ommunity- 16 48.7 93.3 105.2 95.0 5 77.4 5 5 11 7 9 
Integrated I 

!Montessori 13 49.8 93 .. 4 106.3 3 94.0 6 82.8 4 4 9 8 5 

Ameliorative 24 52.1 96.2 107.0 8 95.7 9 84.6 7 7 17 11 13 

!Direct 23 50.6 94.6 108.1 7 93.5 8 83.8 8 7 16 9 14 
Verbal 

.-

*TWenty-ewo children withdrew from the programs before the end of the second year (battery three), 
and no data for these children are included in this study. 
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evaluations were made prior to the intervention, at the end of the 
preschool year, and at the end of the kindergarten year in the 
following areas: 

1. Intellectual functioning as measured by the 1960 
Stanford-Binet Individual Intelligence Scale, Form L-M • 

2. Language development as measured by the Illinois 
Test of Psycholinguistic Abilities, experimental edition, 1961. 

3. Vocabulary comprehension as measured by the Peabody 
Picture Vocabulary Test. 

In sddition, the Frostig Developmental Test of Visual Perception 
and the Metropolitan Readiness Tests 'were administered at the time 
of the second and third batteries •. Qualified psychological ex­
aminers administered the tests at a school site and were not in­
formed of the program assignments of the children. 

RESULTS AND DISCUSSION AT THE END 
OF THE PRESCHOOL YEAR 

Stati.stical Procedure 

Statistical treatment of the total battery data (Binet, ITPA 
total, Peabody, Frostig, and Metropolitan) employed a multivariate 
anillysis of covariance usi.ng initial Binet', ITPA total, and Peabody 
scores as covariates. Since initial Frostig dAta were not obtained 
for all groups and since the Metropolitan was not given until the 
end of the first year, scores from these instruments were not 
available for use as covariates. A separate multivariate analy.is 
of covariance of ITPA subtest data used the initial scores from 
the nine subtests 8S covariates. When multivariate Fls were 
significant, Newman-Keuls tests at the .05 level were conducted 
in those instances when univariate FI s were also .8ignificant~ 

Total Battery 

The F ratio for the multivariate test of equality of mean 
. vectors for the six instruments in the test-two battery was sig­

nificant at the .0001 level (Table 2). Univariate Fls indicated 
aignificant differences among the five groups in Binet IQ, Peabody 
IQ, Frostig PQ, Metropolitan Number Readiness raw score and ITPA 
total language age difference score. There were no significant 
differences among the groups on the Metropolitan Reading Readinesa 
raw score. 

Intellectual Functioning 

Clearly, the performance of the Ameliorative and Direct Verbal 
groups on the test-~o Stanford-Binet was superior to the performances 
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Table 2 

Total Battery Multivariate An81ysisiof Covariance 
Five Groups for One Year 

F rat!o for multivariate test of equality 
of mean vectors • 3.8307 

df • 24 and 308 P less than .0001 

Variable 

Binet IQ 

Peabody IQ 

Frostig PQ 

Metropolitan 
Reading Readiness Test 
Raw Score 

Metropolitan 
Number Re~diness Test 
Raw Score 

ITPA Total 
Language A~e 
Difference Score* 

Between 
Mean Square 

299.7921 

352.9519 

1158.0615 

41.2871 

108.7465 

139.1513 

-
Univariate 

F 

5~7219 

2.5625 

9.2726 

8.3765 

5.1118 

P 
leas than 

.0004 

.0435 

.0001 

.4631 

.0001 

.0010 

NOTE: Initial Binet IQ, Peabody IQ, and ITPA total language age 
difference score (in months) were used as coveriatas. 

*To relate language age to chronological age, a difference score 
(in months) wa. computed by subtracting a child's chronological 
age at the time of testi.ng from his language age. 
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of the other three groups (Table 3). Although the Traditio~al 
group was not eigniflcantly lover than the AsDeliorative or D'1rect 
VerbQl group, nelth~r was it significantly higher than the C~Jnity­
Integlt"ated or Montessori group. Initially the IQ Gcorel of one­
third of the children in each intervantion group placed them in . 
high e.tratlll, 100 and above. On test two 92% of the children in 
the M\eliorative group and 74% of the children i,n the Direct Verbal 
group fell in this stratum. while only 31 to 54% of the chl1dr.n 
in the other three gro~ps earned such scores. The two children 
in the Ameliorative group who were not in the high stratum Icored 
96 and 98 on test two .~d had initially .cored in the lev atratUBr. 
No .. ~hilld in the Direct Verbsl group remained :f.n the low It:ratum. 
Not only did significant number. of children in the other three 
,rogr.lts fail to score 100 at the time of teet tvo, but IS to 3lt. 
fell illl low strata, 89 and below. 

An examination of the diltribution of IQ gains (Table 4) 
contributes to II fuller understanding of di£ferenc~8 in gr~ 
perform.ance. Approximately 70% of the children in the two hiahly 
structured programl (Direct Verbal .nd Ameliorative) tllad. pins of 
10 or more points; only 30 to 401. of the children in the other 
three groups made gaine of that magnitude. No child 10 the "'1-
iorative and Direct Verbal P?ogr~. fail~ to make a gain. rift.en 
to twenty-four percent of the childr~n in the other thr •• groups 
Icored lower on test ~o than on test one. 

The distribution data reflect one of the most ~rtant 
findings of thio Itudy: The blo highly Itructured progr ... had 
• positive effect on th~ IQ .core of every child 1n attendance, 
and one muat assume that th.~e ~ progr~ provided u~iqu. 0,­
portuDitiea for enhancing the l~el of int&11ectual functioning 
with remarkable con.iatency. In th~ hmel10rMtive program, .truc­
ture predicated active f,nvolvement of t.eacJl~r and child •. Through 
.. nipulative experience, the child moved to physical maltery of 
• concept and vas required by the teacher to m.ke appropriate 
verbalizations. Hoving from structured, physical involvement 
within a meaningful, productive cont~t to independent, conceptual 
verbalizations i. appropriate to intellectual development. The 
teacher monitored the child's manipulative performances and assessed 
the adequacy of hiG verbal relponsea so that ahe could alter the 
learning situation .ppropriately. It va. the function of the 
t •• cber to provide flUfficient repetit:ion to ~.tabli.h nw verbal 
reapoi\lIea and to a1 ter thee lea'feiling task to encompasM further cog­
nitive and verbal compl~1itied. The children in the Direct Verbal 
group, through inteusive teacher-child interaction cha'l'acterizeci by 
oral pattern drill in verbal sod logical operation~ma&tered the 
basic elementa of • cQ~nication Byatam designed to provide c 
.edium through which instruction would continue. This procedure, 
radic~lly different from that of the Ameliorative program, pr .... 
to be equally luccellful in enhancing intellectual functi~iln •• 
In the other three program. a variety of learning experience •••• 
made available to the children, but the1,r involvement in specific 
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Group 

Table .3 

StanfordaBinet Mean IQ 
. Five Groups for One Year 

N Test 1 diff. Test 2 
'. , 

Covaried Mean 

----~. --------~--------------------------------~-----------
8.2 102.6 - 8.96 

Ca.munity- 16 

94.4 

93.3 5.1 98.4 -12.16 
Integrated 

~ Monte.sori. 13 6.4 99 .. 8 -12.52 

Ameliorative 24 

93.4 

96.2 

94.6 

13.8 110.0 

107.6 

- 3.84 

Direct Verbal 23 13.0 - 4.74 

---------------------------------
NOTE: In.itial Binet IQ, Peabody IQ, and ITPA total language age 

dIfference score (in months) were used as covariates., 

Group 

M 
e-l 
T 
DV 

Table Value 

NEWMAN-IG.1J.LS PROCmURE 

H 
-12,.52 

Covaried Mf!ans 

C-I 
-12.16 

Differf~nces 

~36 

T 
-8.96 

3.56 
3.20 

DV 
-4.74 

7.78* 
1.42* 
4.22 

A 
-3.84 

8.68* 
1.32* 
5.12 

.90 

Corrected Table Value 
2.81 
4.68 

3.38 
5.63 

3. ~!l 
6.18 

·3.94 
6.56 

IRS se 1 

within/h.~nlc mean • 1.665 

*Signlficant diffe~ence at .05 level 

Su ... ry: 1. The Ameliorative and Direct Verbal groups, which 
were not 8ignific~ntly different from .,.each other, 
were significantly higher than the MOnte •• orl and 
COlllllllnity-Integrated groups. 

2. The Traditional group was not significantly higher 
than the Montessori a., CGllDUnity-Integrated ~ 
or significantly lower than the Direct Verbal aDd 
"'lior.tiv~ groups. 

64 

.. 



. ' 

.. 

. 
Traditional 

Test 1-2 N-25 
Gai.n in 

IQ?t,lnts % N 

-
. 25 to 29 0 0 

20 to 24 8 2 

15 to 19 20 5 

10 to 14 12 3 

5 to 9 28 7 

o to 4 12 3 

.. 1 to - 5 20 5 

- 6 to -10 0 0 

-11 to -15 0 0 

-16 to ··20 0 0 

Table 4 

Distribution of IQ Gains 
Test 1-2 (Preschool Year) 

Group 

Community- Montessori 
Integrated 

N-l6 N-13 

% N % N 

12 2 0 0 

6 1 0 0 

0 0 15 2 

12 2 23 3 

6 1 31 4 

38 6 15 2 

12 2 0 0 

6 1 15 2 

0 0 0 0 

6 1 0 0 

-, 

Ameliorative Direct 
Verbal 

N-24 Nlli23 

% N % N 

8 2 4 1 

12 3 17 4 

21 5 22 5 

29 7 30 7 

25 6 9 2 

4 1 1'7 4, 

0 0 0 0 

0 0 0 0 

0 0 0 0 

0 0 0 0 

NOTE: IQ gains (test 1-2) by ~ace-sex categories are found in appendix A • 
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experiences was not required .oj verbal r.esponses .were not insisted 
upon. Individual c.hildren in these progr.ma did indeed make gains 
equal to and gre.te~ than the highest gain made by any child in 
either structured program. However, the number of children who 
made these excellent gains is overshadowed by the percentage who 
made minimal gains and regressions. 

The distribution of g~ins in the Community-Integrated group 
merits comment, p~rticulariy since this was the only intervention 
in which disadvantaged and ad~~~t~ged children were integrated. 
Sixty-two percent of the disadvantaged children in this group 
made minimal gains (0-4 points) or lost IQ points. At the other 
extreme, three children (18%) made very large gains and were 
e.sentially responsible for the mean gain of the entire group.5. 
Since the Community-Integrated and Traditional programs provided 
I~il.r experiences, one would expect a parallel distribution of 
gains. Since this wa. not the case, it ia rea.onable to assume 
that the atypical distribution was produced by .. ltered classroom 
dynamics: the presence of the advantaged children a. the majo~ity 
group. 

The disadvantaged children in the Community-Integrated set­
ting remained somewhat uninvolved in certain critical aspects of 
the program. This was particularly true in the quasi-structured 
areas of the deily schedule which involved language~ show and tell, 
music, story tune , and discussions at circle time which included 
the calendar and easel-pictures. The disadvantaged children 
typically sat in the fringe area at storytinle and were observed 
to remain aloof or to attend absenbDindedly. Observers recorded: 
"Played. wf. th the shadows made from his fingers throughou t the 
ItOrye Fiddled with the folds iD the window curtains while the 
.tory was read. Sat with his rug on his heaa\ duri.ng presentation 
of the easel-picture." During \!IIlsic they were oblerved "snaking 
the motionl but not singing the words." Neither the teachers of 
the CODIIlUnitr-Integratad group nor the advantaged children· rejectefJ 
the disadvantagecl children. In fact, these teachers were seen 
as giving the disadvantaged children more than their share of at- . 
tention. It is fair to add, however, that this attention was 
.ametime. given to the acting out or aggressive.chi~d rather than 
to the aloof or uninvolved ch1.,ld. 

SNo obvious characteristic of these three children or their group 
placement se •• to h~,v~ been related to their high gains. A 
particular community preschool did not account for these gains 
.ince each of the three attended a diffelrent preschool. Their 
racial distribution was the same as that of their intervention 
unit, two Negro and one Cauca.ian. There were two femalel and 
one male, and there was one child from each of the three intelli­
gence Itrata. 
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The disadvantaged children functioned adequately in areas 
of the da ily schedule which .. ha.i.ad large motor development and 
.oclal skills sod sought these areas for themsel'ges. The block 
and vehf.cle center wes popular with the boys ~8 was the doll and 
houf.:t1ekeeping center with the gb:ls. Even in these areaa, however, 
the disadvantaged child's verb&l functioning was minimal. One 
gi1tl:, for instance, played house happily and well for an hour with 
• b~, from the advantaged segment of the class. He spontaneollsly 
verb~lized his play activity; she, however, cleaned the house, 
made breakfast, was,hed the di8he8~ and even packed his lunch with·· 
out speaking. It i.s reasonable to conclude that the disadvantaged 
children sought situations in which they felt competent and avoided 
those in which they felt inadequate. It was obvious that verbal 
situations made th.~ feel inadequate. 

Since the spontaneous speech of the advantaged ch1.1dren was 
well developed 9 it is not 8;'Urprising that the silence of the 
disadvantaged children wen1C relatively unmarked by the Conwnunity­
Integrated teachers. In other words, the songs were well sung, 
the easel-pictures and the calendar were developed in great verbal 
detail, but the dcminant group, the advantaged children, were 
responsible for the success of these activities. In the Tradi­
tional group, howrever, these quasi-structured and baSically verbal 
activities had to be sustalned through the participation of dis­
advanta.ged children. In this setting the teachers were keenly 
aware of the language inadequ~cies of their group. The children 
could not avoid these situations or remain uninvolved b,~au.e 
there were no ofcher children tt,) replace them in sustainf'hg the 
~ctivity. Dnplicit in the e~uipment, in the activitiel which make 
up the £dail.y st!hedule, and in the philo.ophy of the traditional 
nuraeryl school is the assumed middle-cia •• bMckground of the 
children: Four·~year-old children enjoy listening to storie.; 
four-year-old' children spontane\oualy verbalize about their environ­
ment; four-y(~ar-old children talk freely during their play. The 
COIIIllunity··rntegrated teachers could operate effectively within 
theee assumptions because the majority of their children met these 
expectations; the teachers in the Tr.aditional program nece.sarily 
aC(,;ODJ2lodatelCi the ope:ration of thei.r program to the background and 
perfo~aanc~ of the children. 

l·nSU'lML1.>evelopmft!:!! 

Evaluation of the effectivenesI9 of the five programs in fo.­
terl'nl the lanpa.e de..-l.,...nt of clle.wntagad children i. the 
.econd lujor purpose of this .tudy. The Ameliorative program 
..,haai&ed the acqui.ition of .,.cific ~rbal .kill., and learning 
activit,ies were Btructured to empha.i~te the co-relation of cognitive 
and language development. Teacher. f.ncorporated into their lesson 
planni'ng the variou. facets of the lalnguage proce •• a. embodied 
in th~ Illinois Test of P.ycholinguistic Abilitie. (ITPA) and ad­
just~J their teaching strategy to the test-one ITP! profiles of 
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individual children. In contrest, the Direct Verbal currilculum 
did not include specific language skill. bleceu.e of their relation 
to the language model of the ITl'! but becau.e they met the lolica1 
~riteria of the min~.Dn essential. of language competence. The 
oppol'tunitiea for language development in tbe Traditional program 
occurred in _re gener.1 ".ye, .,cifica11y 'in qu •• i-.truc:tured 
activities su~h as ahow and tell, eircle tbrue, mulic, and in 
8fGIltGneou •• ituationa arising froa, p1~y. The influence c~f ,..1' 
language models should have been lIIO're import.lnt for the T1:aditional 
sroup than for the two .tructured groups 1Irhi(~h had fewer opportuni­
tie. for spontaneous language. Situationll. ai:fecting language 
development in the CODIIIUnity-Integrated progl~1IIIl were similar to 
tho.e operating 'Aithin the Traditional group but were moslt ob'ri.ou.ly 
altered by the introduction of peer ,language models from an advan­
taged segment of the population. Finally, the MOnteaaori progr .. 
focused on motor-sensory learning as the basic mode in which con­
ceptual and linguistic abilities occur, following the pattern of 
the child's sensorial development. 

Comparisons among groups on the basis of language age score. 
obtained from the ITPA are confounded by slight difference~ in the 
initial mean chronological ages of the group. and 'light 'varia­
tion. in test intervals (Table 5). To compen.ate for the.e varia-

Table 5 

Mean Chronological Age in lfonths 
at the Time of ITPA Te.ting 

Group N Test 1 Inte1n'8l 

Traditional 25 53.4 6.51 
Community-Integrated 16 49.3 8.EI 
Montesaori 13 50.2 8.2 
A1Ileliorative 24 52.6 7.,7 
Direct Verbal 23 51.1 8.3 

--

Te.t 2 

60,.3 
57.9 
58.1. 
60.3 
59.4 

tiona and to relate language age 8corea to chronological age, a 
difference .core ~as computed by subtracting. child'. chronological 
age at the time of testing fl'cxn hi. language age score. For _ .. le, 
a child who v •• 48 month. old! at the time of teet ontl and e~rned a 
language age score of 40 month. on a given aubte.t vou1d receive a 
clifferenc:.e score of -8 mollth.; that i., he had a deficit of 8 month. 
on that 8ubtest. Statist1lcal treatment of the data was conducted on 
aDd i. reported for the.e differe:nce .cores. It illUlt be k.,t in 
aind that a difference .~ore gain of five aonth. between te.t one 
and te.t two would repre.ent, for ez.m,le, thirteen month. of chaDle 
in language age .core: five months reduction of deficit plu •. eilht 
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months of gain required by the: interval between tests. Children 
who scoTed below the norms provided in the Examiner~s Manual were 
arbitrarily assignf":~ the lowest language age score of that subtest. 

Since the int.~lligence strata design used in thii!J study pro­
duced Bin inflated Binet IQ mean compared to the mean of the dis­
advantllllged children screened, it is reasonable to aesume that thie 
procech:lre would also produce inflated ITPA means; and it is not 
surprl~ling to disclover that these means do not 1~ndic8te deficits 
in all subtests of the ITPA. The disadvantaged children in the 
five gl:OUpS in this stuCly, as well as the children in other groups 
throlughout this project, consistently demonstrated. major initial 
deficits on three subtests: Vocal Encoding, Auditory-Vocal Auto­
mat.ic, and Auditory-Vocal Association. In addition to the specific 
aaJ~ect~1 of language fu.nctioning measured, the ability to express 
O'{lesel i: verbally is the cmmnon requi s1 te for successful perfor­
mance em these three subtests. These sharply limited 'verbal ex­
p'ressi,re abilities, reflective of a verbally impoverished envirC'n­
ment, ~lre the crucial challenge to which preschool intervention 
prograD~s regardless of strategy or orientation must be addressed, 
and th4~ relative p,erformances of the five groups on these three 
8ubtests are critic:al to program evaluation. 

The F ratio for the multivariate test of equality of mean 
vectorlB for the nine ITPA ~ubte8tB was significant at the .0001 
level (Table 6). Univariate F's indicated significant differences 
among the five groups on five subtests including the three sub­
tests 'iI1hich reflected the major area of initial deficit--verbal 
expressive ability. 

The Ameliorative, Traditional, and Direct Verbal groups me.de 
good progress (8 to 12 months) on th.~ Vocal Enco;g,ing test, and 
their test-two performances were essemtially nondeficit (Table 7). 
The Community-Integrated and Montessori groups obtained lower 
.cores on test two than on test one a.nd made regressions of five 
and thrlee months respectively. The Ameliorative, Direct Verbal, 
and Traditional groups did not differ signific&ntly from each 
other, but were significantly higher than the Community-Integrated 
and Montessori groups. 

On the Auditory-Voc8~ Automat~ test the Ameliorative group 
tJlearly made the greatest progr~ss and was the only nondeficit 
group at the time of test two (Table 8). The Ameliorative group 
was significantly higher than the Comnunity-Integrated and Mon­
tessori groups and very nearly statistically higher than the 
D~~ect Verbal group. The Montessori group va. aignificantly lover 
than the other four groups. The magnitude of its regression 
(10 months) i8 particularly striking 41nd resulted from a raw score 
•• an which was, in fact, lower on test two th8n it had been on 
teat one. 
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Table 6 

ITPA Subtest Multivariate Analysis of Covariance 
Five Group. for One Y~.r 

-------------------------------------,----~-----------------
F ratio for multivariate test of equality 

of mean vector. • 3.0810 

df • 36 and 298 P less than .0001 

V.!:iabl~ Between Univariate P 
Mean Square F less than 

-------------------------------,.------------
Auditory-Vocal Automatic 

Visual Decoding 

Motor Encoding 

Auditory-Vocal Association 

Visual-Motor Sequencing 

Vocal Encoding 

Auditory-Vocal Sequencing 

Vi.ua1-Motor A.sociation 

Auditory Decoding 

756.8685 

305.2037 

413.1699 

380.9284 

106.0372 

735.6577 

317.6089 

914.5945 

169.1533 

6.3623 

1.4825 

1.7864 

5.2065 

.9494 

5.7654 

2.8698 

5.1614 

.9748 

.OO'~2 

.2145 

.1389 

.0009 

.,4396 

.0004 

.0277 

.0009 

.4256 

NOTE: Initial language age difference scores.(in months) frOID the 
uine ITPA subtests were uaed a. covari.,te8. 
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Table 7 

Vocal Encoding Te.t 
Mean Language Age Difference Score in Months 

five Group. for One Ye.r 

-
Group N Test 1 diff. Teat 2 Covaried Mean 

~'. 

Traditional 25 -15.1 10.8 - 4.3 41.38 

Connunity.,. 16 - 8.2 - 4.7 -12.9 31.95 
Integrated 

Montessori 13 -12.6 - 2.7 -1503 29.85 

Ameliorative 24 -14.7 11.7 - 3.0 46,,73 

Direct Verbal 23 -11.3 8.0 - 3.3 41.81 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used a. covariates. 

Group 

M 
C-I 
T 
DV 

Ta.,le Value 

M 
29.85 

NEWMAN-KEULS PROCEDURE 

Covaried Means 

C-I 
31.95 

Differences 

2.10 

T 
41.38 

11.53* 
9.43* 

DV 
41~81 

11.96* 
9.86* 

.43 

A 
46.73 

16.88* 
14.78* 

5.35 
4.92 

Cor~ected Table Value 
2.81 
7.30 

3.3Ei 
8.713 

3.71 
9.64 

3.94 
10.24 

Iii" 
witntn/harmonic mean • 2.598 

.. tgntftcent dtfference at .OS level 

The Ameliorative, Direct Verbal, and Traditional 
~roup •. -'ich did not differ significantly from each 
other, were significantly higher than the Community­
Integrated and Montes.ori group., which did not differ 
.lgnlftcantly from each other. 
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Table 8 

Aud i tory-Voca J. Au toma t 1 c Te s t 
Mean Language Age Difference Score in Months 

I 1 ve GT.I?UPS tor One Year 
__ i ,-

Group N Test 1 diff. Test 2 Covaried Mean 

Traditi.onal 25 - 8.4 4.0 - 4.4 -32.54 

Community- 16 -14.1 - l~O -15.1 -38.56 
Integrated 

Montessori 13 - 9 u 6 -10.2 -19.8 -46.50 

Ameliorative 24 -1.2.1 12.4 .3 -26.57 

Direct Verbal 23 -11.7 2.5 - 9.2 -34.98 

NOTE: Initial language age difference scores (in months) from the 
nine tTPA subt.ests were used as covarlates. 

Group 

l:.f 
C-I 
DV 
T 

Table Value 

NEWMAN-KEULS PROCEDURE 

M 
-46.50 

Covaried Means 

C-I 
-38.56 

Differences 

DV 
-34.98 

T 
-32.54 

A 
-26.57 

19.93·;,( 
11.99* 

8.41 
5.97 

Corrected Table Value 
2 .. 81 
7.05 

3.38 
8.48 

3.71 
9.31 

3.94 
9.89 

IMS . Wlthin/harmonic mean • 2.509 

*Significant difference at .05 level 

Summary: 1. The Ameliorative group was significantly higher than 
the Community-Integrated and Montessori groups but 
not significantly higher than the Traditional and 
Direct Verbal groups. 

2. The Traditional, Direct Verbal, and Community-Inte­
grated groups were not significantly different from 
each other. 

3. The Montessori group was significantly lower than 
the other four groups. 
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On the Auditory-Vocal Association test only the Direct Verhal 
and AmEdiorative groups were nondeficit on test two, and the 
Dit'ect Verbal group was significantly higher than the other four 
groups (Table 9). Although there were no significant differences 
among these four groups, the deficit of the Amelio:-ative group 
was eliminated while the substantial initial deficits of the 
Community-Integrated, Montessori, and Traditional groups remained 
essentially unchanged. 

Figure one emphasizes the parallel, regressive perfol~nces 
of the Community-Integrated and Montessori groups on the three 
subtests of major initial deficit. These two inte'k:'vention pro­
grams apparently did little to enhance verbal expressive abili­
ties. Observers who visited the Nontessori classroom noted the 
lack of verbal expressive experiences: Children were busily en­
gaged with motor-sensory materials for remarkably long periods of 
time, but silence prevailed. More opportunities for verbal ex~ 
pressive experiences existed in the Community-Integrated program; 
however, as noted previously, the disadvantaged children tended to 
withdraw from thes~ situations. 

The Tradition~l group, on the other hand, did relatively well 
on thesp. three subtests. In two instances they maclf> "Odf'st im­
provement (2 to 4 months) snd substantial progress (11 months) in 
the third. When children participated in verbal expressive a~­
tivities, as the dynamics of homogeneity required, they did indeed 
make gains. 

The performances of the two highly structured groups were 
clearly superior to those of the other three. It seems reasonable 
to conclude that physical involvement alone, no matter how well 
programmed, sustained, and orderly (Montessori), did not foster 
the verbal expressive development of disadvantaged children. 
Neither did spontaneous or relatively unstructured opportunities 
for such development (Community-Integrated and Traditional) prove 
adequate. The major initial deficit of the Direct Verbal group was 
eliminated on two of the three subtests. The emphasis on pol,qr 
concept drill seems clearly related to its gains in Auditory-Vocal 
Association. The required production of verbal responses (state­
ment production drill) was effective in sti.mulating growth in 
Vocal Encoding. The failure of the Direct Verbal program to pro­
mote' substantial growth on the Auditory-Vocal Automatic test is 
puzzling since repetitive oral pattern drill should have been a 
highly efficient means of incorporating appropriate grammatical 
constructs. The major initial deficit of the Ameliorative group 
was eliminated on each of the three subtests requiring verbal ex­
pressive abilities. When activities were structured to engage 
the child in physical manipulation while concurrent, meaningful 
verbalizations were elicited, verbal expressive abilities dramati­
cally improved. 
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Table 9 

Auditory-Vocal A •• ociation Teet 
Mean Language Age Difference Score in Months 

Five Group. for One Y.ar 

-
Group N Test 1 diff. Test 2 Covaried Mean 

Traditional 25 - 6.1 1.7 -4.4 -7.32 

Community- 16 -11.1 1.5 -9.6 -9.36 
Integrated 

Montessori 13 - 8.4 1.6 -6.8 -9.39 

Amelio'rative 24 - 5.9 6.5 .6 -4.47 

Direct Verbal 23 - 9 ~ 8 12.6 2.8 1.23 

NOTE: Initial language age d:Lfference scores (tn montha) from 
the nine ITPA subt~st~ were used as covariatea. 

NEWMAN .. KEULS PROCEDURE 

Covaried Means 

Group 

M 
C-I 
T 
A 

Table Value 

M 
-9.39 

Corrected Table Value 

Differences 

.03 

2.81 
5.53 

IMS"­
within/harmonic mean • 1.967 

*Significant difference at .05 level 

T 
-7.32 

2.07 
2.04 

3.38 
6.65 

A 
-4.47 

4.92 
4.89 
2.85 

3.71 
7.30 

DV 
1.23 

10.62* 
10.59* 

8.55* 
5.70* 

3.94 
7.75 

8uanary: The Direct Verbal group was signi.ficantly higher than 
the othexo four groups which did not differ .igni.fi­
cantly from each other. 
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FIGURE I 
DIFFERENCE SCORE MEANS FOR THE THREE ITPA SUBTESTS 

IN WHICH THE FIVE GROUPS DEMONSTRATED THE GREATEST INITIAL DEFICIT 
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On three ITPA sub tests the five groups tended to show rela­
tively sma~.ler initial deficits (3 to 6 months): Motor Encoding, 
Visual-Motor Sequencing, and Auditory Decoding. The univariate 
F's indicated no significant differences among the grou~s on 
these three subtests (Table 6). 

Only the Community-Integrated and Direct Verbal groups failed 
to make progress on the MOtor Encodi~ test (Table 10, Figure 2). 
The motoric involvement of the Community-Integrated children, 
noted previousl~might have been reflected in this area; this was 
not the case. Sinc1e the Direct Verbtlll program emphasized patterned 
verbal interactions without motoric i.nvolvement, their failure to 
progress in thi~ area is not surprising. Their small regression 
(2 months) is, however, of some concev.n. The sensory-motor ac­
tivities provided in the Montessori program and the manipulative 
experiences which accompanied verbaliz~tions in the Ameliorative 
program produced substantial and comparable gains (7 and 8 months 
respectively in excess of the program interval). 

Th-= results for the Visual-Motor Sequencing test are presented 
in Table 11 and Figure 2. With the exception of the MOntessori 
group, all groups were functioning at their chronological age at 
test CWo. Differences in gains seem to relate to large differences 
in initial deficit rather than to specific program variahles. 
The deficit initial performance of the Traditional and Ameliorative 
groups is not consistent with the nondeficit initial perfonnance 
of the Community-Integrated and Montessori groups and the minor 
initial deficit of the Direct Verbal group. Furthermore. five 
other research class units established in subsequent years accord­
ing_ to the procedures outlined in this report did not reveal major 
initial deficits in Visual-Motor Sequencing. rhree of these five 
classes had no initial deficit; CWO had four month or relatively 
minor deficits. These data support the notion that the initial 
performance cf the Traditional and Ameliorative groups was atypical. 
Since these two groups entered the program during the first year 
of the study and since this subtest is especially difficult to 
administer, it is not unreasonable to speculate that examiners 
subsequently became more proficient and that, therefore, children 
tested later obtained mor_e. .. val.Ld_. 101 tial.scot:e.a.. The three-month 
deficit of the Direct Verbal group represents a seven-month deficit 
for the class unit which entered the program with the Traditional 
and Amelior.ative g~oups the first year and a two-month deficit for 
the class unit which entered the program with the Community-Integrat­
ed and Montessori groups the second year. This phenomenon existed 
on no other sub test. 

Only the Montessori group failed to perform at or near its 
chronological age on the test-two Visual-Motor Sequencing test. 
These children, in fact, regressed, scoring 5 months below their 
mean chronological age. One might have assumed that the prmninence 
given to sensory-motor activity in the MOntessori program would 
have assured a continuing nondeficit performance. It is possible 
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Table 10 

Motor Encoding Teet 
Mean Language Age Difference Score in Months 

rive Grou,. for One Year 

Group N Test 1 diff. Teat 2 Covaried Mean 

Traditional 25 -1.6 3.8 2.2 18.72 

Coumunity- 16 -3.7 .3 -3.4 13.67 
Integrated 

Montessori 13 -6.1 7.3 1,,2 18.94 

Ameliorative 24 -8.2 8.3 .1 19.28 

Direct Verbal .23 -6.8 -1.9 -8.7 8.50 

NOTE: Initial language age difference scores (in months) from 
the nine ITPA subtests were used as covariates. 

A Newman-Keuls test was not conducted because the univari.ete 
F was nonsignificant • 
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Table 11 

Visual-Motor Sequencing Test 
Mean Language Age Diff~rence Score in MOnths 

Five Group. tor une year 

Group N Test 1 diff. Test 2 Covaried Mean 

Traditional 25 -10.8 8.7 -2.1 57.38 

Coamunity- 16 - 1.9 2.3 .4 62.24 
Integrated 

Montessori 13 .1 ... 5.0 -4.9 55.67 

Ameliorative 24 - 7.7 9 .• 1 1.4 60.71 

Direct Verbal 23 - 3.3 .5 -2.8 58.03 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used ae covariates. 

A Newman-Keuls test was not conducted because the uni­
variate F was nonsignificant. 
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that involvement with manipulative materials without specific and 
directed translation to verbal levels may limit, at least iUlnediate­
ly, the development of sequential or memory-related skills. In 
other words, the child's ability to use verbal labels in his think­
ing may contribute to maximum performance on this test. Since 
succeasful performance on this test require~ sustllined attention 
to material and examiner, it is also possible that the rather 
solitary invOiVement of the Montessori childr'~h mater1.als 
may not have equipped them to sustain such attention while inter­
acting with the examiner and their increased deficit may be a 
reflection of poor inter.action rather than visual-sequential in­
adequacies. This regression is paralleled by a deteriorating 
performance on the other 8ubtest requiring sequential abilities 
(Auditory-Vocal Sequencing, Figure 3) where sustain~d attention 
to the examiner is also required. 

The five groups did not make significantly different progress 
on the Auditory Decoding test (Table 12, Figure 2). The Traditional, 
Community-Integrated, and Direct Verbal groups eliminated their 
modest initial deficits while the MOntessori and Ameliorative 
groups again performed in a nondeficit manner. A discussion of 
program variables does not aeem warranted since the groups made 
l~ited and nondifferential progress and all test-two performances 
vere nondeficit. 

On three ITPA subtests the five groups showed negligible or 
no initial deficits: Auditory-Vocal Sequencing, Visual-Motor 
A.s~ciation, and Visual Decoding. The univariate F's indicated 
.ignificant difference. among the five groups on two of these 
three s'Ubtests~ Auditory-Vocal Sequencing and Visual-Motor Associa­
tion (Table 6). 

Only the Ameliorative group made progress on the AuditOry-Vocal 
Seguencins test (Table 13, Figure 3). The nondeficit performance 
of the Traditional and Direct Verbal groups remained unchanged. 
The Community-Integrated and Montessori groups made sizeable re­
gressions (6 and 5 months r~spectively), and these regressions 
together with the progress of five months of the Ameliorative group 
accounted for the significant difference among the groups. 

The regressive performance of the Community-Integrated and 
MOntessori groups may be related to their relatively poor test-
cwo perfo~.nces on 811 tests requiring verbal interaction with 
the examiner (Vocal Encoding, Auditory-Vocal Automatic, and 
Auditory-Vocal Association). The gain of the Ameliorative group 
(S month.) on the Auditory-Vocal Sequencing test (digit repetition) 
prob~bly relates to a teaching strategy which required the child 
to give specific verbal re.ponse., often follOWing a model supplied 
by the teacher. Although digit repetition va. not taught, the 
opportunity for tranafer fro. the ... clfica of the m.thematici 
curriculum seeme plausible. Verbal pattern drill cnd the mathe­
matic. curriculum in the Direct Verbal prolr .. ,rOYided aimilar 
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Table 12 

Auditory Decoding Test 
Mean Language Age Difference Score in Months 

t 1 ve "rol:ps for One Year 

-
Group N Test 1 diff. Te&t 2 Covaried Mean 

Traditional 25 -4.5 5.5 1.0 56.43 

Communtty- 16 -5.9 6.7 .8 60.59 
Integrated 

Montessori 13 -1.0 1.3 .3 56.61 

Ameliorative 24 2.0 .0 2.0 54.90 

Direct Verbal 23 -2.1 7.4 5.3 62e27 

NOTE: Initial language age difference scores (in months) from 
the nine ITPA subtests were used as covariatea. 

A Newman-Keuis test was not conducted because the uni~ 
variate F was nonsignificant. 
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Table 13 

Auditory-Vocal Sequencing Test 
Mean Language Age Difference Score in MOnth~ 

Five Group. for One Year 

Group N Test 1 diff. Test 2 Covaried Mean 

Traditional 

Conmunity­
Integrated 

Montessori 

Ameliorative 

Direct Verbal 

25 2.5 

16 - .6 

13 .1 

24 1.6 

23 3.0 

- .3 

-6.5 

-4.6 

4.9 

.9 

2.2 

-7.1 

-4.5 

6.5 

3.9 

-19.88 

-27.40 

-25,,92 

-16.75 

-18.97 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA sub tests were used as covariates. 

Group 

C-I 
M 
T 
DV 

Table Value 

NEWMAN-KEULS PROCEDURE 

C-I 
-27.40 

Covaried Means 

M 
-25.92 

Differences 

1.48 

T 
-19.88 

7.52 
6.04 

DV 
-18.97 

8.43 
6.95 

.91 

A 
-16.75 

10.65* 
9.17* 
3.13 
2.22 

Corrected Table Value 
2.81 
6.80 

3.38 
8.18 

3.71 
8.98 

3.94 
9.54 

/MS i 

within/harmonic mean • 2.420 

*Significant difference at .05 lev~l 

SUlllDary: 1. The Ameliorative group was significantly higher 
than the Montessori and Community-Integrated groups 
but not significantly higher than the Direct Verbal 
and Traditional groups. 

2. The Direct Verbal, Traditiona~ Montessori, and 
Community-Integrated groups were not significantly 
different from each other. 
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opportunities; however, since this group initially scored three 
months above their chronological age, further acceleration was not 
to be expected .. 

On the Visual-Motor Association test the Ameliorative and , 

Community-Integrated groups were significantly higher than the 
Traditional and Montessori groups (Table 14, Figure 3). The high 
test-two score of the Ameliorative group reflects its atypically 
high test-one performance rather than gains made during the pre­
school year and may not be attributed to the specifics of the 
intervention. The large gain (7 months) of the Commuf1itv-Integrated 
group is consistent with its gain on a related subtest, Visual 
De<.:oding. Although integratiol, with middle- and upper-class peers 
did not promote the development of language in the verbal expres­
sive area, the development of reception and association in the 
visual channel was enhanced beyond the level attained by the 
Traditional group. Apparently, the enriched environment crected 
by the presence of the advantaged children was not incorporated 
by the disadvantaged children at the verbal expressive level be­
cause they did not participate at this level but was incorporated 

, at the visual level where partiCipation may be experienced through 
observation. 

All groups did well on the Visual Decodi~ test (Table 15, 
Figure 3), and the Ameliorati"e and Montessori groups made very 
large and comparable gains. The gain of the Ameliorative children 
placed them 11 months above their chronological age at the time of 
test two. The naming and labeli.ng activities prevalent in the 

'three curricula, especially activities which emphasized matching, 
sorting, and classification, may well have helped the Ameliorative 
group to make this gain. Such activities were scheduled to provide 
opportuniti~s for vocabulary development and for more precise, 
expanded, and flexible use of language; however, the ~i1ethod of 
presentation relied heavily on visual materials. The use of 
manipulative and visually self-corrective materials in the Montessori 
program may have helped this group perfonn equally well on this sub­
test. These activities, however, did not similarly accelerate the 
performance of the Montessori group on the Visual-Motor Association 
test. At any rate, the Montessori group made substa!"tial progress 
on the Visual Decoding test in marked contrast f (' its relatively 
static or regressive performance on seven of the subtests of the 
ITPA. 

On the ITPA total the Ameliorative group was significantly 
hi&her than the Community-Integrated and Montessori groups but 
did not differ significantly from the Direct Verbal and Traditional 
groups (Table 16, Figure 4). The Direct Verbal and Traditional 
groups were significantly higher than the Montessori group only. 
The ITPA total, however, may obscure variations in group perfor­
mance, and a meaningful summary reqUires a restatement of subtest 
data. Three groups, Traditional, Direct Verbal, and Ameliorative, 
consistently made gains. The Traditional group moved in a positive 
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Table 14 

Visual-Motor Aaaoeiation Teat 
Mean Language Age Difference Score in Months 

Five Group. for One Vear 

Group 

-
Traditional 

Community­
Integrated 

Montessori 

Ameliorative 

Direct Verbal 

-

N 

25 

16 

13 

24 

23 

Test 1 

- 2.6 

- .2 

- .8 

10.9 

- 1.6 

diff. 

.9 

r.; 7.3 

-2.4 

- .9 

3.3 

Teat 2 

- 1.7 
7.1 

- 3.2 

10.0 

1.7 

Covaried Mean 

74.55 

89.32 

77.30 

91.39 

82.65 

: ,-

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used as covariates. 

Group 

T 
M 
DV 
C-l 

Table Value 

T 
74.55 

NEWMAN-KEULS PROCEDURE 

Covaried Means 

M DV 
77.30 82.65 

Differences 

2.75 8.10 
5.35 

?' 

2.81 

e-l 
89.32 

14.77* 
12.02* 

6.67 

A 
91.39 

l6.84'>-\' 
14.09* 

8.7l. 
2.07 

3.94 
Corrected Table Value 8.60 

3.38 
10.35 

3.71 
11.36 12.06 

IMS . 
within/harmonic mean • 3.062 

*Significant difference at .05 level 

Summarr: 1. The Ameliorative and Communityalntegrated group., 
which did not differ signiff,cantly from each other, 
were significantly higher than the Montessori and 
Traditional groups but not significantly higher 
than the Direct Verbal group. 

2. The Direct Verbal, Montessori, and Traditional 
groups were not significantly different from each 
other. 
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NOTE: Initial l.ng'_~~ge age difference scores (:In months) f'lJfftll the 
nine ITPA 8ubtests were used as covariatt~s. 

A Newman-Keuls test was not conducted because the uni­
variate F was nonsignificant. 

:. 
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Table 16 

ITPA Total 
Mean Language Age Differenc,e Score in Months 

Five Groups for One Year 

Group N Test 1 diff. Test 2 Covaried Mean 
,. 

Traditional 25 -5.4 4.3 -1.1 23.78 

Community- 16 -6.3 1.1 -5.2 20.33 

Integrated 

Montessori 13 -4.2 - .9 -5.1 19 .. 02 

AMeliorative 24 -3.7 6.3 2.6 25.96 

Direct Verbal 23 -4.7 4.3 - .4 23.90 ,. 
NOTE: Initial Binet IQ, Peabody IQ, and ITPA language age differ-

ence score (in months) were used as covariates. 

NEWMAN-¥.EULS PROCEDURE 

Covaried Means 

Group M c- L T DV A 
19.02 20.33 23.78 23.90 25.96 

Differences 

M 1.31 4.76* 4.88* 6.94* 

C-I 3.45 3.57 5.63* 

T .12 2.18 

DV 
2.06 

Table Value 2.81 3.38 3.71 3.94 

Corrected Table Value 3.37 4.06 4.45 4.73 

,MB 
within/harmonic mean • 1.200 

*Significant difference at .05 level 

SUlllDary: 1. The Ameliorative group was significantly higher 
than the Community-Integrated and Montessori groups 
but not significantly higher than the Direct Verbal 
and Traditional groups. 

2., The Traditional and Direct Verbal groups were sig:. 
nificant1y higher than the Montessori group but not 
significantly higher than the Community-Integrated 
group. 
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direction on eight of the nine subtests. The range of this upward 
movement was from .9 to 10.8 months, and on three of theBe ei~ht 
subtests the gain exceeded 4.6 months. 6 Its one loss was .3 
months. The Direct Verbal group also ~ in 8 positive direction 
on eight of the nine subtests. The range was from .5 to 12.6 
months. and 01'1 three of these eight 8Uhteata the .. 'al" ex~eedf.ld 

4.6 months. Its one regression was 1.9 months. The Ameliorative 
group moved in a positi.ve direction on seven ot the nine subtests. 
The range of this upward movement was 4.9 to 12.4 months, and on 
all of these seven subtests the gain exceeded the median. On one 
subtest there was no change and 8 loss of .9 months occurred on 
the other. 

The Community-Integrated and Montessori groups did not con­
sistently move in a positive direction, reflecting a pattern of 
more moderate gains and losses. On six of the nine subtests the 
Community-Integrated group made gains ranging from .3 to 7.4 
months; in three instances these gains exceeded 4 0 6 months. On 
three subtests, however, the Community-Integrated group demonstra­
ted regressions which ranged from 1.0 to 6.5 months, and in two 
instances these losses exceeded 4.6 months. The Montessori group 
moved in a positive direction on four of the nine subtests with 
gains ranging from 1.3 to 10.5 months. Two of these gains exceeded 
the median. On five subtests, however, the Montessori group demon·· 
strated regressions from 2.4 to 10.2 months, and in two instances 
these losses exceeded 4.6 months. 

The magnitude of the gains of the Ameliorative group and the 
consistency with which they were achieved resulted in an essen­
tially nondeficit test-two perforn~nce. The Direct Verbal and 
the Traditional groups made consistent" but more modest gains and 
performed comparably on all subtests with the exception of Auditory­
Vocal Automatic and Motor Encoding where substantial deficits re­
mained for the Direct Verbal group. The Community-Integrated and 
Montessori groups, on the other hand, generally made smaller gains 
than the other three groups and made gains less consistently. 
The performance of the Montessori group tended to be somewhat 
regressive while that of the Community-Integrated group was more 
nearly static. 

A discriminant analysis was conducted with the ITPA subtest 
data to provide additional information regarding the differential 
perfo~ances of the five groups. The results of this analysis 
gene~a11y confirm the previous discussion. The first function was 

6A gain or loss in excess of 4.6 months was chosen as a descriptive 
evaluation point since in half of the instances mean language age 
difference scores for the five groups were altered to that extent. 
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primarily weighted by those subtests which reflect verbal eJ(pres­
sive abilities and on which all groups were substantially deficit 
initially (Vocal Encoding, Auditory-Vocal Automatic, and Auditory­
Vocal Association) and by one additional subtest, Auditory-Vocal 
Sequencing, a subtest which requires a verbal response but on which 
no group was initially deficit (Table 17). On this first function 
the Ameliorative group was highest, followed closely by thqe Direct 
Verbal group. The Traditional group fell below these two but 
considerably above the Montessori and Community-Integrated groups. 

The second function seems to clarify the differentiation ben 
tween the Direct Verbal and Ameliorative groups. This fur ti,on 
was weighted positively on Auditory-Vocal Association and Auaitory 
Decoding where the Direct Verbal group did well ard negatively on 
Auditory-Vocal Autmnatic and Visual-Motor Association where the 
Ameliorative group did well (Table 17, Figure 5). Pattern drill 
with emphasis on polar and negative structures accounts for the 
good performance of the Direct Verbal group on the Auditory-Vocal 
Association and Auditory Decoding subtests which require the child 
to operate within those structures. As previously noted, the 
score of the Ameliorative ;;;roup Gll. the Visual-Motor Assoc-tation 
subtest was only a reflection of its atypically high initial per­
fo~ance, and program content cannot be credited with this good 
performance. On the A\1ditory-Vo~al AutOlMtic subtest, where th .. ~ 
performances of the Ameliorative and Direct Verbal groups were 
sharply differentiated, the substantial initial deficit of the 
Ameliorative group was eliminated and that of the Direct Verbal 
group rema.ined. Certainly both structured programs were designed 
to elicit the maximum number of verbal responses frmn each child, 
but apparently verbal responses made in conjunction with meaning­
ful, manipulative experiences were more effectively incorporated 
into the child's verbal repertoire. 

Vocabulary Comprehension 

There were no significant differences among the five groups 
in vocabulary cmnprehension as measured by the Peabody Picture 
Vocabulary Test (Table 18). The Peabody IQ gains of the Direct 
Verbal, Community-Integrated, and Montessori groups were negligible~ 
The Ameliorative and Traditional groups made the largest gains 
(11 and 13 pOints respectively) and were equally effective in 
promoting vocabulary comprehension at the auditory-visual level 
assessed by this 'instrument. The verbal expressive strengths 
den~nstrated in varying degrees by three (Ameliorative, Direct 
Verbal, and Traditional) of the five groups on the ITPA were not 
assessed hel~e and may to some extent account for the nondifferential 
performance on the Peabody. 

Visual Perception 

Test-one data were obtained on the Froatig Developmental Test 
of Visual Perception only during the first year of the study and, 
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Table 17 

Discriminant Analysis 
ITPA Subtests 

Five Groups for One Year 

-
Variable 

Auditory-Vocal Automatic 
Visual Decoding 
Motor Encoding 
Auditory-Vocal Association 
Visual-Motor Sequencing 
Vocal Encoding 
Auditory-Vocal Sequencing 
VisualcoMotor Association 
AuditorywDecoding 

Percent of Canonical Variation 

Raw 
coefficie'1t 

1 

.041558 

.008611 

.021508 

.026458 

.027551 

.053344 

.056481 

.003604 

.002410 

48.02 

Raw 
coefficient 

2 

.057375 

.009894 

.024422 

.088463 
0021026 
.004059 
.005092 
.037076 
.024264 

29.66 

Bartlett's Chi Square Test for Significance of Successive Canonical 
';a ( lB' t.-'., 

For roots 1-4 Chi Square • 99.66 with 36 df 
For roots 2-4 'hl Square • 55.14· with 24 df 

Discriminant Functions 

1 

Traditional -11.716 

Community- -10.210 
Integrated 

Montessori -10.072-

Ameliorative -12.274 

Direct Verbal -12.095 

91 

P less than .0001 
P less than .0003 

2 

- 2.875 

- 3.075 

- 2.245 

- 3.188 

- 1.719 
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Table 18 

Peabody Mean IQ 
Five Groups for One Year 

Group N Test 1 diff. Test 2 Covaried Mean 

Traditional 25 79.8 12.7 92.5 29.88 

Ccmnuni ty- 16 81.4 4.2 85.6 22.44 
Integrated 

Montessori 13 84 .. 7 1.5 86.2 21.02 

Ameliorative 24 85.0 10.9 95.9 30.41 

Direct Verbal 23 82.7 5.7 88.4 24.26 
'"'-

NO!'!: Initial Binet IQ, Peabody IQ, and ITPA total language age 
difference score (in months) were used as covariates. 

NEWMAN-KEULS PROCEDURE 

Covat'ied Means 

Group 

M 
C-I 
DV 
T 

Table Value 

M 
21.02 

Corrected Table Value 

C-I 
22.44 

Differences 

1.42 

2.81 
7.58 

/MB 
within/harmonic mean • 2.699 

*Significant djlfference at .05 level 

DV 
24.26 

3.24 
1.82 

3.38 
9.12 

T 
29.88 

8.86 
7.44 
5.62 

3.71 
10.01 

A 
30.41 

9.39 
7.97 
6.15 

.53 

3.94 
10.52 

SUlllUry: Although the univariate F was significant, there were 
no Significant differences among groups. 
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consequently, are not available for the Montessori and Community­
Integrated groups or the Direct Verbal class unit of the second 
year. Frostig (1964) suggests that children scoring in the lowest 
quartile (8 perceptual quotient of 90 or below) will experience 
difficulty in school adjustment and recommends remedial training 
for these children. The test-one scores of 96% of the children 
in the Traditional program, 75% of the children in the Ameliorative 
program, and 91% of the children in the first year's Direct Verbal 
class unit fell in the lowest quartile. It is reasonable to 
assume that the Montessori and Community-Integrated groups and the 
second Direct Verbal class unit would have included similar per­
centages of children in this low rangeo 7 To the extent that visual 
perceptual inadequacies are related to subsequent school difficult~ 
these initial performances were disconcerting. 

The Frostig was given to all groups at the time of the second 
test battery. The ,erfonnance of the Ameliorative group was sig­
nificantly higher than that of the other four groups (Table 19). 
Only 21% of the children in the Ameliorative group now scored in 
the lowest quartile. In the Direct Verbal group 43% scored in 
the lowest quartile while 76 to 81% of the children in the other 
three groups obtained such scores. 

The visual-motor activities included in the Traditional and 
Community-Integrated programs were relatively unstructured and 
global in nature (playground activities, art projects, ~uzzles), 
and most of the children in these two programs scored in the 
lowest quartile. The children in the Montessori group did not do 
well on this test in spite of the emphasis given to rather precise 
motor-sensory activity (templates, form boxes, kinesthetic alpha­
bet, sensory materials related to shape, weight, and size). Al­
though the Direct Verbal program emphasized an oral mode of in­
struction, elements in the reading and mathematics curricula 
(particularly the writing of letters and nt~erals) involved visual­
motor participation and seemed to have been effective in promoting 
growth in this area. All three curricula in the Ameliorative pro­
gr~m included learning activities designed to contribute to the 
development of visual perceptual skills: the unit on geometric 
shapes in the mathematics currIculum, a sequence of cutting lessons, 
dot-to-dot exercises in a large, uncluttered format, matching 
exercises, pasting exercises which emphasized figure-ground, and 
pencil/crayon work in general. Frostig remedial materials were 
used during the last six weeks of the program. The performance 
of the Ameliorative group indicates the dramatic progress which 
may be made in visual perceptual development by disadvantaged 
children. 

7Tbe percentages of children initially scoring in the lowest 
quartile in four subse,.<~;'~nt research class units established ac­
cordi.ng to the procedun~[.; outlined in this report ranged from 81 
to 88 and were consistent with the scores of the Trsditional, 
Ameliorative, and Direct Verbal groups. 
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'r.ble 19 

Fl'ostig Mean PQ 
Five Groupe at the End of One Year 

-. 
Gioup N Teet 2 Covaried Mean 

Traditional 25 84.9 25.56 

Community-Integrated 16 80.4 21.54 

Montessori 13 79.8 19.86 

Alnelioratlve 24 99.6 38.96 

Direct Verbal 23 90.3 30.44 

NOTE: Initial Binet IQ, Peabody IQ, 'and ITPA total language age 
difference score (in months) were used as covariates. 

NEWMAN-KEULS PROCEDURE 

Covaried Means 

Group 

M 
C-I 
T 
DV 

Table Value 

M 
19.86 

Corrected Table Value 

C-I 
21.54 

Differences 

1.68 

2.81 
7.29 

/MS -
within/harmonic mean • 2.594 

*sign~ficant difference at .05 level 

T 
25.56 

5.70 
4.02 

3.38 
8.77 

DV 
30.44 

10.58* 
8.90* 
4.88 

3.71 
9.62 

A 
38.96 

19.10* 
17.42* 
13.40* 
8.52* 

3.94 
10.22 

SUlllllary : 1. The Ameliorative group was significantly higher 
than t~e other four groups. 

-

2. The Direct Verbal group was significantly higher 
than the COIIIIlunfty-Integratec:J and Monte •• ort groups 
but DC)t significantly higher than the Traditional 
group., 

3. The Tl;aditional, COIIIIIUnity-Integrated, and Montes­
eori group. were not significantly different from 
each other. 
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School Readiness 

The Metropolitan Readiness Tests were given to the five groups 
at the time of the second test battery. There ~lere no si~nificant 
differences among groups on the Reading Readiness Test (Table 20). 
The Ameliorative and Direct Verbal groups scored significantly 
higher on the Number Readiness Test than did the Traditional and 
Montessori groups (Table 21). The superior performance of the 
two structured groups reflects their highly specific mathematics 
curricula and suggests the effectiveness of these programs in 
preparing children for more formal mathematics. The predictive 
value of this instrument is limite,a when administered to children 
at this age, and the data obtained at the end of the second year 
of the study provide a more appropriate base for discussion. 

Summary of Results at the End of the Preschool Year 

The children in the two highly structured programs (Ameliora­
tive and Direct Verbal) showed substantial gains in intellectual 
functioning (Binet IQ) with remarkable consistency. No child in 
either program failed to make an IQ gain. On test two 92% of the 
children in the Ameliorative group and 74% of the children in the 
Direct Verbal group fell in the high intelligence strata. The 
children in the other three groups made more modest gains and from 
15 to 24% of these children regressed. 

On the initial assessment of ~u~e ~evelopment (ITPA) the 
children in this study were most deficit in verbal expressive 
abilities. The major initial deficit of the Ameliorative group 
was eliminated on each of the three subtests related to th~area. 
The Direct Verbal group eliminated its major deficit on two of 
these three subtests~ The Traditional group did relatively well 
in this area. The performances of the Community-Integr.ated and 
MOntessori groups on these three subtests were static at best, 
and their substantial defi.cits remained at the time of t:est two. 

The magnitude of the gains of the Ameliorative group on the 
nine subtests of the ITPA and the consistency with which it made 
these gains resulted in an essentially nondeficit test-two per­
formance. The Traditional group made consistent but more modest 
gains and had no major deficits (deficits in excess of 6 months) 
at the time of test two. The Direct Verbal group made somewhat 
larger gains than the Traditional group but made these gains 
somewhat less consistently and had major deficits on two subtests 
at test two. The Community-Integrated and Montessori groups gen­
erally made smaller and less consistent gains than the other three 
groups. The movement of the MOntessori group was somewhat regres­
sive while that of the Community~Integrated group was more nearly 
static. 

There were no significant differences among the five groups 
in vocabulary c~rehension as measured by the Peabody Picture 
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Table 20 

Metropolitan Reading Readines. Mean Raw Score 
Five Group. at the End of OD.e Year 

- -\ ............. 
Group N Test 2 Covaried Mean 

".II'''' 

Traditional 25 36.6 -12.97 

Community-Integrated 16 38.1 -11.36 

Montea.ori 13 40.8 - 9.97 

AIle 1 iora tive 24 40.6 -10.47 

Direct Verbal 23 37.1 -13.19 

NOTE: Initial Binet IQ, Peabody IQ, and ITPA total language age 
difference acore (in months) were used as covariatea. 

A Newman-Keuls test wa. not conducted because the uni­
variate F vaa nonaignificant. 
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Table 21 

Metropolitan Numbe~ Readine •• ~n Raw Score 
Five Groups at the End of ODe Year 

Group N Teat 2 Covarieci Mean 

-
Traditional 25 5.9 -19.22 

Community-Integrated 16 7.4 -17.61 

Montessori 13 5.3 -20.25 

Ameliorative 24 10.8 -15.02 

Direct Verbal 23 10.3 -15.14 

-
NOTE: Initial Binet IQ, Peabody IQ, and ITPA total language age 

difference ecore (in months) were used a8 covariatee. 

Group 

M 
T 
C-l 
DV 

Table Value 

M 
-20.25 

NEWMAN-KEULS PROCEDURE 

Covaried Means 

T 
-19.22 

C-I 
.. 17.61 

Difference. 

1.03 2.64 
1.61 

2.81 3.38 

DV 
-15.14 

5.11* 
4.08* 
2.47 

3.71 

A 
-15.02 

5.23* 
4.20* 
2.59 

.12 

3.94 
Corrected Table Value 2.32 2.79 3.06 3.25 

'MB within/harmonic mean • .826 

*Significant difference at .05 level 

SU1IIIIla ry : 1. The ameliorative and Direct Verbal groups, which 
did not differ significantly from each other, 
vere significantly higb.r than the Mont •• eori and 
Traditional groupe but not significantly higher 
than the Community-Integrated group. 

2. The Coamunity-Integratecl, Mont ••• ori, and T1:_i­
tiona1 groups did not differ silnlffcant1y from 
each other. 
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Vocabulary Test. The perfo'J.:'l.Ilanee vf the Ameliorati.ve group in 
yisual pe.reel?1;~..2!!. (Frosti.g) was significantly higher than those of 
the other four groups. On test two, over 75% of the children. in 
the Traditional, Montessor1, and Community-Integrated groups earned 
scores indicating a need for remedi.ation; in the Direct Verbal 
group 43% of the children earned such scorefll.. Only 21 % of the 
children in the Ameli,orBti,ve group scored at this 1 CJW level. An 
assessment of !ch,.Qo,1 !~a9..i:!!.~.~!. (Metropolitan) indicated the sta­
tistical superiority of the Ameliorative and Direct Verbal groups 
in number ~eadiness only. 

CONCLUSIONS AT 'fHE END 
OF THE PRESCHOOl, YEAR 

Since the five inte'rVtH'J.t!l.on p'.cograms were chosen to represent 
points along a continuum of structure,. one might asStmle that the 
resul ts would order themsel'ves along thi,s continuum to the extent 
that structure is a valid di,mension in effecting change. A rea­
sonable assumption might have been that the effects of the two 
traditionally-oriented programs would be similar, with particular 
advantage falling to the Community-Integrated group in the area of 
lar,guage development. The resul ts of the Jdghly structured Ameli­
orative and Direct Verbal pt"ograms wou.ld place thf"AIl at the opposite 
end of the continuum. Fi:nally, the Montessori group would fall 
somewhere between these two positions, perhaps somewhat closer to 
the structured groups than to the traditional groups. Such was 
not the case. The children in the Ameliorative and Direct Verbal 
programs (high on the structure continuf~) generally showed the 
greatest gains. Those who participated in the Traditional program 
(low on the structure continuum) showed lIlDre lllodest gains. Chil'" 
dren in the Community-Integrated program (also low on the struc~ 
ture continuum) and those who participated in the MOntessori pro­
gram (midway on the structure continuum) showed the least progt'ess~ 

The failure of the Montesscr.ci, ch:f.ldren to demonstrate appreci­
able progress seems to invalidate the notion that the level of 
structure relates to the progress made by the disadvantaged child. 
The paradox here may be more apparent than real. The Montessori 
program provided Q high degree of structure in te'~s of careful 
pl8.nning for the kinds of motol'.· .. sensory acti'tlity appropriate to 
the development of an adequate base from which language snd cogni­
tive skills arise. Such provisions in terms of teacher planning 
and available materials may be considered cmnparable to the activi­
ties used to elicit verbal responses (the game format) in the 
Ameliorative program or the pattern drill and sequential learning 
tasks offered in the Direct Verbal program. The resolution of 
the paradox may lie :I.n the provisions for verbal interactions in 
the three programs. In the Ameliorative and Direct Verbal programs 
children were systematically engaged in verbal interactions with 
the teacher. In contrast, the absence of such interactions, either 
as verbal drill or concomitant with perfonnance, characterized the 
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Montessori cla.sroom" The teacher pravided a ''prepared environ­
ment"; she did not, however, systematically engage the child in 
verbalizations or require such verb.liz_tions as p.rt of the defini­
tion of productive involvsnent. This failure of the Monte •• ori 
program resulted, at Ieaat during the intervention interval, in 
.omewhat regreeaive language b~havior. Placing dt.advantaged chil­
dren in ~ setting which does not demand that they use the verb~l 
-.,mbol. they have and which rewards behavior which doe. not require 
the acquisition of new verbal skills resulted in the poorest lan­
guage performance of the five intervention grou.ps. Structured 
emphasis on mo'tor~sensory development without similar concern for 
verbal development programmatically move. in the wrong direction 
for the disadvantaged child. 

Finally, arbitrary elementa in the research design of this 
.tudy may have inhibited the effectivenesa of the MOntessori pro­
gram more than the other four interventions. First, the age 
criterion used in this study did not col~cide with the optimum and 
.arlier age for intervention advocated by MOntessori. Second, a 
program interval of such short duration is inconsist.ent with the 
relatively long~term MOntessori de-velopmental theory. Third, 
proponents of Montessori theory might well feel that the esteblish­
ment of an adequate motor-sensory base» even during so truncated 
an interval and at 80 relatively late an age, will enhance language 
and cognitive development at a t~e beyond the scope of this re­
port. Follow-up .tudies of these children' may support such a 
point of view. 

The expeci:&tion thMt children in the COOIDunity-Integrated 
group would .~~~ progress equal to OT greater than that of the 
children in the Traditional group was not substantiated. The 
integration of small number. (N • 2 to 4) of disadvcntaged chil­
dren into cl,.sees of middle- and upper-class children was intended 
to alter certain aspects of the learning situation. Central to 
the MItered classroom dyn~ic8 wa. the presence of an advantaged­
peer language model in addition to the teacher model provided in 
all progr~s. Theoretically,spontaneou. verbal interactions in 
both traditional progr.m. represented critical opportunities for 
language development and were weighted in favor of the Community­
Integrated participantsQ 

The dis.dvant~ged children in the Community-Integrated proa 
gram, however, failed to incorporate the language model of their 
advantaged peers because they did not reciprocate in verbal in.ter­
actions at any significant le~l. They not only failed to interact 
verbally in peer-initiated play but tended to withdraw from que.i­
.tructured, teacher-directed activities and thus sharply l~ited 
the progre.s they were to make. The homogeneity of the Tradi­
tional group, on the other hand, required these children to re­
apaDd.erbally during such activities. Their teachers necessarily 
acco cdated the.e activities to the verbal level of the children 
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and gradually developed more acceptable and extended responses. 
The progress in verbal expressive ability made by the children 
in the Traditional program reflects this accommodation. 

The failure of socioeconomic integration in this instance 
cannot be viewed as evidence that disadvantaged children do not 
derive benefits from integration with their advantaged peers. 
The ratio of socioeconomic integration used in this· study failed 
to accelerate the language development of the disadvantaged chil­
dren, and it is altogether possible that this ratio mitigated 
against change. A more nearly equitable ratio between the two 
socioeconomic groups might have created a setting in which the 
disadvantaged children participated more freely and were involved 
in verbal interactions more frequently. Then, too, it is possible 
that the impact of a peer language model cannot be felt during so 
short an i.nterval. Finally, four ro.y not be the most appropriate 
age for deriving ma~imum benefits from a peer language model. 

The very real progress ro.de by the children in the Traditional 
program must be viewed against the generally superior performance 
of the childr.~n in the two highly structured programs. The effec­
tiveness of directly teaching specific content was illuotrated by 
the superior performance of the Ameliorative and Direct Verbal 
groups on the number readiness test of the Metropolitan. The 
magnitude and consistency of their gain. in intellectual function­
ing (Binet IQ) clearly endorse the Unportance of providing a setting 
in which the child is required to make appropriate and increasingly 
complex verbalizations. There is some evidence that obtaining 
these verbalizations in conjunction with productive, manipulative 
experiences (Ameliorative program) more effectively developed 
visual perceptual skills (Frostig) as well as the visual-mot~r 
skills involved in certain ITPA subtests (Visual Decoding, Visual­
Motor Sequencing, and Motor Encoding). In addition, children who 
made verbal responses concurrent with meaningful, ~nipulative 
experiences more effectively incorporated syntactical constructs 
into their verbal repertoire (Auditory-Vocal Automatic subtest). 
On the other hand, verbal pattern drill. (Direct Verbal program) 
provided unique opportunities to develop the auditory reception 
of structured a.pect. of language (Auditory-Vocal Association and 
Auditory Decoding subtests). 
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THE SECOND YEAR OF THE SWDY 

Interventions durin~ the Kindergarten Year 

During their second vear tn the study the children in the 
Traditional, Community-Integrated, Montessori, and Ameliorative 
programs attended public kindergarten for a half day. No research 
intervention was made in the public kindergarten. The children 
in the Ameliorative program, with parental pepmission and through 
arrangement with public school administ~ators, attended public 
kindergarten in the morning and, in addition, participated in a 
one-hour supportive program at the research center in the after­
noon. According to the research design, children in the Direct 
Verbal program were not to attend p~blic kindergarten and were 
to return to the research center for a half-day program. At 
parental insistence or teacher suggestion, however, five of the 
twenty-three children attended public school kindergarten in the 
morning and the Direct Verbal program in the aftern~on. 

To facilitate bussing, the children in the Ameliorative 
supportive pr~gram were divided on the basis of residential area 
into two classes of twelve children each. One class attended the 
supportive program from 1:00 to 2:00 p.m.; the other, from 2:15 to 
3:15. Each of these classes was further divided into two learning 
groups on the basis of individual performance on battery-two teets 
and recODmlendation of the preschool teachers from the previous 
year. In general, the high group (N • 6) in both the one and two 
0' clock classes was considered ready for pre-reading acti',. ... +-ies 
and competent in the number concepts taught the previous year, in­
cluding rational counting to ten. They were judged capable of 
following routine directions and able to work independently for 
relatively sustained periods. The children in the low group. 
(N D 6) in each class were considered less ready for both re8d~ng 
and math materials in any formal sense and less able to work 
independently in a sustained and orderly fashion. Two element.ry 
school teachers w'ere in charge of the supportive program; one 
taught the high group in each class and the other taught the low 
group. 

The one-hour supportive session was divided into two periods-­
language development/reading readiness Qnd mathematics con~epts. 
This schedule was broken for an occasional field trip or art pro­
ject, but art, music, and indoor-outdoor play generally were not 
scheduled. An effort was made to avoid repeating activities which 
had already been provided in the morning public kindergarten and 
to emphasize activities directly related to first-grade academic 
success. During the reading readiness/language period, teachers 
continued to use multiple copies of inexpensive books in a story­
time similar to that of the previous year's Ameliorative preschool 
program. Related activities stressed specific vocabulary, sequen­
tial and causal relationships, and Umffiediate and long-term recall. 
The letters of the ~lphabet were taught by nam.e, and all children 

'/ 
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mastered the printing of their names and of a good portion of the 
alphabet. Initial consonant sounds and rhyming words were stressed. 
Selected materials from the Frostig Program for the Development of 
Visual Perception were used as were portions of standard phonics 
workbooks alnd experience charts. All children mastered some sight 
words, and the children in the high group were reading at a pre­
primer level in the spring; however, an intensive reading program 
was not begun with either group. 

During the math period manipulative materials were used in a 
manner similar to that employed in the Ameliorative preschool to 
present equivalent and non-~quivalent sets and global terms such 
as ~~, less, and ~ame as. The visual recognition of numerals 
and their printed names and the writing of the numerals were taught. 
Combinations through five in addition and subtraction were mastered 
by all children using manipulatj'Te materials; most of the children 
::i.n the high group and some of til e children in the low group were 
able to handle these combinations without concrete aids and to 
perform the operations at the blackboard or with pencil and paper. 

Because the test-two performance of the Ameliorative group 
on all ITPA subtests had been bssentially nondeficit, the major 
orientation of the supportive program was toward school readiness 
rather than language development. Since these children had demon­
strated competence in visual perceptual skills (Frostig) and a mean 
Binet IQ substantially above 100 (only ~wo children scored below 
100) snd because they were approaching an age appropriate to more 
specific academic endeavors, this shift in program emphasis seemed 
reasonable. 

The Direct Verbal program in the second year of the study 
offered an extension of the first year's curriculum. The children 
were grouped by ability for twenty-five minute instructional 
periods in reading, arithmetic, and language. The opening activity 
for the afternoon was writing practice which consisted of a series 
of progI'annned wri ting sheets developed in conjunc tion wi th the 
arithmetic and reading curricula. The first instructional period 
was followed by a break for juice and toileting; the second, by a 
period of art and stories; and the third, by music and games. 

The language program included concepts of measure (time, 
distance, temperature), the formal use of many function words 
(same, different, if, then, or, each, only, all, some), the voca­
bulary engendered by a study of the part-whole relationship of 
over 100 objects, and the names of the major orchestral and band 
instruments. A series of stories was developed to acquaint children 
with concepts not easily demonstrated in the classroom. The lan­
guage period also included science (geographical characteristics 
and aspects of'the solar system) and social studies (forty job 
descriptions and their related terms). 
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A highly systematized reading method was developed by the 
Direct Verbal staff who considered disadvantaged children to lack 
necessary reading sub-skills. These sub-skills were carefully and 
aequentially taught A!lnd included blending, rhyming, v'isual dis­
cr~ination, left-to-right orientation and sequencing. The chil­
dren were taught to re~ognize symbols as sounds and to c(~ine 
these sounds, using the sub-skills, into words. 

In arithmetic the children received further work in the 
curriculum initiated the first year and no significant alterations 
were made. They continued to use numbers and symbols to work basic 
arithmetic problems, learned to solve story problems, and were 
taught algebraic problems (.3 + D. 6, r:=:J - 1 • 2, .3 x 2 • D). 

RESULTS AND DISCUSSION AT THE END 
OF THE KINDERGARTEN YEAR 

Statistical Procedure -
At the end of the second year of intervention, statistical 

comparisons were made between data from batteries one and three, 
and only inferences can be drawn between data from batteries two 
and three. Statistical treatment of the total battery data (Binet, 
ITPA total, Frostig, and Metropolitan) employed a multivariate 
analysis of covariance using initial Binet, ITPA total, and Peabody 
scores as covariates. Since initial Frostig dat,B were not obtained 
for all groups and since the Metropolitan was not incluaed in 
battery one, scores from these instruments were not available for 
use as covariates. A separate multivariate analysis of covariance 
of ITPA subtest data used the initial scores fran the nine subtests 
as covariates. When multivariate F's were significant, Newman­
Keuis tests at the .05 level were conducted in those instances 
when univariate F's were also significant. 

Total Batter;r 

The F ratio for the multivariate test of equality of mean 
vectors for the five instruments in the test-thrE~e battery was 
significant at the .0001 level (Table 22). Univariate Fls indi­
cated significant differences among the five groups on all five 
instruments. 

Intellectual Functioning 

Clearly the performance of the Direct Verbal group in intel­
lectual functioning was superior to that of the other four groups 
(Table 23). Only the children in the Direct Verbal group made a 
substantial gain during the second year, and the other four groups 
remained relatively unchanged (Figure 6). The percentages of 
children who fell in the high intelligence strata did not alter 
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Table 22 

Total Battery MUltivariate Analysis of Covariance 
Five Groups for Two Ye.rs 

F ratio for multivariate test of equality 
of mean vectors • 6.7274 

df • 20 and 296 

Variable 

Binet IQ 

Frostig PQ 

Metropolitan 
Reading Readiness Test 
Raw Score 

Metropolitan 
Nu"mber Readiness Test 
Raw Score 

ITPA Total 
Language Age 
Difference Score* 

Between 
Mean Square 

672.7324 

1134.1157 

233.2256 

251.3392 

244 .. 9452 

P less than .0001 

Univariate 
F 

8.6032 

9.8417 

6.7139 

18.6368 

5.7205 

P 
less than 

.0001 

.0001 

.0001 

.0001 

.0004 

NOTE: Initial Binet IQ, Peabody IQ,and ITPA total language age 
difference scores (in months) were used as covariates. 

*To relate language age to chronological age, a difference score 
(in months) was computed by subtracting a child's chronological 
age at the time of testing from his language age. 
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Table 23 

Stanford-Binet Mean IQ 
Five Groups for Two Years 

Group N Test 1 diff. Test .3 Covaried Mean 

-
Traditional 25 94.4 5.6 100.0 -28.23 

COIIIIlUnity- 16 93.3 5.9 99.2 -27.62 
Integrated 

Montessori 13 93.4 7.4 100.8 -27.85 

Ameliorative 24 96.2 12.4 108.6 -21.84 

Direct Verbal 23 94.6 19.0 113.6 -15.26 

NOTE: Initial Binet IQ, Peabody IQ, and ITPA total language age 
difference scores (in months) were used as covariates. 

NEWMAN-KEULS PROCEDURE 

Covaried Means 

Group 

T 
M 
C-I 
A 

Table Value 

T 
-28.23 

Corrected Table Value 

M 
-27.85 

Differences 

.38 

2.81 
5.72 

1MS . 
within/harmonic mean • 2.034 

*Significant difference at .05 level 

C-I 
-27.62 

.61 

.23 

3.38 
6.88 

A 
-21.84 

6.39 
6.01 
5.78 

3.71 
7.55 

DV 
-15.26 

12.97* 
12.59* 
12.36* 
6.58* 

3.94 
8.01 

Sunmary: The Direct Verbal group was significantly higher than 
the other four groups which did not differ signifi­
cantly from each other. 
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radically between test two and test three (Table 2/1,). The high 

Group 

T 
C-I 

M 
A 
DV 

Table 24 

High Intelligence Strata 
Five Groups for Two Years 

.-, 
Test One Test Two 

28% 48% 
38% 31% 
23% 54% 
33% 92% 
30% 74% 

Test Three 

48% 
50% 
38% 
75% 
87i'0 

strata percentage in the Traditional group remained unchanged. 
The relative positions of the Community-Integrated and Montessori 
group were reversed, with the advantaged now falling to the Com­
munity-Integrated ~roup. The Ameliorative and Direct Verbal groups 
also reversed their positions, with the higher percentage now fall­
ing to the Direct Verb~l group. 

An examination of the distribution of IQ gains between battery 
one and battery three (Table 25) reveals a pattern similar to the 
one found at the end of the fi rst "ear (Table 4). The two struc­
tured programs (Ameliorative and Direct Verbal) had substantially 
fewer children who 'regressed and again had more children who made 
gains of ten or more points than the other three groups. The only 
material changes were a decrease (from 70% to 58%) in the number 
of childr.en in theAmeliorati.ve program who gained ten or more 
points and an increase (38% to 47%) in the number of children 
frorrl the Montessori program who made gains of that magnitude. 

Thf~ con tinuing IQ gain of the Direc t Vf~rbal group in the 
second jear resulted from continuing gains by the children in the 
middle (an additional 10 points) and low (an additional 7 points) 
strata (Table 26)~ The children in the high stratum of the Direct 
Verbal group made no additional gain the second year. The gains 
in each of the three strata for the Community-Integrated and 
Traditional groups remained essentially unchanged the second year. 
The children in the high stratum of the Montessori group m~de no 
gain in the first year and a slight regression the second. On 
the other hand, the children 1.n the low stratum of the Montessori 
group made a substantial gain of 12 points the first year and 
increclsed that gain to 17 points during their year in public 
kindergarten. These gains suggest that the Montessori program 
was highly effective in establishing improveu intellectual func­
tioning with childreniwho had initially indicated limited poten­
tial. The relatively large mean gain (approximately 13 points 
over the two-yeer period) of the Ameliorative group was rather 
consistently achieved by each strata each year. 
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Table 25 

Distribution of IQ Gains 
by Intervention 
Batteries 1-3 

. , 

Group 

Community-
~raditional I Integrate~ Montassori 

N-25 N-16 N-13 
Gain in . 

IQ Points % N % N % N . 
40 to 44 0 0 0 0 0 0 

35 to 39 0 0 0 0 0 0 

30 to 34 0 0 6 1 0 0 

') .. 
h ~~ ·~~f.~ 29 0 0 0 0 0 0 

20 to 24 4 1 0 0 8 1 

15 to 19 16 4 6 1 31 4 
I 

10 to U .. 20 5 12 2 8 1 

5 to 9 20 5 31 5 15 2 

0 to 4 16 4 19 3 23 3 

-1 to -5\ 12 3 12 2 8 1 
I 

-6 to l 4 1 12 2 0 0 -1°1 
-11 to -15 8 2 0 0 8 1 

I 

Direct 
Ameliorative Verbal 

N-24 N-23 

% N % N 

0 0 4 1 

4 1 0 0 

0 0 9 2 

4 1 17 4 

17 4 22 5 

12 3 17 I .. 

21 5 17 4 

25 6 9 2 

12 3 0 0 

0 0 0 0 

4 1 4 1 

0 0 0 0 

NOTE: IQ gains (test 1-3) by race-sex categories are found in 
appendix B. 
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Table 26 

Stanford-Binet IQ Gains by Strata 
Five Groups for Two Years 

Mean Binet: IQ Gain -Group N Test 1-2 Diff. Test 1-3 Diff. ,,-
T 7 6.3 4.1 

C-I 6 3~3 4.8 
High M 3 0.0 - 2.7 

~trata A 8 9.9 10.8 
DV 7 12.9 13.0 

T 10 8.9 5.1 
C-I 5 4.4 8.0 

~iddle M 6 5.7 5.8 
$tX'ata A 9 15.7 12.0 

DV 8 10.5 20~,2 

T 8 9.0 7.4 
C-I 5 8.0 5.0 

Low M 4 12.5 17.2 
Strata A 7 16.0 14.7 

DV 8 15.8 23.0 

The four groups that attended public kindergarten the second 
year basically maintained the ga:f.ns in intellectual functioning 
made during the first year, and losses or additional gains did not 
exceed 3 points. Although the supportive program for the Ameliora­
tive group was unsuccessful in fostering further IQ gaina, it may 
have been responsible for maintaining the relatively large gain of 
this group. Since the first-year gain of the Ameliorative group 
vas cons~Jerably larger than the gains of the other three groups 
who attended public kindergarten, a substantial regression might 
have occurred had these children attended public kindergarten only.8 
The continuing gains demonstrated only by the Direct Verbal group 
are a clear endorsement for sustained special programming for 
dis~dvantaged children o 

8Further information on thi~ topic can be found in the report 
which follows, "A Follow-Up of Three of the Five Preschool 
Inter.ventions: Evaluations over Three Years." 
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Language Devel0Pn..!ent 

The F ratio for the multivariate test of equality of mean 
vectors for the nine ITPA subtests was significant at the .0099 
level (Table 27). Univarlate F's indicated significant differences 
among the five groups on four subtests (Auditory-Vocal Automatic, 
Auditory-Vocal Association, VisualmMOtor Association, and Auditory 
Decoding)e The subtest data will again be presented according to 
magnitude o:f initial deficit. 

The three subtests in which the disadvantaged children of this 
study were initially most deficit reflected verbal expressive abil­
ities and are critical to program evaluation. There were no 
significant differences at test three among the five groups on 
the Jocal Encoding test (Table 28). The Direct Verbal group showed 

. th~ largest gain (10 months in excess of the test interval) between 
test one and test three and was at the end of the kindergarten 
year the only nondeficit group. Figure 7 illustrates the unique 
performance of this group: Only the Direct Verbal group made 
continued progress over the two-year period. The Community-Inte­
grated and MOntessori groups had regressed during the preschool 
year and regained this loss during their year in kindergarten o 

Their major deficit in Vocal Encoding at test three closely ap­
proximated their initial deficit. The Traditional and Ameliorative 
groups made good progress during the preschool year but showed a 
regression during the kindergarten year which did not, however, 
reach the level of their initial deficit. 

On the Auditory-Vocal Automatic test the Direct Verbal group 
again showed the largest gain (12 months) between test one and test 
three and was at the end of the kindergarten year the only nondeficit 
group (Table 29). The Direct Verbal group was significantly higher 
then the Community-Integrated group only. The Direct Verbal group 
made the major portion of its progress during the second year of 
its pt:()gram (Figure 8). The Coumunity··Integrated group made no 
progress on this test in either year, ~lnd its substantial initial 
deficit (14 months) remained. The Montessori group, however, which 
had doubled its deficit during the preschool year more than re­
gained this loss during the kindergarten year. The Traditional 
group made modest progress on this sub test during the preschool 
year but regressed to its initial level of deficit at the end of 
the kindergarten year. The Ameliorative group had made exceptional 
,rogresl the first year (12 month. above the program interval) and 
was the only group which scored at itl chronological age at test 
two, but during the kindergarten year thi. group regressed aub­
Itantially (7 months). 

The Direct Verbal group was significantly higher at test 
three than the other four groups on the ~uditory-Voc~ Association 
test (Table 30). Although the Direct Verbal program most effectivly 
accelerated progress on this subtest, all programs were productive 
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Table 27 

ITPA Subte.t Multivariate Analysis of Covariance 
Five Groups for Two Year. 

F ratio for multivariate teat of equality 
of mean vectors a 1.6973 

df .. 36 and 298 P less than .0099 

______ --~------------------------------__ --_---I------------
Variable Between Univarlat,e P 

Mean Square F les. than 
__________ ----------------------________ ,~ ________ --'t ____________ _ 

Auditory-Vocal Automatic 552.2430 

Viaual Decoding 29.6562 

Motor Encoding 346.3826 

Auditory-Vocal Associ~tion 464.2582 

Vi.nal-Motor Sequencing 194.2008 

Vocal Encoding 374.7263 

Auditory-Vocal Sequencing 208.3261 

Visu~ll-M()tor Association -ro09. 5236 

Auditory Decoding 1.101.4144 
~a ,4 

2.7736 

.1311 

1.3200 

4.5872 

1.6933 

1.9541 

1.0602 

4.6067 

4.8073 

.03201 

.9707 

;2689 

.0' 

.1589 

.1087 

.3812 

.0021 

.0015 

NOT!£: Initial language age difference scores (:l.n months) from 
the nine ITPA subtests were used as covariates. 
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Table 28 

Vocal Encoding Test 
Mean Language Age Difference Score in Months 

Five Groups for 'lWo 't' ears 

----------------------------------------------------------------
Group N Test 1 diff. Test 3 

Traditional 25 -15.1 6.8 - 8.3 28.63 

Community- 16 - 8.2 1.6 - 6.6 32.31 
Integrated 

Montessori 13 0012.6 .9 -11.7 25.21 

Ameliorative 24 -14.7 4.0 -10.7 26.61 

Direct Verbal 23 -11.3 9.9 - 1.4 36.57 

NOTE: Initial language age differencf~ scores (in months) from 
the nine ITPA subtests were used as covariates. 

A Newman-Keu1s test was not conducted because the uni­
variate F was nonsignificant. 

" 
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Table 29 

Auditory-Vocal Automatic Test 
Mean Language Age Difference Score in Months 

Five Groups for Two Years 

Group N Test 1 diff. Test 3 Covaried Mean 

Traditional 25 - 8.4 .8 - 9.2 -50.38 

Community- 16 -14.1 - .6 -14.7 -56.16 
Integrated 

Montessori 13 - 9.6 2.0 7.6 -50.66 

Ameliorative 24 ... 12.1 5.5 - 6.6 -47.83 

Direct Verbal 23 -11.7 12.2 .5 -41.28 

NOTE: Initial language age difference scores (in months) from 
the nine ITPA subtests wele used as covariatee. 

NEWMAN-KEULS PROCEDURE 

Group 

C-I 
M 
T 
A 

Table Value 

8-1 
- 56.16 

Corrected Table Value 

Covaried Means 

M 
-50.66 

Differences 

5,,50 

2.81 
9.12 

/MS 
within/harmonic mean • 3.246 

*Significant difference at .05 level 

T 
-50.38 

5.78 
.28 

3.38 
10.97 

A 
-47.83 

8.33 
2.83 
2.55 

3. 71 
12.04 

DV 
-41.28 

14.88* 
9.38 
9.10 
6.55 

3.94 
12.79 

Summary: The Direc t Verbal was si.gnificantly higher than the 
Community-Integrated group only. 
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FIGURE 8 
AUDITORY-VOCAL AUTOMATIC DIFFERENCE SCORE MEANS 

FIVE GROUPS FOR TWO YEARS 
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Table 30 

Auditory-Vocal Association Test 
Mean Language Age Difference Score in Months 

Five Groups for Two Years 

---------------------~-. ----------------------------------------
Group N Test 1 diff. Test 3 Covaried Mean 

Traditional 25 - 6.1 4.5 - 1.6 - .22 

Community- 16 -11.1 4.9 - 6.2 - .12 
Integrated 

Montessori 13 - 8.4 4 .. 8 - 3.6 .20 

Amelioretive 24 - 5.9 8.5 2.6 2.06 

Direct Verbal 23 - 9.8 16.8 7.0 10.81 

NOTE: Initial language age difference scores (in months) from 
the nine ITPA subtests were used as cov8riates. 

NEWMAN-KEULS PROCEDURE 

Covaried Means 

Group T M C-I A DV 

- .22 .20 .12 2.06 10.81 

Differences 

T .02 .10 2.28 11.03* 
M .08 2.26 11.01-;'( 
C-I 2.18 10.92* 
A 8.75* 

Table Value 2.81 3.38 3.71 3.94 
Corrected Table Value 6.50 7.82 8.58 9.12 

/MS 
within/harmonic mean a 2.314 

*Significant 

Summary: 

difference at .05 level 

The Direct Verbal group was significantly higher than 
the other four groups which did not differ signifi­
cantly from each other. 
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over the ~o.year period (Figure 9). This was the only subtest 
on which all groups made continued progress over the two-year 
period • 

Of the three groups who attended only public kindergarten 
the second year, the Community-Integrated group demonstrated the 
least change on the three subtests related to verbal expressive 
abilities. The Traditional group, although it had shown rela­
tively good progress on these three sub tests during the preschool 
year, tended to regress during the kindergarten year. The Montes­
sori group, on the other hand, which had demonstrated a regressive 
pattern the first year, made substantial gains during the kinder­
garten year. It may be that the focus of the Montessori program 
on sensory-motor involvement as the basic mode in which conceptual 
and linguistic abilities develop provided an appropriate base for 
subsequent language development in the kindergarten setting. Only 
the continuing progress of the children in this group can support 
this positio(~" however, since their test-three deficits in this 
area approximate their initial deficits. 

The regressive performance during the second year of the 
fourth group who attended public kindergarten (Ameliorative) 1s 
particularly di.tresaing since these children also attended the 
one-hour ~lpportfve program. The nondeficit level of performance 
demonstrated by the Ameliorative group at the end of the preschool 
year was not maintained, and its test-three perform.nce is not 
particularly'better on these three subtests than those of the three 
groups who attended public kindergarten only. 

The Direct Verbal group was the only group that showed eon­
tinued and appreciable progress over the twa-year period a~d va. 
at or above its chronological age on the three subtests related 
to verbal expressive abilities~ These results, together with the 
results on intellectual functioning, may be an indictment of public 
school programming for disadvantaged children but are clearly an 
endorsement of continued special programming. 

On lhree ITPA subtests the five groups tended to show rela­
tively smaller initial deficits (3 to 6 months): Motor Encoding, 
V~~ll~l-Motor Sequencing, and Auditory Deeoding~ The univariate 
l's in«licated significant test-three difference. among the five 
group,s on only one of these subtests, Auditory Decoding (Table 27). 

There were no signficant differences among the test-three 
performances of the five groups on the Mot~ Enc~tng test (Table 31), 
and only the Direct Verbal group made progress during the second 
year. Although this group had made no progress (a two-month re­
g~ession) on this test during the first year, it was essentially 
nondeficit at the end of the second year (Figure 10). The Tradi­
tional and Montessori groups experienced relatively small losses 
during the kindergarten year and remained nondefi.cit. The per­
formance of the Community-Integrated group was more erratic. 
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Table 31 

Motor Encodin~ Teat 
Mean Language Age Difference Score in Months 

Five Groups for Tvo Years 

Group N Test 1 diff. Test 3 Covaried Mean 

-, 
Traditional 25 -1.6 1.3 - .3 32.45 

COIIIIlUnity- 16 -3.7 -8.2 -11.9 28.65 
Integrated 

Montessori 13 -6.1 6.7 .6 39.97 

Ameliorative 24 -B.2 1.2 MP 7.0 34.17 

Direct Verbal 23 -6.B 5.0 - 1.B 38.85 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used as covariates. 

A Newman-Keu1s test was not conducted because the uni­
variate F wa. nonsignificant. 
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FIGURE 10 
MOTOR ENCODING DIFFERENCE SCORE MEANS 

FIVE GROUPS FOR TWO YEARS 
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Initially this group had only a modest deficit (4 months) in Motor 
Encoding which remained at the end of the preschool intervention. 
At the end of the kindergarten year, however, this dEficit had 
more than tripled. The gain (8 months) of the Ameliorative group 
during the preschool year was lost during the kindergarten year. 
Since two groups (Montessori and Traditional) essentially main­
tained nondeficit Motor Encoding performances during the kinder­
garten ye«r and since two groups (Community-Int~grated and Amelio­
rative) showed rather large regressions during this period and 
since the Direct Verbal group made progress only during the aecond 
yeer of its program, the relation of performance to program seems 
unclear. 

There were no significant differences among the test-three 
performances of the five groups on the Visual-MOtor Se~cing 
test (Table 32). The Direct Verbal group had a relatively small 
initial deficit (3 months) and achieved a nondeficit test-three 
performance through small gains each year (Figure 11). With the 
exception of Montessori, the other four groups had reached non­
deficit levels of performance at the end of the first year but 
showed regressions of considerable magnitude (5 to 9 months) 
during the kindergarten year. The Montessori group demonstrated 
a relatively minor deficit (4 months) at both testings. Large 
differences among initial deficits inhibited discussion relevant 
to program variables at the end of the preschool year; however, 
the four groups began their kinderg~rten year with rather C~~­
parable, nondeficit performances and three groups demonstrated 
emerging deficits in Visual-Motor Sequencing during that year. 

On the AuditOry Decodin,& test the performance of the Direct 
Verbal group was significantly higher than those of the Traditional, 
Montessori, and C(mIllunity-Integrated groups. There was no signifi­
cant difference between the performances of the Direct Verbal and 
the Ameliorative groups (Table 33). The Direct Verbal group 
showed the largest gain (10 months) between test one and three 
and was the only group to make continued progress the second year 
(Figure 12). The three groups who attended only public kinder­
garten (Traditional, 110ntessori, and Community-Integrated) made 
relatively large regressions (5 to 14 months) during the kinder­
garten year and fell from a nondeficit test~two performance to a 
level of deficit which equaled or exceeded their initial deficit. 
This regression was particularly acute for the Community-Integrated 
group. Combined attendance at the public kindergarten and the 
supportive program may be responsible for the relatively stable 
performance of the Ameliorative group which remained nondeficit. 
The teacher could inmlediately monitor the child's auditory com­
prehension during small group instruction in the Direct Verbal and 
Ameliorative supportive programs. In a large class setting the 
kindergarten teacher i.s able to moni.tor individual listening 
habits less frequently. 
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Table 32 

Viaual-Motor Sequencing Test 
Mean Language Age Difference Score in Months 

Five Groups for Two Years 

Group N Test 1 Teat 3 

Traditional 25 -10.8 3.3 -7.5 

Cormnunity- 16 - 1.9 -6.9 -S.8 
Integrated 

Montessori 13 ,,1 -4.0 -3.9 

Ameliorative 24 - 7.7 1.2 -6.5 

Direct Verbal 23 - :3.3" 2.4 - .9 

Covaried Mean 

30.42 

29.30 

33,,49 

29.47 

36.68 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used as covariates. 

A Newman-Keuis test waa not conducted because the uni­
variate F was nonsignificant. 

123 



T 

C-I 

A 

DV 

FIGURE II 
VISUAL-MOTOR SEQUENCING DIFFERENCE Sr.ORE MEANS 
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Table 33 

Auditory Decoding Test 
Mean Language Age Difference Score in Months 

Five Group. for 1.0 Year. 

Group N Test 1 diff. Test 3 

--
Traditional 25 -4.5 .9' - 3.6 

CO""" 'ni ty ',I:!j~I~"·. : .. 16 -5.9 - 7.7' -13.6 
.. Integrated 

Montessori 13 ,..1.0 - 5.4 - 6.4 

Ameliorative 24 2.0 .., 2.0 .0 

Direct Verbal 23 -2.1 10.3 8.2 

Covaried Mean 

29.38 

22.65 

26.30 

33 g 74 

42.44 

NOTE~ Initial language age difference scores (in months) from the 
nine ITPA subtests were used as covariates. 

Group 

C-I 
M 
T 
A 

Table Value 

C-I 
22.65 

NEWMAN-KEULS PROCEDURE 

Covaried Means 

M 
26.30 

Differences 

3.65 

T 
29.38 

6.73 
3.08 

A 
33.74 

11.09 
7.44 
4.36 

DV 
42.44 

19.79* 
16.14* 
13.06* 

8.70 

Corrected Table Value 
2.81 
9.78 

3.38 
11.77 

3.71 
12.92 

3.94 
13.72 

IMS 
within/harmonic mean • 3.482 

*Significant difference at .05 level 

SUlllDary: The Direct Verbal group was significantly higher than 
the Traditional, Montessori, and CClIIDUnity-Integrated 
groups but not significantly higher than the Ameliora­
tive group. 
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FIGURE 12 
Aut!TORY DECCDING DIFFERENCE SCORE MEANS 
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On three ITPA subtests the fivte groups showed negligible or 
no i.nitial deficits: Auditory-Vocal Sequencing, Visual-Motor 
Association, and Visual Decoding. The univariate F's indicated 
significant differences .mon~ the groups on only one of these 
subtests, Visual-MOtor Association (Table 27). 

There were no significant test·three differences among the 
five groups on the Auditory-Vocal Sequencing test (Table 34). 
Initially all groups were performing at their chronological age, 
and at test three the groups again clustered at their chronol~gic81 
age with the exception of the Community-Integrated group which, 
slightly enlarged the regression made during the preschool yea~ 
(Figure 13). 

.. 
t 

On test three the Ameliorative and Direct Verbal groups were 
significantly higher than the Traditional and Community-Integrated 
group~ on the Visual-Motor ~sociation test (Table 35). The high 
score of the Direct Verbal group again represents the largest gain 
between teats one and three (10 months) and continuing progress 
during tbe second year (Figure 14). The similarly high test-three 
score of the Ameliorative group, however, again reflects the sta­
bility of its atypically high initial score, and the small loss 
merely indicates that this group is approaching the ceiling of 
this subtest. The performance of the Traditional and Montessori 
groups remained relatively unaltered over the two years; although 
the Montessori group made a sizable gain (6 months) the second 
year while the Traditional group made a small regression. The 
peI'formance af the Community-Integrated group was again erratic, 
and the seven-month gain of the first year was followed by a four­
teen-month loss the second year. 

There were no significant differences among the test-three 
performances of the five groups on the Visu~ Decoding test 
(Table 36). All groups gained the first year and lost the second 
year (Figure 15). The two groups (Ameliorative and Montessori) 
which had made the largest gains the first year experienced the 
most severe losses the second year, and the performances of the 
five groups at test three closely approximated their chronological 
ages~~8 they had at test one. 

On the rrPA total the performance of the Direct Verbal group 
was significantly higher than those of the other four groups 
(Table 37). Differences between test one and three for these four 
groups were negligible, and only the Direct Verbal group showed a 
substantial gain (7 months) be~een tests one and three on ITPA 
total. The Direct Verbal group wa. performing two months above 
its chronological age on this total score while the deficits of 
the other groups ranged from ~o to nine months (Figure 16). The 
ITPA total, however, obscures variations in group performances, and 
a meaningful s~~ry requires a restatement of subtest data. 
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Table 34 

Auditory-Vocal Sequencing Test 
Mean Language Age Difference Score in Months 

Five Groups for TWo Years 

Group N Test 1 diff. Test 3 

Traditional 25 2.5 -5.4 -2.9 

Conmunity ... 16 - .6 -8.0 -8.6 
Integrated 

Montessori 13 .1 -1.7 -1.6 

Ameliorative 24 1.6 - .3 1.3 

Direct Verbal 23 3.0 - .2 2.8 

'" 

--

- 6.52 

-10.58 

- 5.57 

- 2.10 

- 2.18 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA stlb tests were ufJt:d as covariates. 

A Newman-Keuls test was not conducted beeause the univariate 
F was nonsignificant. 
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FIGURE 13 
AUDITORY-VOCAL SEQUENCING DIFFERENCE SCORE MEANS 

FIVE GROUPS FOR TWO YEARS 
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Table 35 

Visual-Motor Association Test 
Mean Lauguage Age Difference Score in Months 

Five Groups for ~~O Years 

Group N Test 1 diff. Test 3 

Traditional 25 - 2 .. 6 -2.2 .. 4.8 

COITmlunity- 16 .2 -7.2 -7.4 
Integrated 

Montessori 13 .8 4.1 3.3 

Ameliorative 24 10.9 -1.7 9.2 

Direct Verbal 23 .. 1.6 9.9 8.3 

Covaried Mean 

-
39.54 

37.69 

47.23 

53.60 

53.36 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used as covariates. 

NEWMAN-KEULS PROCEDURE 

Covaried Means 

Group 

C-I 
T 
M 
DV 

Table Value 

C-I 
37.69 

Corrected Table Value 

T 
39.54 

Differences 

1.85 

2.81 
9.57 

/MS . 
within/harmonic mean • 3.405 

*Significant difference at .05 level 

M 
47.23 

9.54 
7.69 

3.38 
11.51 

DV 
53.36 

15.67* 
13.82* 

6.13 

3.71 
12.63 

A 
53.60 

15.91* 
14.06* 

6.37 
.24 

3.94 
13.42 

Summary: The Ameliorative and Direct Verbal groups, which did not 
differ significantly from each other, were significantly 
higher than the Traditional and Community-Integrated 
groups but not significantly higher than the Montessori 
group. 
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FIGURE 14 
VISUAL-MOTOR ASSOCIATION DllFFERENCE SCORE MEANS 

FIVE GROUPS F'OR TWO YEARS 
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Table 36 

Visual Decoding Test 
Mean Language Age Difference Score in Months 

Five Groups for ~ro Years 

--------------~----------------------~.--------------------------
Group N Test 1 d1..ff. 'rest 3 Covaried Mean 

----------------------------------~~-~~------------------------
Traditional 

Ccmmunity­
Integrated 

Montessori 

Ameliorative 

Direct Verbal 

25 

16 

13 

24 

23 

-1.3 

-2.8 

- .4 

.6 

- .3 

- .1 -5.64 

5.2 2.4 -2.61 

3.0 2.6 -2.36 

2.9 2.3 -5.05 

.6 -3.78 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used as covarlates. 

A Newman-Keuls test was not conducted because the uni­
variate F was nonsignificant. 
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FIGURE 15 
VISUAL DECODING DIFFERENCE SCORE MEANS 

FIVE GROUPS FOR TWO YEARS 

C-I 

M 
1 __ '-'1 

A 

1 
DV J 

rl 
J 

18 15 12 9 6 3 0 3 6 9 12 15 
MONTHS BELOW CA MONTHS ABOVE CA 

TEST I TEST 2 _1 __ TEST 3 ~ 

133 



Table 37 

ITPA Tc. ~~~l 
Mean Langu~ge Age Difference Score in Months 

Five Groups for Two Years 

Group' N Test 1 d ifle. Test 3 Covaried Mean 

Traditional 25 -5.4 .7 -4.7 17.87 

Conmlunity- 16 -6.3 -2.7 -9.0 14.08 
Integrated 

Montessori 13 -4.2 - .1 -4.3 17.27 

Ameliorative 24 -3.7 1.3 -2.4 l8 g 34 

Direct Verbal 23 -4.7 6.7 2.0 23.(81 

.~-

NOTE: Initial Binet IQ, Pfaabody IQ, and ITPA total language age 
differen.ce scores (in months) were used as covariates. 

~TMAN" KEULS PROCEDURE 

C10varied Means 

Group C-I M T A DV 
14.08 17.27 17.87 18.34 23.81 

Differences 

C-I 3.19 3.79 4.26- 8.73* 
M .60 1.07' 6.54* 
T .4if 5.94* 
A 5.47* 

Table Value 2.81 3~38 3.71 3.94 
Corrected Table Valu.e 4.23 5.09 5,,518 5.93 

/MS - - -'-' 
within/harmonic mean • 1~505 

*Significant diffe'rence at .05 level 

.-

S\D'llm8ry: The Di:r.E~ct Verbal group was significantly higher than the 
other four groups which did not differ significantly from 
each othe-r. 
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On the three subtests reflecting verbal expressi,ve abilities 
(the subtests of major initilJ\l deficit) the Direct Verbal group 
made very large gains (10 to 17 months in excess of the interval 
between tests one and three) which were far in excess of the median 
change. 9 The gains of the Ameliorative group were more modest 
but exceeded the ~edian change on each of these three subtests. 
The other three &=ryups did not perform with this consistency in 
this critical ares. The Traditional group made gains which ex­
ceeded four months on two of the three subtests and regressed 
slightly on the third. The gain~ of the MOntessori group exceeded 
the median change on only one subtest. The COIIIllUnity-Integrated 
group made gains which exceeded four months on one subtest and a 
negligible gain and regre.slon on the other two tests. 

Direct Verbal chil~ren moved in a positive direction on 'eight 
of the nine ITPA subtests. The range of thi. upward movement .a. 
from .9 to 16.8 months and exceeded t~he median change ill six in­
stances. Their one lo.s was negligible (.2 months'.. The Ameliora­
tive group moved in a po.itive directi,on on six of ~he nine _b­
te.ts. The range va. from 1.2 to 8.5 l~nth. and .. ceeded 4.0 
months in three inatancesw Ita three regres.ions ranted from .3 
to 28 0 months. The Traditional children 'made gains 00 six of the 
nine .ubtests, ranging from .9 to 6.8 month.. In ~ instance. 
these gains exceeded the median change. One of their three lo •• e. 
which ranged from .8 to 5.4 months exceeded the .edian. The 
MOntessori group moved in a positive direction on .t. of the nine 
subtests. Their gains ranged from .9 to 6.7 month. and in three 
instances exceeded 4.0. On three subtesta it. 10ss8. raoled 
from 1.7 to 5.4 months, and two of these exceeded the raecliao. The 
COIIIIlunity-Integrated group made gains (from 1.6 to 5.2 _nt~.) OIl 
only three of the nine sub tests and two of the.e exceeded 4.0 
months. Its six losses ranged from 16 to 8.2 month.; five were 
gre~ter than the median change. 

Over the two-year period the Direct Verbal grou, con818tently 
made substantial gains which resulted in a nondeficit test-threa 
performance on all ITPA subtests. This group was, in fact, .ore 
than six months above its chrot!ological age on three .ubtests. 
The Ameliorative group made no appreciable 'regressions but its 
gains were more modestQ On five subtest8 the Ameliorative group 
was above its chronological age at test three, but four major 
deficits (6 to 12 months) remained. The gainG of the Traditional 
group were n~t of sufficient magnitude to result in any test-three 
performance above chronological age, and three of these deficits 
were of major proportions. The performance of the Montessori 
group was somewhat more erratic that), that of the Traditional group. 

9A gain or loss in excess of 4.0 months was chosen as a descriptive 
evaluation point since in half of the instances mean language age 
difference scores for the five groups were altered to that extent. 
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On three subtests major deficits remained, but on three lJubte.t. 
the M.ont.essor:L group obtained scores above its chronol.ogical age. 
The first-year pattern of the Montessori group tended to be re­
gressive, but only the Montessori group, of the groups who attended 
public kindergarten, showed gains the second year. The Conmunity­
Integrated group, on the other hand, demonstrated a relatively 
small gain the first year and suffered sizable regressions the 
se~ond year. At test three the Conununity-Integrated group had 
major deficits on eight subtests, two of which exceeded twelve 
months. 

This relative ranking based on ITPA subtest performance was 
consistent with the results of the discrUminant analysis (Table 38) 
which indicated a su.perior performance by the Direct Verbal group 
followed by that of the Ameliorative group~ The Montessori and 
Traditional groups ,~ere similar and represented a mid-point between 
the highest perfonruince (Direct Verbal) and the lowest (Community· 
Integrated) • 

.:usual Pe!2epti.2!!, 

The Frostig Devre10pmental Test of Visual Perception was given 
to the five groups at the time of the second and third batteries. 
At the time of test three the Traditional group was significantly 
lower than the other four groups (Table 39). The Traditional 
group made no progress during the second year while the Montessori 
and C~lnity-Integrated groups made substantial growth in this 
area during their year in public kindergarten. The Ameliorative 
g:roup, which had been significantly superior at test tw(), showed 
modest but continued growth.. The mean of the Direct Vel:-bal group 
which had ranked second at test two now closely approxin~ted that 
of the Ameliorative group. 

Frostig (1964) suggests that children whose scores fall in 
the lowest quartile (a perceptual quotient of 90 or belO\,,) will 
experience difficulty in school adjustment and recommends remedial 
training for these children.. The percentages of children obtaining 
such SCOl~es over the two-year peri.od are p-.r{~sented in Table 40 .. 
The number of children in the lowest quartile in the Community­
Integrated and Montessori groups was substantially reduced during 
the kindergarten year. Although the Traditional group had made 
modest progress during the preschool year, no further reduction 
was shown the second year. Both structured groups (Direct Verbal 
and Aroeliorative) made substantial and continuing progress over 
the two ... year period" Children 1.n the public kindergarten did 
indeed make gains in this area; however, the groups which parti­
cipated in the structured ac~demically~oriented programs had a 
considerably smaller percentage of children prone to reading 
failure, to the extent that reading failures are related to visual 
perceptual inadequacies. 
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Table 38 

Discriminant Analysis 
ITPA Sub tests 

Five Groups for Two Years 

Variable 

Auditory-Vocal Automatic 
Visual Decoding 
Motor Encoding 
Auditory-Vocal Association 
Visual-Motor Sequencing 
Vocal Encoding 
Auditory-Vocal Sequencing 
Visual-MOtor Association 
Auditory-Decoding 

Raw 
coeffici.ent 

- .005570 
.02i!450 - .009313 

- .044024 - • 02~2558 
.007651 
.024279 
.038839 
.044969 

---------------------------------~--------------
Percent of Canonical Variation 69.,95 

-

Bartlett's Chi Square Test for Significance of Successive Canonical 
Variates 

FOT roots 1-4 Chi Square • 58.75 with 36 df 

Discriminant Function 

-

'.Uraditiona1 

COIlIIluni ty­
Integrated 

Montessori 

Amelior,ative 

Direct Verbal 

C-I l' M 

I 

P less than .0098 

-10.586 

- 9.371 

-10,,716 

-11.311 

-11.985 

~, .. 
LlY A 

I .. ..., , , , , I , i , I 
'_1[0 

I , , , 
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Table 39 

Frostig :-1ean PQ 
Five Groups at the End of Two Years 

-----------------------------------------=-------------------
Group N Test 3 Covaried Mean 

Traditional 25 82.7 19.30 

Community- 16 93.2 30.73 
Integrated 

Montessori 13 92.4 29.39 

Ameliorative 24 101.2 37.01 

Direct Verbal 23 98.3 33.74 

NOTE: Initial Binet IQ, Peabody lQ, and ITPA total language age 
difference scores (in months) were used as covariates. 

~~N-KEULS PROCEDURE 

Covaried Means 

Group 

T 
M 
C-I 
DV 

Table Value 

T 
19.30 

Corrected Table Vlllue 

1MB 
within/harmonic mean • 

M 
29.39 

Differences 

10.09* 

2.81 
6.94 

2.469 

*Significant difference at .05 level 

C-l 
30.73 

11.43* 
1.34 

3.38 
8.34 

DV 
33.74 

14.44* 
4.35 
3.01 

3.71 
9.16 

17.71* 
7.62 
6.28 
3.27 

3.94 
9.73 

Summary: The Ameliorative, Direct Verbal, Community-Integrated, 
and Montessori groups, which did not differ significantly 
from each other, were significantly higher than the 
Traditional group. 
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Table 40 

Frostig Perceptual Quotient 
Children in the Lowest Quartile 

F :tve Groups for Two Year s 

N Test 1* Test 2 

25 96% 76% 
16 -- 81% 
13 -- 77% 
24 75% 21% 
23 91% 43% 

Test 3 

761. 
SO',. 
31% 
12% 
22% 

*Test 1 data were not available for the Community-Integrated and 
MOntessori groups and for the second class unit of the Direct 
Verbal group. See Visual Perception first year results, page 90. 

School Readiness 

The Metropolitan Readiness Tests were given to the five groups 
at the time of the second and third test batteries. The reading 
readiness performance of the Ameliorative group was significantly 
higher than those of the other groups (Table 41). This result is 
rather sUl~rising in view of the Direct Verbal group's superiori~y 
in intellectual functioning (Binet) and language development (ITPA). 
The failure of the Direct Verbal group to achieve a performance 
superior to those of the other groups, especially the three groups 
who attended public kindergarten only, is puzzling since its 
curriculum included an intensive two-year reading program. It 
may be that the techniques used in early reading instruction in 
the Direct Verbal program did not equip the children for tradi­
tional readiness tasks but will prove to have been effective when 
reading ability is evaluated in elementary school. A major intent 
of the Ameliorative supportive program had been tC) prepare chil .. 
dren for formal reading instruction, and this fOt:llS appropriately 
developed reading readiness skills as measured by the Metropolitan. 

The per-centages of children who fell into the five Metropolitan 
reading readiness categories are presented in Table 42. Only chil­
dren in the Ameliorative program (387~achieved a superior reading 
re~diness status, and 67% of the children in this group were rated 
high normal and above. No child in the other four programs earned 
a superior rating, and from 15 to 31% of the children in these 
groups were in the high normal range. Nearly equal percentages of 
the children in these four groups fell in the high, average, and 
low ranges. The favorable reading prediction for the large number 
of children in the Ameliorative program is complemented by the few 
children who received low-normal ratings, less than one-fourth the 
percentage of any other group. 
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Table 41 

Metropolitan Reading Readine8a Mean Raw Score 
Five Groups at the End of Two Years 

Grou.p N Test 3 Covaried Mean 

Traditional 25 48.4 10.35 

Coamunity- 16 47.2 9.41 
Integrated 

Montessori 13 48.6 10.27 

AJneliorative 24 56.5 17.51 

Direct Verbal 23 50.0 11.58 

NOTE: Initial Bin.et IQ, Peabody IQ, and ITPA total language 8ge 
difference s{'ores (in months) llere used as covariates. 

NEWMAN-KEULS PROCEDURE 

Covaried Mea/ns 

Group 

C-I 
M 
T 
DV 

Table Value 

C-I 
9.41 

Corrected Table Value 

M 
10.27 

Differences 

.86 

2.81 
3.81 

/MS --
within/harmonic mean • 1.356 

*Significant difference at .05 level 

T 
10.35 

.94 

.08 

3.~8 
4.58 

DV 
11.58 

2.17 
1.31 
1.23 

3.71 
5.03 

A 
17.51 

8.10* 
7.24* 
7.16* 
5.93* 

3.94 
5.34 

Summary: The Ameliorative group was significantly higher than the 
other four groups which did not differ significantly 
from each other. 
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Table 42 

Metropolitan Re~d:f.ng Readiness Status 
Five Groups at the End of Two Years 

Reading Readiness Status 
Poor Low High 

Group Risk Normal Average Normal Superior 

Traditional 0'70 36% 361. 28'70 O~ 

CO'lIIIlunity- 01. 38'70 31% 31% 0'1 
Integrated 

Montessori 01. 38'%, 46% 15% 01 

Ameliorative 0% 8'70 25~ 29% 38% 

Direct Verbal 01 351. 351. .30% 01. 

On the Metropolitan Number Readiness Teat the Ameliorative 
and Direct Verbal groups were significantly higher at test three 
than the other groups (Tabl. 43). The relative positions of the 
five groups at test three were essentially the same as t~ey had 
been at test two, and .11 groups approximately doubled their test­
two raw scores during the second year. The percentages of chil­
dren who fell into the five Metropolitan number readiness categories 
are presented in Table 44. A .ubstantially h.igher percentage of 
the children in the Ameliorstt.e group (83t) ~chieved 8 superior 
number readiness status; how ... r, the percentages of children in 
the Ameliorative and Direct "~bal groups who were rated high 
normal and above (91%) vere identical and higher than those of 
the other three groups (48 to 62~). The performance of the two 
structured groups reflects the hilhly .pecific mathematics curric­
ula of the Ameliorative supporti .. and the Direct Verbal programa. 
Apparently disadvantaged children of preschool and kindergarten 
age profit from academically-oriented :lristruction in mathematic., 
and both program. seemed appropriate and effective with these 
children. 
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Table 43 

\1etropolital Number Readiness \1ean Raw Score 
Five Groups at the End of Two Years 

Group N Test 3 Covaried Mean 

Traditional 25 12.8 -11.78 

Community- 16 14.0 -10.28 
Integrated 

Nontessori 13 14.1 -10.52 

Ameliorative 24 21.0 - 4.03 

Direct Verbal 23 18.9 - 5.75 

NOTE: Initial Binet IQ, Peabody IQ, and ITPA total language age 
difference scores (in months) were used as covariates. 

NEWMAN-KEULS PROCEDURE 

Covaried Means 

Group 

T 
M 
c-r 
DV 

Table Value 

T 
-11.78 

Corrected Table Value 

M 
-10.52 

Differences 

1.26 

2.81 
2.37 

/MS 
within/harmonic mean • .845 

*Significant differlence at .05 level 

C-I 
-10.28 

1.50 
.24 

3.38 
2.86 

DV 
-5.75 

6.03* 
4.77* 
4.53* 

3.71 
3.14 

A 
-4.03 

7. 75"~ 
6.49~( 

6.25* 
1.72 

3.94 
3.33 

Summary: The Ameliorative and Direct Verbal groups, which did 
not differ significantly from each other, were signifi­
cantly higher than the Community-Integrated, Montessori, 
and Traditional groups. 
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Table 44 

Metropolitan Number Readiness Statu. 
Five Group. st the EncI of TWo Years 

Group 

Traditional 

Community-
Integrated 

Montessori 

Ameliorative 

Direct Verbal 

Poor 
Risk 

0% 

0% 

0% 

0% 

0% 

Summa,ry of Resul ts 

_ w _. 

Number Readine&$ Status 
Low High 

Normal Average Normal 

4% 48% 401. 

12% 25% 62% 

8% 31% 46% 

4% 4% 8% 

0% 91- 39% 

Superior 

8% 

0% 

15% 

83% 

521. 

The children who participat.ed in the Traditional, Community­
Integrated, and Montessori programs the first year and who attended 
only the public kindergarten the second year gen.erally demonstrated 
the least prog~ess. The performance of the Traditional group at 
the end of the first year more nearly approximated those of the 
two structured groups than those of the Ccmnunity-Integrated and 
Montessori groups which changed little during the preschool inter­
vention. The ~egression of the Tr~ditional group and the modest 
progre3B of the Montessori group during the second year (the 
kindergarten year) reaulted in flimilar test-three performance •• 
The Conmunlty-Integrated group l:'egressed substantially in impor­
tant areas during the second year. The children in the Ameliorative 
group made progress equal or superior to that of the Direct Verbal 
group during the first year but regreased 8ubstantially in critical 
areas the second year.. The ene-hour supportive program was suc­
cessful in fostering further development of school readiness 
(Metropolitan) and visual perception (Frostig). Orily the Direct 
Verb.l group made consistent and continued progress in all are •• 
over the two-year periodo 

CONCWS IONS AT THE END OF THE KINDERGARTEN YEAR 
~ 

Only at the end of the first year of the study can differential 
results be directly attributed to the specifics of preschool inter­
vention, since od.ly then were the five programs comparable in terms 
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of class unit composition, teacher-pupil ratio, and time. Only 
limited conclusions, therefore, can be drawn from the longitudinal 
data, and the second year of this study cannot be viewed merely as 
a follow-up of the five preschool programs. For those interested 
in preschool programming for disadvantaged children, the data 
obtained at the end of the preschool year must remain of primary 
relevance. 

It seems clear that one year of preschool programming, no 
matter how immediately effective, did not equip disadvantaged 
children to maintain performance in the kind.~rg&rten setting. 
One could hardly have expected the children in the Amelioretive 
program to have made greater gains during the preschool year; yet, 
the picture they present the following year in the critical area 
of language development is distressing. Regardless of the pro­
gress made in preschool by the four groups of children which 
attended public kindergarten, their relative performances deteri­
orated during the second year, and it does not seem res60nbble 
to attribute this regression to the inadequacies of preschool 
experience. Rather, the efficacy of kindergarten programming for 
disadvantaged children seen.Q open to question" The indictment is 
not merely of traditional pr?gramming, since children in the 
Traditional preschool did fairly well in language development, 
but of moving too early to the high PUFI1.1=teacher ratio of the 
public kindergarten. Since one of the principal findings of the 
first year was that intensive teacher-child interaction is critical 
to maximum language development and since this kind of interaction 
cannot occur with the teaching ratio of the public kindergarten, 
the·- deterioration in language development is not surprising. Only 
children in the Di.rect Verbal program, which maintained a low 
pupil-teacher r~tio and intensive pupil-teacher interaction the 
second year, made conti.nuing progress in language development over 
the two-year period. 

The Montessori program as implemented in this two-year study 
did not alter performance level in appreciable ways. The regres­
sive pattern in verbal expressive abilities shown the first year 
by the Montessori children was reversed during the kindergarten year, 
and only this group of the four groups which attended public kin­
dergarten made gai.ns in this area. It may be that the focus of 
the Montes~ori program on sensory-motor involvement as the basic 
mode in which con.ceptual and linguistic abilities develop provided 
an appropriate base for subsequent language development in the 
kindergarten setting. However, since the test-three deficit of 
this group in verbal expressive abilities approximated its initial 
deficit~ only the continuing progress of these children can support 
this position. The large and continuing IQ gain of the low stratum 
in the Montess'o'"':'i group suggests that this program was relatively 
effective in establishing improved intellectual functioning with 
children who had initially indicated limited potential. 
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In the relatively unstructured setting or the Community­
Int~~grated preschool, the disadvantaged children din not recipro­
catE~ in verbal interactions at any significant lE:\7el and failed 
to :I~ncorporate the language model of their advantaged peers. Like 
the Montessori children, the Community-Integrated children demon­
strated no appreciable progress in language development dur.ing the 
preschool year, but unlike the Montessori children who mAde gains 
in vlerbal expressive abilities during the kindergarten year, the 
Community-Integrated children demonstrated substantial regressions 
in language development during the second year of the study. It 
may be that the pattern of uninvolvement adopted by the Community­
Integrated children during their preschool year continued in the 
traditional kinderg3rten setting and further inhibited language 
development. 

During the first year of the study,Ameliorative programming 
was appropriate and highly effective, and children made remarkabl~ 
progress in all areas, particularly those of initial inadequacy. 
This encouraging educational prognosis contributed to a shift in 
emphasis from language development to school readiness in the one­
hour supportive program. The marked regression in verbal ~xpre8-
sive abilities experienced by these children during the kinder-· 
garten yeal' suggests that this shift in emphasis was ill advised 
or at least premature. The additional one-hour supportive program 
did indeed promote superior academic readiness but failed to main­
tain the level of language functioning achievel 1 in the Ameliorative 
pre.chool. 

Only children who attended the Direct Verbal preschool were 
provided low pupil-teacher ratios and intensive language programming 
over the two-year period, Qnd only these children made continued 
growth in all aspects of the test battery. The second-year IQ 
gains of the low and middle strata are particularly encouraging 
as are the remarkable two-year gains in verbal expressive abilitie. 
made by children in this group. Only in the area of reading 
readiness did. these children fail to achieve the superior perfor­
mance, and this atudy offers no direct evidence to support the 
early introduction of reading instruction to disadvantaged children. 
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A Follow-Up of Three of the Five Preschool 
Interventions: Evaluations 

over Three Y .. r. 

Merle B. Karnes, Audre, S. Hodgins 
and Jame. A. ., •• ka 

Becau.e all intervention program. were not initiated during 
the first year of the study, data at the end of first grade are 
not available for the Montessori and Community-Integrated groups 
or for the second Direct Verbal class unit. Follow-up data are, 
however, available for the Traditional group (N-25), the Ameliora­
tive group (N-24), and the first class unit of the Direct Verbal 
group (N-10). The Nls for the Traditional and Ameliorative groups 
are the same as those reported in the preceding study, "The Effects 
of Five Preschool Interventions: Evaluations over Two Years." 
The available ~ for the Direct Verbal Aroup, h~1ever, is reduced 
from 23 to 10, and conclusions based on data obtained ~uring the 
third year for the Direct Verbal grou~us~ be tentative. This 
reduced N and the absence of data from the Montessori and Community· 
Integrated groups required a re-analysis of all data involved in 
comparisons among the three groups ove'!, the period of three years. 
Since the major implications of data for the first Cwo years were 
discussed in the preceding report, this second presentation of 
preschool and kindergarten data is given in appendixes C and D. 
The major intent of the three-year study will be to evaluate the 
status of the three groups at the completion of first grade. 

Evaluations were made in the following areas prior to the 
intervention, at the end of the preschool year, at the end of the 
kindergarten year, and at the end of first. grade: 

1. Intellectual functioning as measured by the 1960 
Stanford-Binet Individual Intelligence Scale, Form L-M. 

2. Language development as measured by the Illinois 
Test of Psycho1inguistic Abilities, exper~nta1 edition, 1961. 

3. Visual perception as measured by the Frostig Develop­
mental Test of Visual Perception. 

In addition, the Peabody Picturle Vocabulary Test was included in the 
first three batteries, the Metropolitan Readiness Tests were adminis­
tered at the end of the preschool cnd kindergarten years, and the 
California Achievement Tests, Lm~er Primary Fo~ W, were given at 
the end of the first grade. 

The first intervention embodied the tradit:l'.onalist point of 
view: a nursery school experience which wor'ked in conventional 
way. to improve the personal, social, motor, and general language 
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development of the children was followed by a traditional kindere 

garten under the auspices of the public school. The Direct Verbal 
program radically departed from the establl.shed view: The tradi­
tional preschool and kindergarten were seen as inadequate and 
inappropriate to the task of insuring the academic competencies of 
the disadvantaged child, and the experimental Direct Verbal preschool 
was provided for the two years prior to first grade~ The Ameliora­
tive program represented a middle ground: Amelioration of deficits 
related to school inadequacies began during the preschool year 
so that the disadvantaged child might benefit fully from the tradi­
tional kindergarten. The public kindergarten lI7ith a one-hour 
supporti. ve program, it was assumed, would then bt~: an appropriate 
prelude to first grade. 

Children from the three intervention programs attended first­
grade classes under the sole supervision of the public schools~ 
All but ten children attended racially integrated schools; con­
sequently, many of the children participating in this study were 
bussed to schools in socioeconomic neighborhoods other than those 
in which they lived. Seldom were more than b10 children from any 
intervention program assigned to the same classroom. No further 
research intervention W8B provided, and all children were given 
the fourth battery of tests in the late s~ring of the third year 
of the study. 

The initial composition of the three groups included in this 
longitudinal evaluation is summarized in Table 1. 

RESULTS AT ~rHE END OF FIRST GRADE 

Statistical Procedure 

Statistical treatment of the total battery data (Binet, rTPA 
total, Frostig, and California Achievement Tests) employed a 
Ulul ti.variate analysis of covariance using initial Binet, rTPA 
total, Peabody, and Prostig scores as covariates. Since the 
California was not given until the end of the third year of the 
study, scores from this i.nstrument were not available for use 
as covariates. A separate multivariate analysis of covariance 
of rTPA subtest data used the initial scores from the nine sub­
tests as covariatee. When multivariate pIS were significant, 
Newman-Keuls tests at the .05 level were conducted in those in­
st~nces when univariate Fls were also significant. The small 
N (10) in the Direct Verbal group mitigates against statistical 
difference and limits the discussion of differences among the 
groups. 

Total Battery Analysi~ 

The F ratio for the multivariate test. of equality of mean 
vectors for the six instruments in the test-four battery was 
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Table 1 

Initial Group Composition 

Mean Mean Intelligence Strata Heans Race Sex 
Binet Binet' 

Group N* CA IQ j High N Middle N Low N Caucasian Negro M F 
I 

Traditional 25 52.4 1 94.4 I 108.6 7 93.9 10 82.6 8 9 16 15 10 

Ameliorative 24 52.1 96.2 I 107.0 8 95~7 9 I 84 .. 6 7 7 17 11 131 

[Direct Verbal 10 51.1 96.6 111.0 3 93.5 4 86.3 3 3 7 4 6 
~ 

~ 

~ *Sixteen children withdrew from the programs before the end of the third year (battery four), and 
no data for these children are included in this study~ 



significant at the .0064 level (Table 2). Univariate FI's indicated 
significant differences among the three groups in California Read­
ing, Arithmetic, and Language grade level. There were no signifi­
cant differences among the groups on Binet IQ, Frostig PQ, and 
ITPA total language age difference score. 

School Achievement 

Al though important intel'im evaluations were made at the end 
of the preschool and kindergarten years, school achievement at 
the end of first grade was understood to be a critical criterion 
in assessing program effectiveness. The readi~g achievement of 
the Ameliorative and Direct Verbal groups as measured by the 
California Achievement Tests was significantly higher than that 
of the Traditional group (Table 3). The very similar performances 
of the Direct Verbal and Ameliorative groups Bre of particular 
interest since these programs relied on rather different approaches 
to reading during the first two years of the study. Two years of 
reading instruction in the Direct Verbal program prior to first 
grade seem to have been only as effective as the extensive readi­
ness preparation in the Ameliorative program in producing acceler­
ated reading development. This study provides little evidence to 
support the introduction of early reading programs for disadvan­
taged children. 

The California reading test yields separate grade level scores 
for vocabulary and comprehension. In the Traditional and Ameliora­
tive groups, these scores closely approximated the total reading 
mE!ans (Table 4). The comprehension score of the Direct Verbal 
gI'oup, however, was nearly a half year below its vocabulary scorel. 
This discrepancy may relate to the emphasis given to the teaching; 
of reading subski11 mechanics which prepared the children to per­
form well on the vocabulary section of the test (single word 
recognition) but did not equally equip them to derive meaning 
frc,m sentences as required by the comprehension sec tion. The 
Direct Verbal group, in fact, did little better than the Tradi­
tional group on the comprehension test. 

The mean reading level of the Traditional group was essen­
tially at grade level, an encouraging result for a group of disad­
vantaged children of normal ability. The distribution of reading 
scores within this group is,however, disconcerting since nearly 
half of these children demonstrated limited reading ability, 
scoring below a grade level of 1.5 (Table 5). The mean reading 
level of the Ameliorative and Direct Verbal groups, nearly a half 
year above grade level, was indeed a remarkable achievement for 
these disadvantaged children. Further, in these two groups veI'y 
few children seemed to have marked difficulty in learning to read; 
in fact, over half were reading at or above the second~grade 
level. 
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Table 2 

Total Battery Multivariate Analysis of Covariance 
Three Groups for Three Years 

F ratio for multivariate test of equality 
of mean vectors • 2.5237 

df - 12 and 94 

Variable 

Binet IQ 

Frostig PO 

California Reading 
Grade Level 

Cal ifornia A17i thmetic 
Grade Level 

California Language 
Grade Level 

ITPA Total 
Language Age 
Difference Score* 

Between 
Mean Square 

203.2559 

261,,150(j 

111.8742 

47.6488 

64.6430 

111.0188 

P less than ~0064 

Univariate 
F 

2.1249 

2.6904 

3.6928 

6.0655 

4.8049 

2.1584 

P 
less than 

.1298 

.0773 

.0317 

.0043 

.0122 

.1258 

NOTE: Initial Binet IQ, Peabody IQ, Frostig PQ, and ITPA total 
language (age difference scores (in months) were used as 
covariatel~. 

*To relate 1angua.ge age to chronological age, a difference score 
(in months) was computed by ~ubtracting a child's chronological 
age at the time lof testing fl'om his language age. 
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Table 3 

Reading 
California Achievement Tests 

Three Groups at the End of First Grade 

Actual Grade Reading 
Group N Placement Mean Grade Level Covaried 

at Time of Test Mean Mean 

Traditional 25 1.74 1.67 -24.01 

Ameliorative 24 1.74 2.12 -20.08 

Direct verbal 10 1.72 2.17 -19.86 

NOTE: Initial Binet IQ, Peabody IQ, Frostig PQ, and ITPA total 
language age difference score (in mon~hs) were used as 
covariates. 

Group 

T 
A 

NEWMAN-KEULS PROCEDU~E 

Covaried Means 

T A 
-24.01 -20.08 

Differences 

3.93 

DV 
-19.86 

4.15 
.22 

Table Value 2.84 3.41 
4.62 Corrected Table Value 3.85 

/MB 
within/harmonic mean • 1.355 

Summary: The Newman-Keuls Test revealed no significant differences 
among groups, although the univariate F was significant 
at the .0317 level (Table 2). Since the univariate F 
was significant and since the covaried means of the 
Ameliorative and Direct Verbal groups were similarly 
higher than the covaried mean of the Traditional group, 
it is reasonable to conclude that the means of the 
Ameliorative and Direct Verbal groups were significantly 
higher than that of the Traditional group. 
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Group 

Traditional 
Ameliorative 

Table 4 

California Achievement Tests 
Reading Vocabulary and Comprehension 

at the End of First Grade 

Vocabulary 
N Grade Level Mean 

25 1.64 
24 2.12 

Direct Verbal 10 2.24 

Table 5 

California Achievement Tests 
Distribution of Reading Scores 

at the End of First Grade 

Grade Level 

Comprehension 
Grade Level Mean 

1.66 
2.09 
1.75 

Group N Below Average Average Above Average Superior 
1.0-1.4 1.5-1.9 2.0-2.4 2.5-3.4 

Traditional 25 48% 28% 8% 16% 
Ameliorative 24 8% 42% 21% 29% 
Direct Verbal 10 10% 20% 50% 20% 

'---"--
NOTE: These distribution categories were constructE~d on the basis 

of the actual grade placement of the childrt~n (1. 7) at the 
time of the test. 

Since such divergent approaches to reading yielded nearly 
identical results, elements common to these two programs and absent 
in the Traditional program are of some interest. Both the ~~eliora­
tive and Direct Verbal programs gave major emphasis to language 
development through intensive, highly structured programming. 
Learning tasks were explicitly designed to achieve immediate goals, 
and the child's repeated participation in specific, verbal responses 
was required in direct teacher-child interactions. 

The California language test assesses capitalization, punc­
tuation, word uaage i and spelling skills and bears little relation 
to language development as it is discusaed ~lsewhere in this re­
port. The performance of the Ameliorative group was significantly 
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higher on this language test than that of the Traditional group 
(Table 6). The perfonnance of the Direct Verbal group approximated 
that of the Ameliorative group but failed to achieve significance. 
Since the skills required for successful performance on this test 
were not taught at the preschool or kindergarten levels (with the 
exception of limited spelling instruction for Direct Verbal chil­
dren), the differential nature of this performance may reflect. 
the superiority of the kneliorative and Direct Verbal groups in 
general school readiness as evidenced on the Metropolitan Readi­
ness Tests at the end of the kindergarten year (Appendix D, 
Tables 5 and 6). 

The results of the Metropolitan Number Readiness Test at the 
end of the kindergarten year indicated that the two structured 
groups were better prepared for the more formal work of first-grade 
mathematics. The Ameliorative and Direct Verbal groups were 
significantly higher than the Traditional group on the California 
arithmetic test at the end of the first grade, confirming this 
prediction (Table 7). The arithmetic performance of the Tradi­
tional group, nearly three months below grade level, is a somewhat 
discouraging prognosis for a group of disadvantaged children of 
average ability who had both a preschool and a kindergarten ex­
perience prior to first-grade instruction. Over half of the chil­
dren in this group were performing substantially below grade place­
ment at the time of the test (Table 8)~ Although the arithmetic 
performance of the Ameliorative and Direct Verbal groups did not 
parallel the acceleration shown in reading by these children, it 
was, nevertheless, at grade level. Further, less than 20% of 
these children can be considered to have serious difficulty in 
arithmetic. Disadvantaged children apparently profited from 
academically-oriented. instruction in mathematics at the preschool 
and kindergarten levels, and the Ameliorative and Direct Verbal 
curricula, though rather different in their basic assumptions, 
seemed equally appropriate and effective in fostering first-grade 
arithmetic achievement. 

Intellectual Functioning 

The Binet performances of the three groups were clearly 
differentiated over the three year period (Figure 1, Table 9). 
The performance of the Ameliorative and Direct Verbal groups was 
significantly superior to that of the Traditional group at the 
end of the preschool year (Appendix C, Table 2). At the end of 
the kindergarten year, the Binet performance of the Direct Verbal 
group was significantly superior to that of the other cwo groups 
(Appendix D, Table 2). The Ameliorative group wa~ very nearly 
significantly hi.gher than the Traditional group. At the end of 
the third year of the study, when all children were completing 
the first grade, there were no significant differences among the 
three groups (Table 10). The modest preschool gain (8 points) of 
the Traditional group remained relatively stable during the following 
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Table 6 

Language 
California Achievement Tests 

Three Groups at the End of First Grade 

-
Actual Grade Language 

Group N Placement Mean Grade Level Covaried 
at Time of Test Mean Mean 

Traditional 25 1.74 1.70 -16.61 

Ameliorative 24 1.74 2.09 -13.35 

Direct Verbal 10 1.72 2.00 -14.21 

NOTE: Initial Binet IQ, Peabody IQ, Frostig PQ, and ITPA total 
language age difference score (in months) were used as 
covariates. 

Group 

T 
DV 

Table Value 

NEWMAN-KEULS PROCEDURE 

T 
-16.61 

Covaried Means 

DV 
-14.21 

Differences 

2.40 

A 
-13.35 

3.29* 
.86 

Corrected Table Value 
2.84 
2.56 

3.41 
3.08 

IMS 
within/harmonic mean • .903 

*Significant difference at .05 level 

Summary: 1. The Ameliorative group was significantly higher 
than the Traditional group but not significantly 
higher than the Direct Verbal group. 

2. The Di~ect Verbal and Traditional groups did not 
differ significantly from each other. 
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Table 7 

Arithmetic 
California Achievement Tests 

Three Groups at the End of First Grade 

Actual Grade Arithmetic 
Group N Placement Mean Grade Level 

at Time of Test Mean 

Traditional 25 1.74 1.49 

Ameliorative 24 1.74 1.80 

Direct Verbal 10 1.72 1.80 

Covaried 
Mean 

-11.50 

- 8.85 

- 9.00 

NOTE: Initial Binet IQ, Peabody IQ, Frostig PQ? and rTPA total 
language age difference score (in months) were used as 
C·;)V3 ria tes. 

NEWMAN-K.1lJI.S PROCEDURE 

Covaried ~leanB 

Group 

T 
DV 

Table Value 

T 
-11.50 

Corrected Table Value 

DV 
-9.00 

Differences 

2.501< 

2.84 
1 .. 96 

tr--f:! 1-
'wwithin/harmonic mean" .690 

*Significant difference at .05 level 

A 
-8.85 

2.65* 
.1.5 

3.41 
2.35 

Swmnary: The Ameliorative and Direct Verbal groups, which did 
not differ si.gniflcantly from each other, were signi­
ficantly higher than the Traditional group. 
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Group N 

-
Traditional 25 
A1Ileliorativ~ 24 
Direct Verbal 10 

Table 8 

California Achievement Tests 
Distribution of Arithmetic Scores 

at the End of First Grade 

Grade Level 
Very Low Below Average Average 

.5-.9 1.0-1.4 1.5-1.9 

8% 44% 32% 
01- 17% 54% 
0% 20i. 40% 

Above Average 
2.0-2.4 

16% 
2910 
40% 

L 

I 

NOTE: These distribution categories were ~onatructed on the basis of the actual grade placement 
of the children (la7) at the tL~e of the teat. 

-
Group N Test 1 

Traditional 25 94.4 
Ameliorative 24 96.2 
Direct Verbal 10 96.6 

Table 9 

Stanford-Binet ~ean IQ 
Three Groups over Three Years 

Pre.chool Kindergarten 
Year Year 

Teat 2 

102.6 
110.0 
110.3 

Firat Grade 

Teat 3 

100.0 
108.6 
120.6 

NOTE: IQ meana (test 1, 2,' 3, and 4) by race-sex categori~a are found in appendix B. 

Teat 4 

100.0 
104.3 
109.7 

I 
~ 

~ 
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Group 

Traditional 

Ameliorative 

Direct Verbal 

Table, 10 

Stanford-Binet Mean IQ 
Three Groups for Three Years 

N Test 1 

25 94.4 

24 96.2 

10 96.6 

diff~ 

5.6 

8.1 

13.1 

Test 4 

100.0 

104.3 

109.7 

Covaried Mean 

-17.34 

-15.47 

- 9.75 

NOTE: Initial Binet IQ, Peabody IQ, Frostig PQ, and ITPA total 
language age difference score (in monthe) were used as 
covariates. 

A Newman-Keuls test was not conducted because the univariate 
F was nonsignificant. 
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two years (5 points at the end of the first grale). Although 
the one-hour supportive program was unauccessful tn foetering a 
further gain for the ~eliorative group, it may have been responsi­
ble for maintaining the relatively large preschool gain. The 
Ameliorative group diu, however, lose 6 points of this gain during 
the kindergarten and first-grade years, retaining an 8 point gain 
at the end of the third year of the study. Only the Direct Verbal 
group received sustained special programming during the preschool 
and kindergarten years, and only the Direct Verbal group made 
large and continuing gains (13 and 10 points) during the first 
~o years of the study. When special programming t~·minated and 
these children entered the first grade of the public 8 .... ~100ls, 
they experienced a s1.zeable loss (11 points). 

Initially the IQ scores of one-third of the children in each 
intervention group placed them in high strata, 100 and above. At 
the end of the preschool year, nearly half of the children in the 
Traditional group scored in the high stratum, and this percentage 
remained remarkably stable during the following two years in the 
public schools (Table 11). 

Group N 

T 25 
A 24 
DV 10 

Table 11 

High Intelligence Strata 
Three Groups for Three Ye·3-S 

Preschool Kindergarten 
~ Year - - Year 

First 

Test 1 Test 2 Test 3 

28% 48% 48% 
33% 92% 75% 
30% 90% 100% 

Grade -
Test 4 

44% 
71. % 
50% 

Nearly all children in the two structured programs scored 100 and 
above at the end of the preschool year. Approltimately three­
fourths of the children in the Ameliorative group remained in the 
high stratum the following two years. All ten children in the 
Direct Verbal group scor~d in the high stratum at test three; 
however, only half remained in thet stratum at the end of first 
gradE!. 

Approximately 20% of the children in the two structured pro­
grams gained twenty or more points at the end of first grade 
(Table 12); 8% of the children in the Traditional group made such 
gains.. Sixty percent of the children in the Direct ~erbal group, 
46% of the children in the Ameliorative group, and 36% of the chil­
dren in the Tradi tiona1 group made gains of ten or more pointl3. Only 
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one of the ten children in the Direct Verbal group scored lower 
on test four than on test one; 20% of the children in the Ameliora­
tive group and 28% of the children in Traditional group regressed. 

Test 1-4 
Gain in 

IQ Points 

35 to 39 
30 to 34 
25 to 29 
20 to 24 
15 to 19 
10 to 14 

5 to 9 
0 to 4 

- 1 to - 5 
- 6 to -10 
-11 to -15 
-16 to -20 

Table 12 

Distribution of IQ Gains 
Test 1-4 (End of First Grade) 

~ 

Group 

Traditional Ameliorative 
N-25 N-2l. 

% N % N 

·0 (0) 0 (0) 
4 (1) 0 (0) 
0 (0) 4 (1 ) 
I. (1) 17 (4) 
8 (2) 4 (1 ) 

20 (5) 21 (5) 
16 (4) 21 (5) 
20 (5) 12 (3 ) 
16 (4) 12 (3) 

4 (1 ) 0 (0) 
4 (1) 4 (1 ) 
4 (1 ) 4 (1) 

Direct Verbal 
N-IO 

% N 

10 (1 ) 
0 (0) 
0 (0) 

10 (1) 
10 (1 ) 
30 (3) 
30 (3) 

0 (0) 
10 (1) 

0 (0) 
0 (0) 
0 (0) 

IQ gains by strata over the three~year period offer some of 
the most encouraging data of the study as well as some of the most 
disturbing (Table 13). The high loss (13 points) of the middle 
and low strata children in the Direct Verbal group during the 
first grade in the public schools was not shared by children in 
these strata in either the Traditional or the Ameliorative groups. 
The low strata children of the Ameliorative group, in fact, main­
tained their sizeable initial gain with remarkable consistency. 
Because the gains of the Ameliorative children in the low and 
middle strata were both substantial and stable, it seems justifi­
able to conclude that this program offered particular opportuni­
ties to develop the intellectual functioning of low-normal and slow­
learning children. The Ameliorative preschool stressed physical 
mastery of a concept through manipulative experience accompanied 
by appropriate verbalizations -- a mode of instruction apparently 
suited to the children in these strata. The academic readiness 
work offered in the supportive program the second year not only 
maintained the gains :.n intellectual functioning made during the 
preschool year but seemed to provide the necessary thrust to 
sustain this level of performance again the third year when these 
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Group Strata 

High 
~raditional Middle 

Low 

High 
Ameliorative Middle 

Low 

High 
pirect Verbal Middle 

Low 

Table 13 

Stanford-Binet IQ Mesln Gains by Strata 
Three Groups foT' Tl,ree Years 

Post-Preschool Post-Kindergarten 
N '.1:est 1-2 diff. Teat 1-3 diff. 

7 6.3 4.1 
10 8.9 5.1 

8 9.0 7.4 

8 9.9 10.8 
9 15.7 12.0 
7 16.0 14.7 

3 11.3 21.7 
4 14.0 20.8 
3 15.7 30.7 

Post-First Grade 
Test 1-4 diff. 

- 1.4 
10.1 
6.3 

- .5 
10.7 
14.7 

15.3 
7.0 

19(90 
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children were in the first grade with no special programming. 
Since the early amelioration of school inadequacies was the intent 
and design of the Ameliorative program, the magni.tude and stability 
of these IQ gains is an endorsement of the effectiveness of this 
program. 

The marked reversal in Binet performance experienced by the 
children in the lower two strata of the Direct Verbal group sug­
gests difficulty in making a transition from intensive pupil­
teacher interaction to large group instruction. Children in the 
Traditional group had never experienced such a high degree of 
teacher-pupil interaction. Although children in the Ameliorative 
group had been actively engaged in small group, teacher-directed 
instruct)r.on during their preschool year, the supportive program 
the second yea~ (low pupil··teacher ratio) ran simultaneously with 
the public kindergarten (large group instruction) and may have 
provided a useful transition to the first-grade setting. It is, 
of course, also possible that the mode of instruction in the Direct 
Verbal program, so highly effective during the first two years of 
the study, was inappropriate to the public school setting. The 
dissonance between the specific child behavior required in the 
Direct Verbal program and the operation of the first-grade class­
room may have been so great as to inhibit continuing intellectual 
development. 

The IQ losses experienced only by the high strata children 
in both the Traditional and Ameliorative groups during first grade 
are of real concern and resulted in an IQ change in a negative 
direction over the three-year period. The modest gain (six points) 
of the Traditional high strata and the more substantial gain (ten 
points) of the Ameliorative high strata during the preschool year 
remained stable during the kindergarten year but were lost dur.ing 
the first grade. It is untenable to presume a factor common to 
both the Traditional and Ameliorative two-year interventions which 
explains such losses the third year. Rather, it seems reasonable 
to suppose that in important ways the public school failed these 
high strata children during the first grade. These children may 
have been judged by criteria based on preconceptions of what dis,· 
advantaged children are like and how they will perform in school, 
and instructional provisions may have been more inadequate for the 
high strata children than for the children in the other two strata. 

The assumption that the public schools failed disadvantaged 
children with demonstrated potential is further supported by a 
consideration of the first-grade Binet performance of the 26 
children from the three intervention programs who scored 110 and 
above at the end of the kindergarten year (6 of the 25 children 
in the Traditional group, 12 of the 24 children in the Ameliorative 
group, and 8 of the 10 children in the Direct Verbal group). Twenty­
four of these 26 children scored lower on the test-four Binet than 
they had on test three, 8 mean loss of 9.2 IQ points. The school 
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failures of disadvantaged children are commonly attributed to 
limited abilities or undeveloped potential, but the deterioration 
in the intellectual functioning of these 24 children seems to be 
a clear indictment of public school programming. 

LanguageJQevelopment 

The F ratio for the multivariate test of equality of mean 
vectors for the nine ITPA subtests on test four was nonsignificant 
(Tahle 14), and the nine subtest tables are presented in appendix F. 
The sub test performa~ces of the three groups at the end of each of 
the three years of the study were essentially nondifferential 
(Appendix C, Table 8; Appendix D, Table 8). Significant subtest 
differences occurred only at the end of the preschool year when 
the performance of the Direct Verbal group was significantly 
higher than those of the Ameliorative and Traditional groups on 
Auditnry-Vocal Association (Appendix C, Table 12) and when the 
performance of the Ameliorative group was significantly higher 
than those of the Direct V~rbal and Traditional groups on Visual­
Motor Association (Appendix C, Table 16). 

The disadvantaged children in these three groups, as well as 
the children in all other similarly constituted groups throughout 
this project, demonstrated major initial deficits on three sub­
tests: Vocal Encoding, Auditory-Vocal Autometic, and Auditory­
Vocal Association. In addition to the specific aspects of language 
functioning measured, the ability to express oneself verbally is 

"the common requisite for successful performance on these three 
subtests. During the preschool year all groups made good progress 
(7 to 12 months in excess of the program interval) on the Vocal 
Encoding test and substantially reduced the size of their initial 
deficits (Figure 2). The Traditional and Ameliorative groups re­
gressed during the second year, and only the Direct Verbal group 
made continuing progress. At the completion of first grade, all 
groups again had major deficits. The test-four def:f.cit of the 
Traditional group approximated its initial deficit while the test~ 
four deficits of the Ameliorative and Direct Verbal groups were 
less than half theit' initial levels. On the Auditory-Vocal. 
Automatic subtest only the Ameliorative group was nondeficit at 
the end of the preschool year (Figure 3). Although the Traditional 
group made modest progress (4 months) and the Direct Verbal group 
made somewhat better progress (7 months), substantial deficits 
remained. The Traditional and Ameliorative groups regressed 
during the second year, and only the Direct Verbal group made 
continued progress. At the completion of first grade, the deficits 
of the Traditional and Ameliorative groups approximated their 
large initial deficits. The Direct Verbal group maintained its 
nondeficit test-three performance. At \:-he E~nd of the preschool 
year, both the Direct Verbal and Alneliorati"e groups were nonde­
ficit on the ~:!lditory-Vocal Association subtest (Figure 4). The 
gain of the Direct Verbal group (14 months) doubled that of the 
Ameliorative group while the progress of the Tr.aditional group 
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Table 14 

ITPA Subtest Multivariate Analysis of Covariance 
Three Groups for Three Years 

F ratio for multivariate test o~ equality 
of mean vectors • .9442 

df • 18 and 78 

Variable 

Auditory-Vocal Automatic 

Visual Decoding 

Motor Encoding 

Auditory-Vocal Association 

Visual-Motor Sequencing 

Vocal Encoding 

Auditory-Vocal Sequencing 

Visual-Motor AssociatIon 

Auditory Decoding 

P less than .5303 

Between 
Mean Square 

377.8153 

956.2439 

243.7214 

36.9944 

145.0325 

7.8439 

205.5624 

78.0389 

102.2585 

Univariate 
F 

2.0619 

4.5786 

.7659 

.5928 

1.0133 

.0207 

1.0532 

.2968 

.5239 

p 
less t;han 

.1386 

.0153 

.4707 

.5569 

.3709 

.9796 

.3570 

.7447 

.5957 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used as covariates. 

\ 
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(less than 2 months) was negligible. During the kindergarten 
year, the Traditional and Ameliorative groups made modest progress, 
and the Direct Verbal group maintained its accelerated level. All 
gr.oups regressed during the first grade, and test-four scores were 
similar and revealed no major deficits. When children in the 
Traditional and Ameliorative groups entered public kindergarten 
and when children in the Direct Verbal group entered. first grade, 
substantial regressions on the three subtests reflecting verbal 
expressive abilities occurred. In the Ameliorative and Traditional 
groups the regressions which began in the kindergarten year con­
tinued during first grade. Maintaining classroom dynamics which 
foster direct pupil-teacher interaction (low pupil-teacher ratio) 
seems to have been crucial to nondeficit performance. 

On two ITPA subtests (MOtor Encoding and Visual-Motor Sequen­
cing) the three groups tended to show relatively small initial 
deficits of three to six months. During the preschool year only 
the Direct Verbal group failed to make progress on the Motor 
Encodin~ test, and the magnitude of their test two-deficit 
(6 months) stands in contrast to the performance of the other two 
groups (Figure 5). During the kindergarten year the Traditional 
group remained nondeficit, the Ameliorative group regressed to 
its initial level, and the Direct Verbal group achieved a nonde­
ficit performance which it maintained during first grade. The 
Traditional and Ameliorative groups continued to regres~, and 
their test-four deficits were larger than those they had demona 

strated initially. On the Visual-Motor Sequencing testl the re­
latively large gain (9 months) of the Traditional and Ameliorative 
groups during the preschool year contrasts with the static per­
formance of the Direct Verbal children who gained less than one 
month (Figure 6). During the kindergarten year j the Direct Verbal 
group again remained relatively unchanged while the Traditional 
and Ameliorative groups regressed substantially. Each group re­
gressed during the first-grade year to its initial level of 
deficit. 

~1 four of the ITPA sub tests the three groups showed negligible 
or no initial deficits: Auditory Decoding, Auditory-Vocal Sequen­
cing, Visual-Motor Association, and Visual Decoding. Although the 
Traditional group eltminated its modest initial deficit on the 
Auditory ~odi~ subtest during the preschool year and the Ameli­
orative group maintained its somewhat accelerated performance, 
credit must be given to the Direct Verbal progt'am for ·,the remarkable 

IThe initial level of deficit (5 to 11 months) demonstrated by 
these groups would place this subtest in the category of~jor 
initial deficit; however, in the previous study, "The Effects of 
Five Preschool Interventions: Evaluations over Two Years," evi­
dence was presented to suggest that Visual-Motor Sequencing wa. 
not an area of major deficit for the· four-year-old disadvantaged 
children partiCipating in the total study. (See p. 76.) 
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progress of the children who gained 8 months in excess of the 
program interval, scoring 9 months above their mean chronological 
age at the end of the preschool year (Figure 7). At the end of 
the kindergarten year, the Ameliorative group remained nondeficit, 
the Traditional group regressed to approximately its initial level 
of deficit, and the Direct Verbal group continued to gain, scoring 
16 months above its chronological age on test three. At the end 
of the third year, the Ameliorative and Traditional groups demon­
strated further, small regressions while the Direct Verbal group 
regressed 13 months. These children passed fewer items at the 
end of first grade than they had at the end of their second year 
in preschool. Only the Ameliorative group made progress on the 
Auditory-Vocal Seguencin..a subtest during the preschool yelir, and 
the nondeficit performance of the Traditional and Direct Verbal 

. groups remained unchsuged (Figure 8). The Direct Verbal group 
maintained its nondeficit perfonnance during the second year 
while the Ameliorative and Traditional groups regressed 5 months. 
At the end of the first grade, the Direct Verbal group again 
demonstrated ren~rkab1e stability while the Traditional and Amelio­
rative groups regressed an additional 4 months. No appreciable 
changes in performance on the Visual-Motor Association sub test 
occurred during the three years of the stUdy (Figure 9). The small 
regressions of the Ameliorative group were due to test ceiling 
effects. All groups did well on the Yisua1 Decoding subtest at 
the end of the preschool year, but the gain of the Ameliorative 
group tripled that of either the D:f.rect Verbal or the Traditional 
group (Figure 10). This gain placed the Ameliorative group eleven 
months above its ,chrono10gica1 age. The Traditional and Direct 
Verbal groups did not change appreciably during the following two 
years, maintaining their nondeficit performances at the end of 
first grade. In sharp contrast, the Ameliorative group regressed 
20 months in relation to its chronological age during the two­
year period. These chi1cren passed 12.6 items on the Visual 
Decoding test at the completion of preschool and two years later, 
at the completion of first grade, passed only 13.0 items. 

Over the three years, the Direct Verbal group moved in a 
positive direction on 8 of the 9 subtests. The range of this 
upward movement was from .4 to 11.5 months, and the gain on four 
of these eight subtests exceeded 3.1 months. 2 Its one loss was 
.4 months~ The Traditional group made gains on four of the nine 
subtests. The range was from 2.4 to 3.9 months and in two in­
stances exceeded the median. Its losses ranged from .1 to 9.0 
months and exceeded the median in one instance. The Ameliorative 
group moved in 8 positive direction on only three of the nine 
subtests over the three years of the study. The range of this 

2 A gain or loss in excess of 3.1 months was chosen as a descriptive 
evaluation point since in half of the in.tances mean language age 
difference scores for the three groups were altered to that extent. 
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upwal'd movement was from 2.3 to 7.5 months., and in one instance 
exceeded the median. Its losses ranged from .3 to 8.2 months 
and exceeded the median in five instances o The test-four perfor­
mance of the Ameliorative group is particularly distressing since 
its program w~s intended to ameliorate such language inadequacies 
and since its nondeficit test-two performance had been so encourag­
ing. 

The language performance pattern of the three groups over 
three years is clearly illustrated by the ITPA total (Figure 11). 
Initial rTFA total language age deficits were four to five months. 
At the end of the preschool year, the three groups were performing 
very nearly at their respective chronological ages. The Traditional 
group maintained a small deficit, and the Direct Verbal group 
achieved a modest acceleration. The Ameliorative group made the 
largest gain and was functioning nearly three months above its 
mean chronological age. During the second year of the study, 

\ only the Direct Verbal group made continued gains, and its rTFA 
total performance was significantly higher than those of the 
Ameliorative and the Traditional groups (Appendix D, Table 7). 
The losses of the Ameliorative group during the kindergarten year 
resulted in a test-three performance two months below its chronologi­
cal age while the losses of the Traditional group resulted in a 
test-three deficit which very nearly equaled its initial deficit. 
There were no statistical differences among the rTFA total perfor­
mances of the three groups at the end of the third year of the 
study (Table 15). All groups regressed during the first-grade 
year. The extent of the losses of the Traditional and Ameliora­
tive groups during the kindergarten and first-grade years exceeded 
the gains they had made in the preschool year. Al though 4-" ';! 

Direct Verbal group was performing at its chronological age, the 
loss experienced by this group during the first grade exc~eded 
its gain of the kindergarten year and does not support an encourag­
ing language prognosis. The longitudinal data suggest that no 
intervention program was entirely successful in providing the 
necessary impetus to maintain an adequate level of language func­
tioning in the first grade of the public schools. 

Visual PerceptioE 

The performances over the three-year period on the Frostig 
Developmental Test of Visual Perception are presented in Figure 12. 
At the end of the preschool year, the performance of the Ameliora­
tive group was significantly higher than that of the Traditional 
group only (Appendix C, Table 4). During the kindergarten year, 
the Ameliorative and Direct Verbal groups made continuing progress 
and were significantly higher than the Traditional group which 
rear •• sed .lightly (Appendix D, Table 4). All groups m&de progress 
during the first-grade year; however, the Traditional group made 
• 8Ubatantlal gain and there vere no longer significant differences 
among the groupe (Table 16). 
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Table 15 

ITPA Total 
Mean Language Age Difference Score in ~~nths 

Three Groups for Three Years 

Group N 

Traditional 25 

Ame1iorati've 24 

Direct Verbal 10 

Test 1 

-5.4 

-.3.7 

-4.1 

- .7 

-1.8 

3.8 

Test 4 

-6.1 

-5.5 

- .3 

Covaried Mean 

18.29 

16.98 

22.70 

NOTE: Initial Bi-net IQ, Peabody IQ, Frostig PQ, and ITPA total 
language age difference score (in months) were used as 
covariates. 

A Newman-Keuls test was not conducted because the uni­
variate F was nonsignificant. 

Table 16 

Frl.')stig Mean PQ 
Three Groups for Three Years 

Gr()up N Test 1 diff. Test 4 Covaried Mean 

Traditional 25 76.8 19.8 96.6 4.71 

Ameliorative 24 81.1 ")3 9 .t. • 105.0 10.69 

Direct Verbal 10 75.9 28.0 103.9 11.10 

NOTE: Initial Binet IQ, Peabody IQ, Frostig PQ' and ITPA total 
language age difference score (in months) were used as 
covariates. 

A Newman-Keula test was not ceJ)nducted because the uni­
variate F was nonsignificant. 
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Frostig (1964) suggests that children whose scores fall in 
the lowest quartile (a perceptual quotient of 90 or below) will 
experience difficulty in school adjustment and recommends remedial 
training for these children. Initially, nea~ly all of the chil­
dren fell in this category (Table 17). At the end of the first 
year, 76% of the children in the Traditional group, 30% of the 
children in the Direct Verbal group. and 21% of the children in 
the Ameliorative group obtained such scorea. The percent of chil­
dren in the Traditional and Direct Verbal groupa who obtained 
scores in the lowest quartile did not change during the second 
year; in the Ameliorative group this percent decreased to 12. At 
the end of the third y'ea:r, only 8% of the children in the Amelio .. 
rative group scored in the lowest quart~.l~ 'while 20% of the Direct 
Verbal children and 48% of the Traditional children earned such 
scores. Children who participated in the Traditional program did 
indeed make gains in thi~ area in the first gr.·ade; however, the 
groups which participated in the structured, scademically-oriented 
preschool programs had a considerably smaller percentage of chil­
dren who might be considered prone to reading failure, to the 
extent that reading failures are related to visual perceptual 
inadequacies. 

Group N 

T 25 
A 24 
DV 10 

Table 17 

Frostig Perceptual Quotient 
Children in the Lowest Quartile 

........ Preschool Kindergarten Firat 
Ye.r Year 

Test 1 T~st 2 Test 3 

96'4 76% 76% 
751.- 21% 12'10 
90% 3010 30% 

Summary of .~!1ult.! 

Grade_ 

Teat 4 

481-
8% 

20% 

At the end of the third year of the study, when all children 
were completing first grade, significant differences among the 
three groups were found in school achie~ent. The performances 
of the Ameliorative and Direct Verbal groupe were superior to 
those of the 'h'aditional group in reading, 1angucge, and arithmeti~c 
as a.sesaed by the California Achievement Teats e There were no 
significant differences among the groups in intellectual function­
ing as measured by the Stanford-Binet, in language development 
as asses.ed by the Illinois Test of Psycholingt'1.stic Abilities, 
or in visual perception as measured by the Frostig test. 
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over the three-year period. (Again, it· is difficult to include 
the performance of the Direct Verbal stratum in this discussion 
sip,ce only three children were involved.) The mcdest gain of the 
Traditional high stratum and the substantial gain of the Ameliora­
tive high stratum during the preschool year remained con.tent 
through the kindergarten year but were lost during the first grade 
(Table 13). It seems untenable to presume a factor common to 
these two-year interventions which explains such 10..... Rather, 
it seems reasonable to assume that In important wa~,. the public 
schools during first grade failed disadvantaged'children with 
demonstrated potential. This assumption is further supported by 
the fact that 24 of the 26 ~hildren from the three intervention 
groups who scored 110 and above at the end of the kindergarten 
year scored lower on the Stanford-Binet at test four than they 
had on test three (8 mean loss of 9 IQ points)~ 

Since the intent of preschool intervention for disadvantaged 
children is to alter in positive ways later school performance, 
both structured programs must be judged successful. Although 
important interim evaluations were made, school achievement at 
the end of first grade was understood to be an essential criterion 
in program evaluation. Differences among groups in ability (in­
tellectual functioning, language development, visual perception) 
no longer existed at the end of first grade, and differences in 
achievement must relate to the effectiveness with which groups of 
children used very similar abilities. Structure in the Direct 
Verbal and Ameliorative programs, implemented through two very 
different strategies, required the active involvement Jf teacher 
and child. Such activity oriented the disadvantaged child at an 
early age to participate effectively in highly specific learning 
situations and to operate in ways which made possible max~ 
benefits from first-grade instruction. In spite of two years of 
traditional preschool programming, nearly helf of the children in 
the Traditional group obtained California scores which indicated 
.harply l~ited school achievement. Virtually .11 of the childrea­
in the two structured programs were making at least adequate aoa­
demic progress (Tables 5 and 8). The differential achievement 
level demonstrates the potential for .chool success among disad­
vantaged children which can be developed through structured pre­
school experiences. Functioning effectively in the public school 
setting is • critical first step in altering the life circumstances 
of the disadvantaged child to the end that he may participate 
more fully in the educational and economic opportunities of a 
democratic culture. 



THE AMELIORATIVE PROGRAM 
WITH CHILD AND 
STAPF VARIABLES 

Earlier Intervention: Effects of the Ameliorative 
Program Initiated with Three-Year-Old Children 

and Maintained for Two Years 

Merle B. Karnes, Audrey S. Hodgins 
and James A. Teska 

The years irranediately following infancy, J. McVicker Hunt 
(1964) has maintained, are those when an adverse environment is 
most likely to inhibit language development and to prevent opti­
mal intellectual functioning. It seems plausible, therefore, 
that preschool intervention for disadvantaged children should 
begin even before the presently accepted age of four. David Weikart 
(1967) has come to similar conclusions and suggested in a recent 
survey of current preschool programs that intervention before the 
age of four and the development of structured programs which em­
phasize cognitive and language development are necessary to achieve 
accelerated child growth. This study, based on similar assump­
tions, was concerned with the effects of the Ameliorative program 
when initiated with three-year-old disadvantaged children and 
maintained over a two-year period. The progress of the three-year­
old children after one year in the Ameliorative program was com­
pared to that of the four-year-old children who had been enrolled 
in the previous Ameliorative program. l At the end of the second 
year of the study, the progress of the children who participated 
in the Ameliorative program for two years (as three-year-olds and 
as four-year-olds) was again compared to that of the children who 
had participated in the Ameliorative program for only one year 
(as four-year-olds). 

METHODOLOGY 

Recruitment procedures were the same as those employed in 
the earlier studies (p. 59), except that the children were three 
years old before the first of December, an age appropriate for en­
rollment in the public kindergarten in two years. Race and sex 
ratios and the three intelligence strata class design were main­
tained (Table 1). 

lA comparison of t~1e progress of the three-year-old children after 
one year in the Ameliorative program with that of a control group 
of three-year-old children who received no educational interven­
tion appears in Karnes, Hodgins, Stoneburner, Studley, and 
Teska (1968). 
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Table 1 

Initial Group Composition 

~ge of Initiation 
of Mean Mean Intelligence Strata Means Race Sex 

Ameliorative Binet Binet 
Program N* CA IQ High N Middle N Low N Caucasian Negro M F 

3 Years 15 37.9 94.7 106.2 4 94.6 7 83 .. 2 4 5 10 7 8 
I 

4 Years 27 51.9 96.0 107.2 9 95.1 10 84,,4 8 9 18 13 14 I 
----

*Four children withdrew from the program during the first year, and no data for these children are 
included in this study. 
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Since the Ameliorative program had been developed as a one­
year intervention for four-year-old children, a number of acc~o­
dations were necessary to use this program with three-year-olds 
over a two-year period. During the fir-at year, material was pre­
sented at 8 slower rate and concepts were introduced at their 
simplest levels. More time was required to develop 'basic labeling 
vocabulary on which associative and classifying skills could later 
be built. Fine motor activities received greater attention. 
Fewer units of work were introduced in the three c:urricular areas, 
particularly in mathematics, so that more ttme could be spent 
developing the concrete mathematical operations of sorting, match­
ing, and ordering. During the second year, units of work not 
taught the first year were covered and new units were added, par­
ticularly in the social studies-science curriculum. Although the 
basic Ameliorative program was repeated, units which had been 
taught at a minimal Ie'vel the first year were expanded the second 
year beyond the level reached by other Ameliorative classes for 
four-year-olds. The teacher-pupil ~atio (1:5) and the daily 
schedule of the previous Ameliorative program were maintained 
over the two years. (See pp. 52- 55 .) 

RESULTS AFTER ONE YEAR 

Statistical trezltmcnt of the J1net, Peabody, Frostig, and 
ITPA total data employed a multivari~te anclysis of covariance using 
initial Binet, Peabody, and ITPA total scores as covariates. Since 
the Fro5tig was not incl~1ed in the pre-battery for three-year-
old children, these data were not available for use aa a covariate. 
The F ratio' for the multj;c;ariate test of equality of mean vectors 
on these f~lr instruments revealed no significant differences 
between the progress made by the three-year-old children during 
one year in the Ameliorative program and that made by four-year­
old children in one year (Table 2). Both raw and covaried means 
indicate a remarkable similarity between these ratio scores of 
the two groups. 

A separate analysis of covariance was conducted on the ITPA 
subtest data, using initial scores from the ni.ne su.btesta as co­
variates. The F ratio for the multivariate test of equality of 
mean vectors was significant (T&'blc 3). An examination of the 
univariate F' B reveo.led 5fgnific8fAt di.fferences below the .05 level 
on three subteots. On two of these ~iuhtesttJ (Aud::f.tory-Vocal 
Automatic and MotQ:i' Encoding) b,H:h groups had size:able aru:l com·­
parable initi91 defic:f.ts, and in both iUGt,:;.nces the progress made 
by the four-ye\:X',-old children i.u ope yeal': wa's"clearly superior 
and resulted in's nondeficit performance. The three-year-old 
children made no appre,ciable p'rogress on these two 8ubtests during 
the f:l,rst year of the Ameliorative Pl:Ogl'aID, and it seems reason­
able to conclude that these aspects of language development were 
not amenable to amelioration at the age of three. The third 
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Variable 

lBinet IQ 

~eabody IQ 

~rosti8 PQ 

ITPA Total 
Lang. Age 
pifference 
iScore 

Tabl. 2 

MUltivariate Analysi. of Covariance for the Tot~l Battery 
at the EDcl of One Y.ar 

F ratio for multivariate test of equality of mean vectors - 2.1292 
df - 4 and 34 P less than .0986 

Age of 
Initiation of N Pre- diff. Mean Covaried Between Univariate 
Ameliorative Test After One Mean Mean Sq. F 

Program Mean Year 

3 years 15 94.7 16.7 111.4 25.79 111.8019 2.9235 
4 year. 27 96.0 14.3 110.3 22.09 

3 y~ars 15 72.7 11.2 83.9 38.00 503.0145 2.7214 
4 years 27 85.9 10.2 96.1 45.86 

3 years 15 88.0 30.54 446.6140 3.3628 
4 years 27 99.1 37.94 

3 years 15 -5.3 6.9 1.6 44.60 6.4719 .3204 
4 years 27 -3.3 6.3 3.0 43.71 

P 
less than 

.0957 

.1075 

.0748 

.5748 

NOTE: Initial Binet IQ, Peabody IQ, and ITPA tot~l language age difference scores (in months) 
were used as covariates. To relate language age to chronological age, a difference score 
was computed by subtracting a child'. chronological age at the time of testing from his 
language age score. 

1 
.~ 

" 



Variable 

Auditory-Vocal 
Automatic 

Visual 
Decoding 

~otor 
~ncoding 

~uditory-Voca1 
~ssociation 

Visual-Motor 
Seque:ncing 

~ocal Encoding 

lAuditory-Voea1 
Sequellcing 

Vieua1-Motor 
Association 

~uditory 
pecoding 

•• 

Table 3 

MUltivariate Analysis of Covariance for the Nine ITPA Subtests 
at the End of One Year 

F ratio for multivariate test of equality of mean vectors • 4.0166 
df - 9 and 23 P less than .0034 

Age of 
Initiation of N Pre- diff. Mean Covaried Between Univariate 
Ame1iorathr6 • Test After One Mean Mean Sq. F 

Program Mean Year _...-.,,-
3 years 15 - 8.1 - .5 - 8.6 - 9.14 853.3294 5.4956 
4 years 27 -10.8 10.8 0.0 3.84 

:3 years 15 - 2.8 5.3 2.5 - 6.64 508.4380 3.3648 
4 years 27 - .2 12.1 11.9 3.37 

3 years 15 - 5.9 .8 - 5.1 60.00 972.5763 5.6144 
4 years 27 - 6.6 6.8 .2 73.85 

:3 years 15 - 8.1 6.7 - 1.4 2.49 11.2923 .2354 
4 years 27 - 5.4 6.8 1.4 3.99 

3 years 15 2.6 4.2 6.8 69.64 105.9654 1.5151 
4 years 27 - 6.4 7.9 1.5 65.107 

3 years 15 - 8.4 9.0 .b 44.75 13.6274 .1034 
4 ye«rs 27 -13.6 11.3 - 2.3 43.11 
.3 years 15 .. 1.4 2.4 1.0 1.08 110.2467 1.1393 
4 years 27 .9 5.3 6.2 5.74 

:3 years 15 - 4.1 12.6 8.5 77.18 670.8057 4.7079 
4 years 27 9.9 .8 10.7 88.69 

3 years 15 - 4.2 10.5 6.3 25.47 326 .. 6578 3.9479 

i 4 years 27 1.9 .6 2.5 17.44 

P 
less than 

.0257 

.0788 

.0243 

.6310 

.2277 

.7500 

.2941 

.0379 

.0559 

NOTE: Initial language age difference scores (in months) from the nine ITPA subteata were uaed as 
covariates. 



significant difference in favor of the four-year-old children was 
obtained on the Visual-Motor Association subtest. An examination 
of the means reveals that the higher final score of the four-year­
old group is merely a reflection of its atypically high initial 
.core rather than an indication of progress, and in spite of the 
very substantial gain (13 months in excess of the program interval) 
made by the three-year-old children in one year, they did not 
reach the level of the four-year-old children. 

POST-INTERVENTION RESULTS 

The analysis of covariance for the total battery at the end 
of the intervention employed the same covariates used in the fi~st 
year's analysis (Binet, Peabody, and ITPA total scores). Peabody 
data were not available at the end of the second year for the 
early intervention group because this instrument had been el~i~ 
tel from the evaluation battery. The F r'ltio for the multivariate 
test of equality of mean wctors indicatc~d no .ignificant differ­
ence between the two groups on this battery (Table 4). The progress 
made in two years by children who began the Ameliorative program 
at the age of three was not superior to 'that made 1n one year by 
children who began the program at the age of four. Doubling the 
length of intervention with apparently appropriate program accom­
modations had no appreciable ~act, and, in fact, a five point 
Binet IQ regression occurred during the second year. The perfor­
mances of the two groups on the ITPA total and the Metropolitan 
Readiness Tests were nearly identical, and only on the Frostig 
Developmental Test of Visual Perception did the early intervention 
group continue to make accelerated progress during the second 
year. Their Frostig scores at the end of the second year, however, 
did not reflect greater gains than those made by the four-year-old 
children in one year. 

The F ratio for the multivariate tE~st of equality of mean 
vectora revealed no significant difference between the two groups 
on the nine ITPA subtests on this battery (Table 5). A discussion 
of subtest interactions on this basis is not warranted; however, 
atypical performances on two sub tests (Auditory-Vocal Automatic and 
Vocal Encoding) merlt conment, particu1ary since these subtests ' 
represent two of the three c.ritical areas of language deficit for 
disadvantaged preschool children., During their first year, the 
children in the early intervention group made no gain on the 
Auditory-Vocal Automatic 8ubtest and remained substantially deficit 
on this subtest. A deteriorating performance during the second 
year of the program increased the magnitude of this deficit to 
twlelve months below their chronological age. This regreslsive 
perform.e.n';;;e is disconcerting because verbal. abilities repre.ent 
a crucial area and is difficult to understand in light of the 
exceptionally high V()cal Encoding scores earned by this same 
group. At the end of one year of in.tervention, the deficit in 
Vocal Encoding of the three-year-01d chi1Gren had been el~inated, 
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Table 4 

Multivariate Analysis of Covariance for the Total Battery 
at the Post-Intervention Testing 

\4 

(Two-Year Intervention for Three-Year-01ds and One-Year Intervention for Four-Year-Olds) 

F ratio for multivariate test of equality of mean vectors = .5787 
df = 5 a,.d 31 P less than .7159 

Age of 
Variable Initiation of N Pre- diff. Post- Covaried Between Univariate 

Ameliorative Test Intervention Mean Mean Sq. F 
Program Mean Mean 

t, 

Binet IQ 3 years 13* 94.8 12.0 106.8 14.00 7.3030 .1941 
4 years 27 96.0 14.3 110.3 14.98 

Peabody IQ .3 years 13 73.9 
4 years 27 85.9 

Frostig PQ .3 rears 1.3 99.1 36.47 9504150 • '7531 
4 /years 27 99.1 32.95 

ITPA Total 1 

Language Age 3 years 13 -5.0 6.5 1.5 46.44 .3791 .0237 
Difference 4 years 27 -3.3 6.3 3.0 46.22 
Score 

Metropolitan :3 years 13 38.4 -19.30 18.5940 .4982 
Re,ading 4 years 27 40.7 .. 20.86 
Ra.w Score 

Metropolitan S years 13 8.8 -11.60 8.4269 .7141 
Ntnnber 4 years 27 10.7 -10.55 
Raw Score 

NOTE: Initial Btnet IQ, Peabody IQ, and ITPA total language age difference scores (in months) 
were used as covariates. 

*rwo children withdrew before the end of the second year, and no data for these children are 
included in the post-intervention analysis. 

" 

P 
less thar 

.6623 

.3914 

.8785 

.4850 

.4039 



Table 5 

Multivariate Analysis of Cov'ariance fot" the Nine ITPA Subtests 
at the Post-Intervention Testing 

(Two-Year Intervention for Three-Year-Olds and One-Year Intervention for Four-Year-Olds) 

F ratio for multivariate test of equality of mean vectors = 1.3333 
df = 9 and 21 P less than ~2789 

Age of 
Variable Initiation of N Pre- diff. Post- Covaried Between Univariate 

Ameliorative Test Intervention Hean Mean Sq. 
Program Mean Mean 

Auditory-Vocal 3 years 13"'( - 8.3 -3.5 -11.8 - 5.93 1179.0691 
Automatic 4 years 27 -10.8 10.8 0.0 10.06 

Visual Decoding 3 years 13 - 3.4 11.2 7.8 -22.71 114.4113 
4 years 27 - '.2 12.1 11.9 .. 17.73 

Motor Encoding 3 years 13 - 5.4 2.2 - 3.2 43.59 568.3051 
4 yeare 27 - 6.6 6.8 .2 54.69 

Auditory-Vocal 3 years 13 - 7.8 9.1 1.3 - 6.29 4.5196 
Associcltion 4 years 27 - 5.4 6.8 1.4 - 5 e 30 

Visual-Motor 3 years 13 4.3 -2.3 2.0 66.13 .1137 
Sequencing 4 years 27 - 6.4 7.9 1.5 65.97 

Vocal Encoding 3 years 13 - 8.6 14.4 5.8 57.44 132.2881 
4 years 27 .. 13.6 11.3 - 2.3 52.08 

iAuditory-Vocal ;3 years 13 - 1.3 6.0 4.7 22.28 42.0399 
Sequencing 4 years 27 .9 5.3 6.2 25.30 

Visual-Hotor 3 years 13 - 4.7 l6~2 11.5 I 67.08 233.4922 
Association 4 years 27 9.9 .8 10.7 I 74.20 

~uditory 3 years 13 - 3.2 2.6 - .6 27.33 1. 0134 
pecoding 4 years 27 1.9 .6 2.5 27.80 

NOTE: Initial language age difference scores (in months) from the nine ITPA subtests 
were used as covariates. 

F 

7.2496 

.5662 

2.4246 

.0896 

.0021 

.8995 

.2692 

1.3943 

.0265 

"'(Two children withdrew before the end of the second year, and no data for these children 
are included in the post-intervention analysis. 

~, .. , ..... ,--, 

P 
less than 

.0117 

.4579 

.1303 

.7669 

.9642 

.3508 

.6079 

.2473 

.8720 



and three- and four-year-olds did equally well in relation to 
their respective chronological ages. During ita second year in 
the Ameliorative program, however, the early inter.ention group 
again made a substantial gain (5 monthl) aDd attained the highelt 
mean Vocal Encoding score of any group at any t~e in the larger 
research project. 

At the end of the second year of the study neither analysil 
.upported the premise that earlier intervention would enhance the 
performance of children in the Ameliorative program. The progresl 
of children who participated in the progr.m for bwo year. (al 
three-year-olds and al four-year-olds) did not differ significantly 
from that made by children who had participated in the progr .. 
for only one year (as four-year-olds). 

DISCUSSION 

The results at the end of the first year of the study generally 
endorsed the earlier initiation of the Ameliorative program. The 
first-year gains of the younger group essentially matched the re­
markable gaitls made previously by the four-year-old children in 
the Ameliorative program. ~,fter one year of intervention only one 
three-year-old child had a B.'.net IQ (95) below 105. On lewn of 
the nine ITPA subtests this g~:",oup was performing at or abaft its 
chronological age; on three of these leven this group was performing 
substantially (6 to 8 months) above its chronological age. 
Apparently the Ameliorative program as accommodated for three­
year-old children was appropriate and highly effective. 

This acceleration did not continue during the second year, 
but the ga1ns made during the first year were essentially maill­
tained. The acceleration achieved in one year represented a move­
ment from deficit to nondeficit levell of functioning, and it may 
have been unrealistic to assume that such acceleration could be 
continued. Maintaining an essentially nondeficit performance may 
in itself represent a major achievement, particularly in view of 
the tendency of disadvantaged children in this and other projects 
to fail to maintain very promisiug first-year gains. The accel­
erated rate of growth achieved during the first year and the de­
monstrated atability of these gain8 the second year suggest an 
optimistic school prognosis for these children. 



The Effects of Short-Term Instruction at Home 
by Mothers of Children not Enrolled 

in a Preschool l 

Merle B. Karnes, Audrey S. Hodgins. 
and James A. Teska 

Preschool programs are recognized as one effective approach 
for helping disadvantaged children compensate for a lack of early 
experiences appropriate to later academic achievanent, but such 
programs cannot alter the learning enviromuent at home. Since 
the particular cognitive style of the law-lncoae, low-educational 
level family (Ausubel, 1966; Deutsch, 1963: llant, 1964; Riessman, 
1962) may be perpetuated from generation to generation, parental 
involvement in the child'~ early learning is crucial. Program. 
which have moved in this direction have generally provided parents 
with information regarding child-rearing practices, child develop­
ment, and school readiness (Kirk, 1958; Brazzlel and Terrell, 1962; 
Crow, Murry, and Smythe, 1966; Fusco, 1964; Liddle, 1963; Weikart, 
Kamii, and Radin, 1966). Typically these programs vere developed 
as an integral part of an overall preschool program. and, therefore, 
it has been difficult to determine the discrete impac~ of programmed 
parental intervention on specific aspects of child development. 

This study was designed to isolate the effects of short-term, 
at-home instruction by mothers on the intellectual and language 
development of their children. N2ither experimental nor control 
children wer.e enrolled in a preschool, and only the mothers of 
the expertmental children were enrolled in a twelve·week training 
program designed to help them make instructional materials and to 
learn to use the.e materials to teach their children at home. It 
was hypothesized that preschool children of mothers in the training 
program would demonstrate gains in intellectual functioning and 
language development significantly greater than those ~hown by 
children whose mo~hers were not involved in a training program. 
Instruments used for pre- and post-evaluation were the Stanford­
Binet Individual Intelligence Scale (1960 edition) and the 
Illinois Test of Psychollnguistic Abilities (exper~ntal P-dltion, 
1961). 

METHCm 

Subject. 

Subject. were selected from f.miliea who lived in an econom­
ically depres.eel area B,nd had been referred by the principal of 

IPortions of this report first appeared 1n Karnes, Studley, Wright, 
and Hodgins (1968). 
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the neighborhood elementary school. All families were known to 
the principal and judged by her to be among the most econcmlcal1y 
and educationally deprived. All participant. were Negro becaule 
the school used as a basiil for recruit"lDent had only one Caucasian 
pupil. Children were to be four yearl old before December firlt. 
Current attendance at a preschool disqualified a child. 

The Stanford-Binet Individual Intelligence Scale and the 
Illinois Test of Psycholingu1stic Abilities were administered to 
these children by school psychologists in cla •• rooms unfamiliar 
to all childrene After the initial test battery, a control and 
an expertmental group (N-lS) were establi.hed with comparable 
mean intelligence quotients and sex ratios (Table 1). . 

Table 1 

Initial Group Composition 

Mean ttean 
Binet Binet Sex 

Group N* CA IQ Male Female 

Experimental 12 45.8 90.8 7 S 

~ontrol 12 45.3 96.0 8 4 
,. 

*Six chlldren withdrew or were eliminated from the study before 
the posttest because they enrolled in preschool, moved from the 
community, or had inaccurately recorded birthdates and were, 
therefore, ineligibl~ for the study. No data for these children 
are included in thi. report. 

Intervention 

" , 

T1'1e mothers of the experimental children attended eleven weekly 
two-hour meetings at the neighborhood elementary school. (In one 
case, a grandmother responsible for the child's care participated.) 
Three experienced preschool teachers conducted the meetings, aDd 
each teacher worked closely with a group of five mothers. As part 
of the project 8taff, mothers were paid $3.00 a session but received 
no remuneration for the ttme spent working with their children at 
home. The teachers encouraged the mothers to feel that they were 
an twportant part of an educational team and stressed the {n~iate 
benefits to the participating children as well as the potential 
benef:J.ts to other children of the research. 

At the beginning of each session the w4thers made educational 
materials to use during the follOWing week in teaching their 
children at home. Inexpensive material. or items commonly found 
in the home were incorporated into these activities: a sock 
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puppet; a homemade flannel board; lotto and matching gamE~s which 
used gwmned s,eals, geometric shapes, and color chips; counting 
books made f,:om magazine pictures; sorting and matching activities 
using miscellaneo'Us household items and an egg carton for a sorting 
tray; classifying activities based on pictures cut from furniture 
and clothing catalogs. The teachers taught the mothers appropriate 
songs and finge:r: plays and distributed copies of thE! words as a 
teaching aid at home. \ In addition, books and puzzlf8s were available 
on a lending-library bs'sis. Generally, materials were chosen to 
stress useful ~~cabulary, basic manipulative skills, and math 
readiness concE~pts. Language development was the uaajor emphasis 
of all activities which were designed to teach the lchild the words 
he needs to label the objects in his inlnediate envjl'ronment, to 
make more prec:ise verbal observations, to generali:~E~, to use 
gr8Dll1atically Icorrect forms, to understand and to 4ask questiollS, 
and to formulate answers. 

The teachters worked to achieve cooperative pilloning and to 
incorporate suggestions from the group~ They di.scouraged the 
view that teachers are authority figures who issue; direc'tions. 
During a coffee break~ mothers informally reported on their 
success or difficulty with the previous week's teaching assign­
ment. :;rh1ey discussed differences among their children and way. 
in which the materials might be adapted. The teachers eml,hasized 
the importance of repeating am~ extending the use of materials 
made earlier in the program. For example, mothers taught their 
children the names of five geometric shapes by using cutouts and 
a felt board and later used these same materials for color and 
counting eXt:!rcises. Mothers recorded the time spent daily working 
with their (~hildren on the var:lous teachb1L8 assignments and tumed 
in these checklists the followi.ng week. 

An aver~'ge of seven mothers attended each meeting. When a 
mother was absent, the other mothers made the materials for her 
and the teacher delivered these and the instructions for their 
use to the homle the following week. In addition" the teacher 
visited each h4')me at two-week intel.-vals to become acquainted with 
the child, to demonstrate teaching techniques, to evaluate the 
appropriateneSSI of the acti"V'ities by observing mother and child 
at work, and to assess the extent to which mothers were working 
with their children. 

REsuvrs 

IntelJ.ectual Funct10n!U& 

The results of the study confirm the hypotheSis that the 
exper~~ntal subjects would evidence gains 1n .intellectual func­
tioning as measured by the Stanford-Binet Individu~l Intelligence 
Scale significantly greater than those made by the control sub­
ject.~ The mean gain of the exper~ental group was 7 points, 
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while the control group made no gain (Table 2). 

Table 2 

Stanford-Binet Mean lQ 

Group N Test 1 Diff. Test 2 
-- -

Experimental 12 90.8 7e O 97.8 

12 96.0 - .2 95.8 

ifference 5.2 7.2 - 2.0 

1.10 2.13 e45 

evel of NS .025* NS* 
ignificance 

*One-tailed t test 

TWo children i~ the exper~ental group scored l~lWer (two and 
eight pOints) at the time of test two than they had at test one. 
Six children in the control group regressed from one to ten 
points. Four expertmental subjects made substantial gains, from 
thi:rteell to twenty-eight points; no control subject made a gain 
of more than ten p(J,ints. In a short-term study, this pattern of 
relatively large gains coupled with relatively few regressions is 
encouraging and supports the premise that these mothers were 
effective in 8tinulating the intellectual development of their 
children at home. 

,Language Devel?J!l!nt'.. 

Initially, both groups obtained scores below their mean 
chronological ages on all ITPA subtests except Auditory-Voc;al 
Sequencing. The areas of gireatest deficit were those rel')rf!senting 
ve.r'bal expressive abilities (Auditory-Vocal Automatic, Aud'itory-
VOIc4l1l Association, Vocal Encooing) and Motor Encoding and Visual­
Mot()r Sequenclng. Although there were no signi.ficant diff:erences 
between the initial performances of the groups, the contr()l grout' 
was less deficit on all ITPA subtests. Its pretest perfO'lm9nCeS 
were from one to seven months less dlleficit th..,n those of the' ex­
perilnental group, and there was a trend (.10) 1n favor of; the 
contl"ol group on the Auditory-Vocal Association subtest. Althoug.1. 
there were no significant differences between the groups on the 
posttest, their relative positions were generally reversed~ The 
experbDental group now scored from one to seven months higher than 
the control group on five of the nine subtests (Table 3 and Figure 1). 
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Variable 

Auditory-Vocal 
Au to!n.a tic 

Visual 
Decoding 

Motor 
Encoding 

Auditory-Vocal 
Association 

Visual-Motor 
Sequencing 

Vocal 
Encoding 

Auditory-Vocal 
Sequencing 

Visual-Motor 
Association 

Auditory 
Decoding 

ITPA Total 

Table 3 

Illinois Test of Psycho1inguistic Abilities 
Mean Lsnguage Age Difference SCf)re 

Experimental 
Control 

Experimental 
Control 

Experimental 
Control 

E.'xperimenta1 
Cont.ro1 

Experimental 
Control 

Experimental 
Control 

Experimental 
Control 

Experimental 
Control 

Experimental 
Control 

Experimental 
Control 

Test 1 

-13.0 
-11.8 

- 7.6 
- 2:.3 

- 8.6 
- 6.5 

-13.0'l'('1'( 
- 6 .. 1 

- 8.2 
... 5.4 

-15.6 
-10.9 

5.0 
6.3 

- 6.8 
.3 

- 4.3 
- 3.4 

- 8.0 
- 4.4 

Test 2 

- 8.3 
-11.4 

.8 

.7 

- 9.1 
- 3.2 

- 9.0 
.. 5~2 

4.4 
.3 

-11.8 
- 8.7 

11.8 
5.2 

- 2.4 
- 3.5 

- 1.2 
.4 

-. 2.4 
- 3.1 

Gain 

4.7 
.4 

8.4 
1.6 

- .5 
3.3 

4.0 
.9 

12.6 
5.7 

3 0 8 
2.2 

6.8 
-1.1 

4.4 
-3.2 

3.1 
3.8 

5.6 
1.3 

Diff in 
Gains 

4.3 

6.8 

-3.8 

3.,1 

6.9 

1.6 

7.9 

7.,6 

- .7 

4.3 

t 

.95 

1.55 

1.05 

1.17 

.46 

1.66 

1.55 

1.52 

t. 

Level of 
Significance 

One-Tailed 

NS 

.10 

NS 

NS 

NS 

.10 

.10 

.10 

NOTE: To relate language age to chronological age, difference scores (in months) were computed by 
subtracting a child's chronological age at the time of testing from his language age. 

* Complete ITPA data were not available for three children. The N for the Experimental group is 11; 
the N for the control group is 10. 

**A significant differ.ence at the .10 level on TI(~st 1. 
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It had been hypothesized that the expertmental subjects would 
make gains in language development significan.tly greater than 
those of the control subjects. The results do not clearly confirm 
this hypothesis. There were no significant differences in favor 
of the experimental group in gains on any sub'te.st; however, Ort 

three subtests and the ITPA total there was a trend (.10) in 'their 
favor. The gains of the experimental group exceeded those of the 
control group by two to eight months on seven of the nine 8ubtests 
and on all subtests of major initial deficit except Motor Encoding. 
On eight of the nine sub tests the gains of the experimental group 
were at least twice the program interval of approximately three 
months a The control group achieved this level of gain on only 
three f3ubtests. ' 

DISCUSSION 

This intervention, teaching mothers to make educational 
activities from low-cost materials to use at home, was not deter­
m1.ned by budgetary requirements; rather, it was chosen as an 
appropriate means of insuring the mother's active participation 
in the meeting and her effective teaching at home. Since she had 
made the materials herself and under.stood their educational func­
t:ion, she approached the teaching of her child with confidence 
and enthusiasm. The practical natur~~ of this program in terms of 
facilities, personnel, and budget does, howev'er, increase its 
potential for reaching increased numbers of children. In communi­
ties where funds and facilities are l~ited, a mother-training 
t:togram could provide an appI'opr:i.ate al ternative to a preschool 
expe~ience f,,')r disadvantaged childr(~n. In areas of sparse popu­
lation, it might prove more feasible to transport mothers on a 
weekly basis than children on a daily basis. The results of this 
study, particularly in view of its short-term nature, are encourag­
ing and seem to be a clear demonstration that mothers can be ef­
fectively involved in direct educational intervention with their 
preschool childr.en at hmue. 
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The lmpact of At-Home Instruction by Mothers 
on Performance in the Ameliorative Preschool 

Merle B. Karnes, Audrey S. Hodgins, 
and James A. Teska 

Because of the encouraging results obtained in the twelve-week 
study (The Effects of Short-Te~ Instruction at Home by Mothers, 
pp. 197 ... 203) and in order to develop a more positive relatio,nship be­
tween home and ~reschool, the mother-involvement program was expandu 
Ad the following yea,r and coordinated with the child ' .. 8 participation 
in the Armelf.orative preschool. It was expected that' children whose 
mothers worked with them at home in areas related ~o those taugbt at 
the preschool would: make additional progress. The evaluation, t.here­
fore, invol'ved a comparison of the l)rogress of children taught by 
their mothers at home and by teachers at the preschool with that of 
the earlier group of children who had received instruction only in 
the preschool. The specific intent of this study was to dete~ifte 
areas in which instruction by mother. influenced performance. 

METHOD 

The Ameliorative program provided all children in this study 
has been described previously (pp. 52-55). The mother-involve­
ment program was conducted along the lines of the earlier, ahort-
te~ studyo Again mothers were paid $3.00 to attend weekly, 070-

hour meetings but received no remunerc.,tion for the additional time 
spent working with their children at home. The three teachers who 
conducted the meetings for mothers also taught these children at the 
preschool and made a major effort to coordinate the teaching efforts 
at home with those at school. Mothers were encouraged to feel that 
their assistance was needed to support and extend the educational 
goal of the preschool. Materials were ,chosen to reinforce specific 
content currently being taught in the Ameliorative classroom and 
generally to emphasize language development, basic visual-motor 
skills, and math readiness concepts. At the beginning of each xneet u 

ing mothers again made instructional materials to use during the 
following week in teaching their children at home: activities which 
stressed labeling, sortin!E;j i.9,nd classifying; number-object aSf~ocia­
tioD; opposites; and nwneral and alphabet recognition. A disfcussion 
of appropriate ways to use these materials at heme followed each 
work period as did an informal report on SUCCE:SS or difficulty with 
the previous week's teaching assignment. Whfm a mother was absent, 
the other mothers made the materials for her, and the teachers de­
l.ivered these and the instructions for their use to the home the 
follmling day. Books, games, and puzzles were available on a lenciing­
library basis for the mothers to take home. 
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An additional dbnension to the mother ... invo1vement meetings, 
primarily made possible by the extended length of the progr_ (fran 
twelve weeks to .even month!u), was an empha.is on broader ccnnunity 
interaetioo8. Mothers bee ... acquainted ~lth and vere helped to ule 
available cormrunt ty re.ource~. Occasional meleting. w~re given O'f'er 
to these experiences: a vi_it to the public library which included 
an introduction to the children's library, an explanation of book­
mobl),e services, and the Acquisition of l1..bl'ary cards, a visit to the 
University art museum where m()thers saw in the evening the same 
exhibit ~,hlch their chi1dre,n h.ed enjoyed that afternoon during a 
preschool field tri'p; attendaI~ce at the city council meeting when 
open housing was to be discussed. 

A1 though a child I 8 acceptance into this prog,ram was contingent 
upon his, m,other l s willingness to participate in the meetings, a 
child was not later f~xc1uded from the program ~Then his mother failed 
to attend. About half of the mothers were present at a typical 
meeting, and about one-fourth essentially did not participate in the 
mother-invoJ.vement program. It is important to keel~ in mind, however, 
that when a mother was absent the materials were delivered to her home. 
Teachex's felt that this follow-up vis:f.t was imperative in maintabling 
the involv~nent of the mothers. Thus, a mother who may have had 
poor attend6lnce for very legitimate l·easons (the arrival of a new 
baby, major surgery and hospitalization, working hours which con­
flicted with meeting dates) could ~p1ement the essential goals of 
the program with het' child at home. 

Recruitment procedures were the same 8S those employed in the 
earlier studies. Race and sex ratios and the three intelligence 
strata were maintained for the two Ameliorative classes which incor­
porated the mother-in'vol vement program in consecut1.ve years (Table l). 

RESULTS 

Statistical treatment of the Binet, Frostig, ITPA total, Bind 

Metropolitan data employed. multivariate analysis of covariancE~ 
using inlti~l Binet and ITPA tot~l .c.r ..... covariatea. Since the 
Frostig vas not included in the pre-battery for the mother-involve-
1Dl~nt gr'wp, th4aee data were not avallab Ie for use •• a covariate. 
The F ratio for the multivariate test approached but failed to reach 
si8rdfi,~ance, and an examination of the univariate FI s and the five 
~etl' of test scores revealed very similar perfonnances between 
groups 0111 all instru.ments except the ITPA (Table 2). The origin of 
the one differential performance was clearly sh~n on the multivari­
ate analysis of ITPA 8ubtests where the F ratio reached st~tistical 
significance (Table 3) II On four subtests the diffE~rence3 between 
the ~ro groups re2ched significance in favor of the children who 
parti.cipated only in the Ameliorative preschool ancl whose mother. 
did not participate in weekly meetings and at-home instruction. 
Two of thetle subtests (Visual-Motor Association ancL..Visual Decoding) 
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Table 1 

Initial Group Composition 
Ameliorative Intervention With Mother Involvement and Without 

Mean f 
Binet Mean Binet I Intelligence Strata Means Race Sex 

Group N CA IQ High N Middle N Low N Caucasian Negro M F 

J 
~ith 31* 48~4 94.5 106 111 0 9 93.9 12 84.8 10 10 21 17 14 . 

Without 27** 51.9 96.0 107.2 9 95.1 10 84e4 8 9 18 13 14 I 
~lass units established after the first year of the l&rger r.8~rch project consisted of 16 children. 

One child withdrew from this group during the first year, and no data for this child is included in 
this study. One of these class units was funded through the Office of Economic Opportunity for the 
Leadership Development Program for Administrators of Preschool Centers for the Disadvantaged, Grants 
CG 8884 and CC 8889. 

**Three children withdrew from this group before the end of the year, and no data for these children 
are included in this study. 
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Variable 

Binet IQ 

Frostig PQ 

ITPA Total 
Language Age 
Difference 
Score 

Table 2 

Multivariate Analysis of Covariance for the Total Battery 
Ameliorative Int.~~ntlOft With Mother Involvement end Without 

F ratio for multivariate test of equality of mean vectors - 2.1844 
df - 5 and 50 P less than .0707 

Group 

With 
Without 

Test 1 
N Mean 

31 94.5 
27 96.0 

With 31 
Without 27 

With 31 
Without 27 

-5.6 
-3.3 

difference 

11.8 
14.3 

3~8 
6.3 

Test 2 
Mean 

10693 
110.3 

Covaried 
Mean 

21.43 
23.80 

96.1 45.10 
99.1 47.02 

- 1.8 
3.0 

43079 
47.46 

Between 
Mean Square 

78.6174 

51.7548 

187.3809 

Univariat~ 

F 

1.2920 

.3556 

8.2525 

MatropolitaD With 31 
Rudinl R •• din ... Without 27 

41.5 
40.7 

-7.79 
-9.69 

50.0887 .7541 

Raw Score 

Metropolitan 
» ~ Readin ••• 
_ Score 

With 31 
Without 27 

10.7 -11.65 
10.7 -12.08 

2.5900 .2135 

p 
Less than 

.2608 

.5535 

.0059 

.3891 

.6460 

NOTE: Initial Binet IQ and ITPA total language age difference scores were used as c~ri.t... To 
relate language age scorea ~o chronological age, a difference score (in months) wae computed 
by subtracting a child's chronological age at the t~e of testing from his language age score. 
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Table 3 

Multivariate Analysis of Covariance for the Nine ITPA Subtests 
Ameliorative Intervention With Mother Involvement and Without 

F ratio for mu.'ltivariate test of equality of mean. vectors = 2.3949 
df = 9 and 39 P less than .0288 

u • 

----------------------------------------------------~--------------------~----------------

Variable Group 
Test 1 

N Mean 

Auditory-Vocal 
Automatic 

With 
Hithout 

31 -12.1 
27 -10.8 

Visual Decoding With 31 - 2.6 
Without 27 .2 

Motor Encoding With 31 
Without 27 

'Auditory~Vocal With 31 
Association Without 27 

Visual-Motor With 31 
Sequencing Without 27 

Vocar: Encoding ~.Jith 31 
Without 27 

Auditory-Vocal With 31 
Sequencing Without 27 

Visual-Motor With 31 
Association Without 27 

Auditory \.Jith 31 
Decoding Without 27 

- 7.0 
- 6.6 

-10.3 
- 5.4 

- 2.7 
- 6.4 

-10.9 
-13.6 

3.0 
.9 

• 5 
9.9 

- 4.7 
1.9 

difference 

3.4 
6.8 

7.8 
6.8 

2.9 
7.9 

3.8 
11.3 

-1.0 
5.3 

4.2 
.8 

- 2.6 
.6 

Test 2 
Mean 

-10.7 
0.0 

4.7 
11.9 

-' 3.6 
.2 

- 2.5 
1.4 

.2 
1.5 

- 7.1 
- 2.3 

2.0 
6.2 

3.7 
10.7 

- 2.1 
2.5 

Covar:f.ed 
Mean 

-25.36 
-16.56 

70.65 
79099 

33.93 
39.81 

41.63 
44.58 

70.01 
68.52 

41.95 
51.37 

3.42 
6.83 

52.55 
62.12 

35.25 
38.09 

Between Un:i,variate P 
Mean Square F Less than 

761.5370 6.4426 .0146 

856.8069 4.4255 .0408 

339 • .2067 1.6651 .2033 

8.5.4575 1.2418 .2708 

21.7058 .3067 .5824 

870.9076 , 4.9519 .0309 

114.4379 .9944 .3238 

898.5444 4.0816 .0491 

79.6689 .7277 .3980 

NOTE: Initial language age difference scores (in months) from the nine ITPA subtests were used as 
covariates. 



emphasize visual skills, an area in which the disadvantaged children 
in this study (as well as in other class units in the larger research 
project) showed no substantial initial deficite The other ~AO sub­
tests (Auditory-Vocal Automatic ~JJd Vocal Encoding) require verbal 
expressive abilities and represent an at'ea of major and cr'itical def m 

ieit for the disadvantaged children in this study and in the larger 
research project. 

The statistically significant difference on the Visual-Motor 
Association subtest in favor of the group which participated only 
in the Ameliorative program is somewhat misleading, and it cannot 
be inferred that this group made greater prog~ess during the program 
interval. This group obtained a mean initial score ten months above 
its chronological age and maintained this level of performance on 
the posttest. The mother-involvement group, at chronological age 
initially, gained four months in addition to the program interval, 
Q gain larger than that of the other group. The group without 
mother involvement also obtained significantly higher scores on the 
Visual Decoding subtest; however~ neither group had demonstrated a 
major ini~ial deficit and both groups made substantial progress. 
Since both of these subtests were in the visual area where initial 
deficits were small, the inferior performance of the children who 
attended the Ameliorative program and received at-home instruction 
is not a matter of great concern, although this performance is some­
what puzzling since many of the mother-made activities for use at 
home emphasized visual skills. 

On the other hand, the signif:f.lcantly lower scores of the mother­
involvement group on b~o subtests requiring verbal expressive abili­
ties are a matter of real importance. On both subtests. Aud:U:ory­
Vocal Automatic and Vocal Encoding, both groups showed comparable 
and severe initial deficits. The progress (eleven months in e~cess 
of the program interval) of the group participating in the Ameliora­
tive program without mother involvement resulted in a nondeficit 
test-two performance on both sub tests while the progress of the other 
group was minimal and substantial deficits remained on both subtests. 
Although the mother-made activities and the instructions for their 
use at home were designed to enhance language development, mother 
involvement apparently inhibited the acceleration of verbal expres­
sive abilities as assessed by these two ITPA subtests. 

DISCUSSION 

In no area of the test battery did mother involvement enhance 
performance, and the results favored the group who participated only 
in the Ameliorative program. On four ITPA subtests, "''YO of them in 
the critical area of verbal expressive abilities, significantly 
higher scores were achieved by the children whose mothers were not 
involved in the program. In no way did the results of the test 
battery confirm the expectations, of the study. Paradoxically, nega­
tive results obtained when two progr.ams which had operated indepen­
dently to achieve positive results were combined. 
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Any explanation of these results must necessarily be specula­
tive M Since this study combined a mother-involvement program with 
a preschool program, it seems logical to examine these components 
to determine whether either was significantly altered when the two 
were combined. The Ameliorative program had been used previously 
with four-year-old children over a seven-month period, and the pre­
school operated in conjunction with the mother-1.n'llolvement program 
was intended only to reproduce this earlier program. There is little 
basis to assume that subsequent Ameliorative programs were less 
effective than the original, and, in fact, project staff generally 
agreed that the later programs were superior in terms of curriculum 
organization and availability of materials. The mother-involvement 
program, however, necessarily required expansion from twelve weeks 
to seven mon,ths and specific acconmodations since the children now 
received instruction at school as well as at home. In retrospect, 
accommodations which seemed appropriate at the t~e may have inhibited 
the performance of this group. In the earlier, short-term program 
the teachers delivered materials to moth(~r.s who had been absent and 
also made home visits Sf two-week interval.s to evaluate the appro­
priateness of the activities by observing mother and child at work, 
to demonstrate teaching techniques, and to assess the extent to 
which mothers were working with their children. When the program 
was extended, these visits were abandoned. Teachers continued to 
deliver materials each week to mothers who had been absent and ~ade 
the three home visits required of all teachers during the seven­
month Ameliorative preschool. The weekly checklist used by each 
mother in the short-term study to record the ttme spent daily work­
ing with her child on the various teaching asuigmnents (reading 
aloud, finger plays, games, counting, etc.) was also discontinued 
in the longer study. Since the preschool and the mother-invol~nent 
program were conducted by the same t\ltaff members, it was assumed 
that these teachers without the weekly checklist and the biweekly 
home visit would be able to evaluate the sPI.ropriateness of the 
activities used in at .. home instructi()n and the effectiveness and 
regularity of the inst~uction by mothers through monitoring the 
child's performance at school, especi'lally since the activities de­
signed for at-home use closely correlated with the classroom program. 

These changes, ~lhich seemed relatively luinor at the time, cou­
pled with the child I s preschool attendance truly have significantly 
altered the mother's perception of her role jLn this program. In 
the short-term study, the mother was aw'are that she was the only 
active agent for change in her child, and as she became convinced 
of the merit of the program, she increa,singly felt this responsi­
bility. The fact that project staff plnced a similar value, on her 
role was demonstrated to the mother 'by the weekly checklis.t and 
the biweekly home visits to evaluate her work., In the longer study, 
motheTs appreciated the value of the acti.vities for their c:hildren 
but may have over-empiuls1.zed th,~ role of the preschool in BLchieving 
the goal. of the program. Teachers~ through their actions rather than 
direct statement, may have unwittingly reinforced this devaluation of 
mother-child interaction by making the purpose of home visits the 
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delivery of materials to absentee mothf:\rs. The· emphasis of home 
visits had changed from concern over mother-child intertiction to 
concern over the presence of materials, and it was not unreasonable 
fot' some' mothet's to feel that the mater:tals th~ma8elVGes were the es­
sential ingredient in effecting change. 'l'hrough the weekly checklist 
the ~.b.!:.!.. had reported wha t she taught .!!. hOllW~, but during ~~e three 
vi.sits made in conjun.ction with the operation of the preschool, the 
!eacher reported on the progress of the child ~ schoQ!. 

Mothers in the short-term study saw the major intent of the 
program to be the benefits which fell to ~heir children. In the 
longer study, since the children also received the benefits of a 
preschool experience, the mothers tended to use the mother-involve­
m~nt program to meet personal [leeds. In~tead of a mother'a program 
!2!. ch,ildren, the prog'ram may have been seen as a mother's program 
fot' mothers. Evaluations of the longe!' prog.ram~ both verbal and 
wrItten f~om teachers and mothers, support this view. Mothers fre­
quently conmented on. their enjoyment of the social aspects of the 
program and on the genuine pleasure they ex'peri~~nced in making ed­
ucational materials fol' their children, but a disturbing number of 
mothers ~lso indicated et the end of the year that the primary use 
of theaf!materials at home was by the child alone or under the di­
rectionof older siblings 8 Apparently mothers felt that they had 
ful f' ~led the:i.r responslbility to the program when they sent their 
chi 1, :en to school, attended a weekly meeting, and made educational 
mat :~t '.als, and, inde(ad, thIs level of involvement represented a 
DU.'.~ n c01llllitment. To some extent, mothers may have substituted 
th\\ '€ experiences for direct mother-child interaction, a consequence 
coo t r to the intent of the study, and that substitution may have 
beel etrimental to the dev'elopment of verbal expressive abilities. 
The solitary inVf)lvement of a child with the materials or their use 
with a sibling not trained to encourage verbal responses is consis­
tent with such a performance. 

In spite of the statistical results, project teachers continue 
to be enthusiastic about mother involvement in conjunction with 
preschool and feel that their observations of the children in the 
classroom support this view. Children brought the mother-made ac­
tivities to school and initiated comment on these materials. Chil­
dren often pressured their mothers to attend meetings and were 
keenly disappointed when their mothers were absent. Teachers be­
lieved that a meaningful home-school relationship had developed 
over the seven months and there was evidence that some mothers gen­
eralized fram this preschool experience to the public school and 
wider community levels. Mothers commented that they felt more con­
fident about approaching the classroom teachers of their older chil­
dren since they had found the preschool teachers receptive. ~wthers 
who had never before been involved in community action groups found 
the courage to join such groups and, hopefully, the confidence and 
commi~ent to sustain their participation. 
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Implementin.g the AlDeliorative Program 
vi til P,araprofeaalonal Staff 

Merle B. Karnes, Audrey S. Hodgins, 
and James A. Teska 

It was the intent of this study to determine whether a para­
professional teach:lng I!Jtaff indigenous to the poverty area could, 
through sustained inse:lcvice training and daily supervision, im-. 
plement the highly spel:::ific instructional program developed in 
the Alneliorative. preschool. Intervention effectiveness was eval­
uated by comparing the performance on a standardized test battery 
of children taught by paraprofessionals with that of children 
taught by professional staff implementing the same instructional 
program. Four class units participated in this study. The first 
two were taught by prcl,fessional staff and are described as the 
Ameliorative intervention in the earl:f.er study, etThe Effectsl of 
Five Preschool InterVEmtions: Evaluations over Two Years." The 
third class unit was flltaffed by three, young, Negro mothers who 
had no previous teach1..ng experience and no formal education beyond 
high school. The fOU1:'th was taught by sixteen- and seventeen .. year­
old gi'rIs enrolled in a high school work-study progremel In addi­
tion, Ii qualified pre~Hchool teacher served as the parapl'ofessional 
trainer in each of thE!! latter two units. 

Positive research findings, it was asswned, would suggest 
ways to eolse the staffing problems found :J.n preschoo18 for disad­
v.nt~gedi children thrCllughout the country. The former UoS., 
COIIIIlissioner of Education, Harold HoiIe (1969), has suggested that tbe 
levels of responsibility of paraprofeaalonal staff must be ex-
tended if we are to UI\,ro .. the educational chances of children 
from the ghetto .nd the rur81 alum through the meane of • r ... rdlnl 
early childhood experilence. CORIlisliiOl1er Howe concluded, the 
at.tes muat be "encour,IISeci to recruit aDd train teacher aides 8S 

well as members of the local community W~g have not previously 
been in'rol ved 1n education" and. the local school systems muat be 
helped to find "new ways of using existing r.esources of the communi­
ty, benefiting not e'lly the schools but also making a substantial 
contr:lbuti,on toward thE! f.!reation of new careers for members of 
the community [p. 10J.III This study, then, goes beyond the feasi­
bility of employing p,ar;aprofessional staff in peripheral p()sitions 
and addresses itself to the question of whether such staff can be 
trained to assume the IWIljor responsibilities for implementing a 
p~eschool instructional program8 

METHOD 

Procedures to recruit children for the cIa •• unit taught by 
the adult paraprofessional staff were the same as those employed 
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in the ear.lier preschool studies. Race and sex ratios and the 
three intell igence stratll were again miiintained (Table 1). Re­
cruitment procedures for the class unit taught by the teenage 
paraprofessional staff "nly approxi.mated those used in the earlier 
studies. Through a coo'perative arrangement this class unit was 
located at a commun:f.ty nursery school in a target area housing 
project. A requirement of this arrangement was that 50% of the 
children be recruited from the housing project. Pre-enrollment 
had begun at this school the previous spring and commitments to 
these children '"Jere honored. The community nursery, to further 
10ngGrange integration goals, had recruited several children from 
socioeconomic levels higher than those which characterized the 
larger research study. ' It was not possible through subsequent 
recruitment to bala.nee intelligence strata and sex-race categories. 
The high stratum for this class unit consisted of only one child 
while nine children were in the middle stratum, an obvious viola­
tion of the one-third 'l'ule. The sex·-ratio of approximately 50% 
males and 50% females also was not maintained. In addition, four 
of the six:teen children did not meet the age criterion of this 
study and were three rather than four years old before December 
one of the recruitment yeare 

Intervention 

The length of intervention, the daily schedule, the teacher­
pupil ratios, and other aspects of classroom mechanics in the two 
class uni.ts taught by paraprofessionals were patterned after those 
of the Ameliorative preschool described earlier. (See pp. 52-55.) 
A major E~ffort was made to insure that the teaching strategy 
employed by the paraprofessionals and the curricular units they 
implemented followed those of the earlier study which provided 
the basiEI for !~omparison. To fulfill thi s intent, a procedure was 
developed where~by a professional teacher acting as a supervisor 
provided inservice training for the three paraprofessional teachers 
under he1!:' d irection~ The supervisory teacher assumed full responsi­
bility for the long-range educational goals of the program and 
for the specif~c instructional plans and was present in the class­
room each day to assess the appropriateness of her plans for the 
children as well as the effectiveness of her paraprofessional 
staff in executing these plans. She did not, however, assume the 
role of classroom teacher herself except in ancillary ways, as, 
for example, in demonstration lessons or in the direction of the 
music p'rogram. 

Before each preschool session began, the three paraprofes­
sionals and their supervisory teacher met for a half-hour to rle­
view the specific lesson planfi for the day designed to implement 
the Ameliorative cu:rricula in math, language arts-reading readi-· 
ness, and social studies-scienc~. Vocabulary and concepts un­
familiar to the paraprofeSSionals were carefully presented by the 
supervisor before such material was taught the children. Role 

214 



N­
~ 

111 

Table I 

Initial Group Composition 

I f 
f I f i 

Me ... , Mean I Intelligence Strata Means Race Sex 

Group 
Binet I Binet 

N* CA IQ High N Middle N Low N Cau. Negro M 

. 

Professional 27 51.9 96.0 107.2 9 95.1 10 84.4 8 9 

~~ /1: 
I Paraprofessional (adult) 17 50.1 93.4 104.8 5 93.5 6 83.8 6 5 

LZ 111 I 

6 1 Paraprofeesional (teenage)*~ 16 48.8 90 .. 2 113,,0 1 92.8 9 82.7 ... 
11 10_ :> 

i I 
~ .i 

*Three children withdrew from the two class units taught by professional staff, and no data for 
these children are included in this report. An additional child was enrolled 1.n the class 
taught by adult paraprofessionals when the poor attendance of one child suggested that he might 
be dropped from t~~t program. His subsequent attendance improved, and both chi.ldren remained 
in the study. 

**The class unit staffed by teenage paraprofessionals was funded through th.e Offi.ce of Economic 
Opportunity for Leadership Development Program for Administrators of Preschool Centers for the 
Disadvantaged, Grants CG 8884 and CG 8889. 

F 
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playing was often c,hosen as the instructional ulooe during these 
planning sessions, with the professional and the paraprofessional 
taking turns as pupil and teacher. The value of well-planned 
lessons at the ch:f.ld's level and the merits of praise and success 
in fostering maxv~um learning and preventing discipline problems 
were stressed. 

After the dismissal of the preschool class, the staff met 
again for forty-five minutes to evaluate the completed preschool 
session and to plan for the following day. Each parapr()fessiotlal 
was provided an opportunity during the preschool session (during 
rest-time or during the music period which was generally tinder the 
direction of the supet"visory teacher) to x'ecord anecdotal material 
related to the individual performances of the five children in her 
instructional group. These observations were used as guides in 
developing appropriate lesson plans for the follOWing day. The 
supervisory teacher also presented a constructive critique of the 
teaching performances of the three paraprofessionals, offering 
specifi.c al ternatives where changes were desired.. In add! tion, 
each supervisor rated her paraprofessional staff on an evaluation 
scale three times during the preschool year and discussed these 
ratings with the teachers individually. 

The inservice training techniques adopted for the adult and 
teenage staff differed in relati.vely few ways. Because of the! r 
high-school schedules, the teenage paraprofessionals and their 
supervisor met only once each day, for forty-five minutes prior 
to the beginning of the preschool session. The major portion Qf 
this tUne was given to an explanation of the lesson plans for the 
day which included demonstrations, modeling techniques, and role 
playing. In addi1:ion, a typed version of each of the three lesson 
plans (math, language arts-reading readiness, and social studies­
science) was posted at the appropriate work table. Because the 
post-session could not be scheduled, less tim,e was available for 
the teenagers to evaluate the performances of individual children 
and more responsibility for child evaluation wa~ assumed by the 
supervisory teacher than was the case in the, classroom staffed by 
adult paraprofessionals. As a result, the teenagers were less 
able to contribute to lesson planning later in the year when the 
adult paraprofessionals were offering suggestions and improvisa­
tions. 

Evaluation Procedure 

To evaluate the effectiveness of paraprofessional staff in 
implementing a highly sp~~cific preschool instructional prograll.!l 
the performance on a standardized battery of tests of children 
taught by paraprofeSSionals was compared to that of children 
taught by profeSSional staff implementing the same instructional 
program. Intervention effectiveness was judged in terms of the 
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overall school readiness of disadvantaged children al9 represented 
1n the following test battery: 

1. Intellectual functioning as measured by the 1960 
Stanford-Binet Individual Intelligence Scale» Form L-M, administered 
prior to and at the end of the preschool intervention. 

2. Language de"elopment as measured by the Illinois 
Test of Psycholinguistic Abilities, experimental edi.tion, 1961, 
administered prior to and at the end of the preschoc)l intelvention. 

3. Visual perception as measured by the Frostig Develop­
mental Teat of Visual Perception j ~dmini8tered prio'r to and at the 
end of the preschool intervention. 

4. The Metropolitan Readiness Tests administered at the 
end of the preschool intervention. 

With the except:ion of the Metropolitan which was {administered by 
a trained tester., qualified psychological examiners administered 
all teats at a school site and were not info~ed of the program 
assignment of the children. 

RESULTS 

Statistical I~ocedure 

Statistical treatment c)f tht~ total battery data (Binet, ITPA 
total, Frostig, and MetropoJlitan) employed a multivariate analysis 
of covari •• nce using initial Binet, ITPA total, and Frostig scores 
as covariates. Sin(!e the M4~tropclitan was not given until the end 
of the prf~school year, scorc~s from this instrUInent were not avail­
able for use as covartates. A separate multivariate analysi61 of 
covariance of ITPA subtest data used the initial scores from the 
nine subtc~sts as covariates o When nrultivariate F's were signifi­
cant, Newman-Keuls tests at the .05 level were conducted in those 
instances when univa'riate F" s were also significant. 

Total Batt::.!!I 

lfhe l~ ratio for the mulltivariate test of equality of mean 
vectors f«)r the five instrumonts in the test-b",o battery was not 
8ignificant (Table 2). The performances of the Ameliorative classes 
taught by professional staff, adult paraprofessionals, and teenage 
paraprofessionals were nondifferential on all instruments, and all 
groups made nearly equal progress. Particularly on the assessment 
of general school readiness (Metropolitan) and visual perception 
(Frostig) were the similarities among performances striking. 
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Table 2 

Total Battery Multivariate Analysis of Covariance 

L F ratio for multivariate test of equ~lity of mean vectors - 1.2894 

df sa 10 and 100 P less th~~ .2467 
I 

Test 1 Test 2 Covaried Between Univariate p Variable Group N Mean diff. Mean Mean Mean Square F less than 

Binet IQ Professionals 27 96.0 14.3 110.3 1.11 15.6783 .4032 .6669 Paraprofessionals (adult) 17 93.4 12.5 105.9 - .64 
Paraprofessionals (teenage) 16 90.2 14.4 104.6 .56 

Frostig PQ Professionals 27 80.7 18.4 99.1 66.34 11.3699 .0822 .9212 Paraprofessionals (adult) 17 79.4 20.1 -" r:: 67:52 '::1.J I 
Paraprofessionals (teenage) 16 74.3 23.8 98.1 67.73 

Metropolitan Professionals 27 40.7 -18.24 51.1482 .9985 .3752 Reading Readiness Paraprofessionals (adult) 17 41.2 -16.41 Raw Score Paraprofessionals (teenage) 16 36.4 -20.01 

Metropolitan Professionals 27 10.7 -11.41 

I 
18.9691 1.8513 .1669 Number Readiness Paraprofessionals (adult) 17 8.4 -13.21 Raw Score Paraprofessionals (teenage) 16 8.0 -12.84 

ITPA Total Professionals 27 - 3.3 6.3 3.0 43.17 61.1276 2.2528 .1149 Language Age Paraprofessionals (adult) 17 - 5.5 4.4 - 1.1 40.49 Difference Score Paraprofessionals (teenage) 16 - 6.9 4.3 - 2.6 39.91 

NOTE: Initial Binet IQ, Frostig PQ, and ITPA total language age difference score were used as covariates. To relate 
language age to chronological age, a difference score was computed by subtracting a child's chronological age 
at the time of testing from his language age score. 
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.. Intellectual FunctionjEA 

The differences mentioned previously in the composition of 
the class unit taught by teenagers make comparisons of distributio~ 
of gains and gains by strata difficult. These data do, however, 
suggest that children taught by paraprofessionals did not make 
large gains as consistently as did the children in the Ameliorative 
program staffed by professionals. Seventy-four percent of these 
children made gains of ten or more points, but only 53% of the 
children taught by adul t paraprofessional~J made gains of this 
magnitude. Further, gains by strata, in no far 8S strata among 
groups were comparable, were not as consistent in either parapro­
fessional program. In the Ameliorative preschool staffed by pro­
fessionals, the gains of children in each of the three intelli­
gence strata rather closely approximated the mean gain. In the 
class staffed by paraprofessional adults, the gain of the five 
children in the high stratum was only half that of the six children 
in. t.he low stratum. In the program with teenage teachers, the 
mean gain of the six children in the low stratum (21.5 points) 
was reBponsible for a rather large proportion of the group mean 
gain (14.4 points). 

Language Develo~ent 

The F ratio for the multivariate test of equality of mean 
vectors for the nine ITPA subtests was not significant (Table 3). 
There were no significant differences among the subtest performances 
of the Ameliorative classes taught by professionals, adult para­
professionals, or teenage paraprofessionals. The disadvantaged 
children in the three groups in this atudy, as well as those in 
other similarly constituted groups throughout the research project, 
consistently demonstrated major initial deficits on three subtests: 
Auditory-Vocal Automatic, Auditory-Vocal Association, and Vocal 
Encoding. In addition to the specif:f.c aspects of language function"" 
ing measured, the ability to express oneself verbally is the common 
requisite for successful perfonnance on these three subtests. 
These sharply limited abilities are a crucial challenge to preschool 
teachers of the disadvantaged. 

Although subtest differences in this area did not reach 
significant levels, an important trend can be noted among the 
performances of th~ three groups. All groups entered the program 
with major deficits on the Auditory-Vocal Automatic subtest, but 
only the group taught by professional staff was functioning at 
its chronological age at the end of the preschool interventione 
These children made gains eleven months in excess of the program 
interval. Children taught by adult paraprofessionals made more 
modest gaips (four months) ~nd continued to demonstrate 8 substan­
tial deficit. Children taught by the teenage staff made negligible 
progress (one month), exhibiting a major deficit of fifteen months 
at the completion of the program~ A rather parallel pattern can 
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Table 3 

Multivariate Analysis of Covariance for the Nine ITPA Subtests 
. 

F ratio for multivariate test of 'equality of mean vectors • 1. 5296 

df • 18 and 80 P less than .1015 -
Test 1 Test 2 Covar1.ed Between Univariate P 

Variable Group N Mean diff. Mean Mean Mean Sc,uare F less than 
-

Auditory- Professionals 27 -10.8 10.8 .0 -10.56 209.8384 1.6500 .2028 
Vocal Paraprofessionals (adult) 17 -13.6 4.4 - 9.2 -15.04 
Automatic Paraprofessionals (teenage) 16 -16.6 1.4 -15.2 -19.42 

Visual Professionals 27 - 02 12.1 11.9 37.17 36.2340 .1351 .8740 
Decoding Paraprofessionals (adult) 17 - 3.7 12.8 9.1 34.37 

Paraprofessionals (teenage) 16 - 3.8 9.4 5.6 34.05 
, 

Motor Professionals 27 - 6.6 6.8 .2 44.15 489.8713 2.8677 ,0667 
Encoding Paraprofessionals (adult) 17 - 7.8 - .9 - 8.7 32.91 

Paraprofessionals (teenage) 16 - 9.5 2.8 6.7 34.69 

Auditory- Professionals 27 - 5.4 6.8 1.4 28.51 153.0205 2.7155 .0764 
Vocal Paraprofessionals (adult) 17 -12.6 8.7 - 3.9 27.19 
Assoda tion Paraprofessionals (teenage) 16 -11.4 3.6 - 7.8 21.32 

Visual- Professionals 27 - 6.4 7.9 1.5 73.47 119.5779 1.8395 .1700 
Motor Paraprofessionals (~dult) 17 - .6 - 1.5 - 2.1 69.93 
Sequencing Paraprofessionals (teenage) 16 - 5.2 7.4 2.2 75.88 

Vocal Professionals 27 -13.6 11.3 - 2.3 3.81 47.8093 .3271 .7227 
Encoding Paraprofessionals (adult) 17 -14.6 6.9 - 7.7 .38 

Paraprofessionals (teenage) 16 - 1.5 N 4.6 - 6.1 .62 

Auditory- Professionals 27 .9 5.3 6.2 3.98 140.8083 .8201 .41+65 
Vocal Paraprofessionals (adult) 17 1.4 5.2 6.6 5.02 
Sequencing Paraprofessionals (teenage) 16 - 3.1 .2 - 2.9 - 1.58 

Visual- Professionals 27 9.9 .8 10.7 98.05 552.1898 2.8529 .0675 
Motor Paraprofessionals (adult) 17 2.6 7.5 10.1 95.30 
Association Paraprofessionals (teenage) 16 - 2.2 1.0 - 1.2 84.30 

Auditory Professionals 27 1.9 .6 2.5 59.93 193.3825 1.3031 .2812 
Decoding Paraprofessionals (adult) 17 - 2.2 2.7 .5 59.84 

p.araprofeseiona1s ( teenage) 16 - 4~7 11.1 6.~:. 67.23 --NOTE: Initial langeage age difference scores (in months) from the nine ITPA subtests were used as covariates. 
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be seen in the pre- and post-intervention performances on the 
Auditory-Vocal ~Jociation subtest. Again all groups had large 
initial deficits and again only the children taught by professional 
staff demonstrated a nondeficit test-two per'formance. The gain 
made by the children taught by adult paraprofessionals, however, 
was actually the largest of the three gains~ and their relatively 
minor deficit at test two reflects the magnitude of their initial 
deficit rather than inadequate progress. The children taught by 
teenagers again made the least progress (only four months) and 
performed re1a.tively poorly on test two. On the; Vocal Encoding 
subtest the class unit assigned to the teenage sltaff did not show 
the initial major deficit demonstrated b~ the other class units 
in this study or in the larger research project. An examination 
of individual subtest scores reveals that five of the relatively 
higher socioeconomic status children included in this class unit 
scored far above their age level on this subtest and helped to 
produce an inflated mean. Nine of the sixteen children in this 
class unit did, however, demonstrate deficits in Vocal Encoding 
which ranged front 12 to 21 months, On this important subtest only 
the children taught by professional staff achieved an essentially 
nondeficit test-two performance~ The children taught by adult 
paraprofessionals made good progress (7 months in excess of the 
test interval) but maintained a relatively large deficit of 8 
months. The children taught by teenagers, in spite of their 
atypical initial performance, regressed five months during the 
preschool program, aud their test-two deficit approached major 
proportions. Quite clearly, then, on the three subtests related 
to the critical area of major deficit, verbal expressive abilities, 
the effE~ctiveness of the paraprll)fessional staffs did not match 
that of the professional te.echers. Supervisory teachers of both 
paraprofessional staffs were aware of this discrepancy early in 
the program, particularly in regard to the role of the Ameliorative 
teacher in providing a specific language model for the child to 
pattern. 

On one other subtest, Motor Encodin&, differences in test-two 
performances merit comment. Initially the three groups of chil­
dren showed substantial and relatively comparable deficits (7 to 
10 montha).. Only the children taught by professional Eltaff achieved 
a nondeficit test-two performance. The children taugh1l; by teenagers 
showed little progress and those taught by the adult plaraprofes­
sionala actually demonstrated a small loss. Both groups remained 
substantially deficit. The supervisory teachers noted that the 
paraprofessionals at both age 1eve~ tended to show somewhat inhib e 

ited motoric involvement when demonstrating 'materials, when acting­
out stories, and when directing musical activities and group exer­
cises snd games. The adul t paraprofessionals were. reluctant to 
initiate and carry out these kinds of activities, and the teenagers 
often exhibited embarrassment before each other and the supervisory 
teacher and self-consciousness with the children. In general, 
these staff members found it difficult to respond in situations 
which demanded motoric spontaneity. 
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CONCLUS IONS 

The staff variables exploTed in this study (professional, 
adult paraprofessiona1 j und teenage paraprofessional) did not 
produce significantly differential performances on any component 
of the evaluation battery. Only minor qualifications need be 
made: (1) There is some evidence that children instructed in 
the Ameliorative curriculum by paraprofessionals did not achieve 
large IQ gains as consistently as did the children taught by pro­
fessionals. (2) IQ gains by intelligence strata in classes 
taught by paraprofessional. staff were not as uniform as those in 
classes taught by professional teachers. (3) Relatively poor 
performances on the Motor Encoding eubtest of the Illinois Test 
of Psycho1inguistic Abilities and on the' three subtests related 
to verbal expressive abilities were demonstrated by children 
taught by paraprofessionals. Genel'a11y, however, the results of 
this study clearly endorse the feasibi11.ty of allevi(&ting preschoot 
staffing problems through employing paraprofessional teachero who 
receive sustained inservice tr.ining and daily supervision. The 
paraprofessionals, adult and teenage, who participated in this 
study did indeed demonstrate the ability to implement the highly 
specific instructional program developed in the Ameliorative pre­
school as effectively as professionally trained teachers. 

CONSIDERATIONS INVOLVIID IN 
PARAPROFESSIONAL STAFFING 

Although the anB1y~ls of the evaluation battery did not 
reveal significant differences between the group taught by the 
adult paraprofessionals and the group instructed by teenagers 8 

the supervisory teachers in written evaluations of their respec­
tive staffs described conspicuous and pe~tinent variables. The 
performances of the adult paraprofessionals in all aspects of 
these evaluations were rated superior to those of the teenage 
teachers. Such 8 result is, of course, not surprising since the 
girls who participated in the high school work-study program were 
considered drop-out prone and the cooperative work program had, 
in fact, been instituted by the high school as a means for holding 
such studer..t9 in school. A1 though the paraprofessionals at both 
age levels lacked teaching experif!nce and knowledge concerning 
the goals of a preschool and the methods for achieving such 80a1s, 
the teenagers failed to acquire n genuine sense of commitment to 
the program which the adult paraprofessionals (all mothers them­
selves) developed almost immediately. The teenagers exhibited 
rather chronic absenteeism whi/c,h was never demonstrated by the 
adu1 t paraprofessionals. Per8(.)nne1 turno,ver was higb among the 
teenage staff; One girl left after six weeks to be married; one 
left during the first aemeste~ because of pregnancy; one left 
after a week because of inadequate reading skills which made it 
~os8ib1e for her to follow written leseon plans or to read 
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stories aloud to children. A total of six girls served as teachers 
in this classroom while the three adult paraprofessionals remained 
with the program to the end. These personnel problems placed 
unusual demands on the supervisory teacher for the teenage staff. 
She found it nec:essary, for example, to teach for six consecutive 
weeks because a suitable teenage replacement could not be found. 
Even under routine circumstances she was required to teach once 
or twice a week because of the high absentee rate of the teenagers. 
It is very possilb1e that the creditable performance of the children 
in this class un:Lt may be in large measure due to the dedication 
and energy of th4~ supervisory teacher rather than to the effective­
ness of her teenage teaching staff. 

The teenagers tended to be somewhat defensive about sugges­
tions which seemed in any way critical of their work. They often 
saw the supervisor as "another high school teacher," an authority 
figure 'with whom they did not :f.dentify and toward whom they felt 
somewhat rebellious. The adult paraprofessionals, on the other 
hand, viewed their supervisor as "part of the team" and were 
eager to extend their responsibilities within the classroom and 
to participate in planning and evaluation sessions. The supervi­
sory teacher of the teenage staff felt that although these young 
teschers acquired many of the skills necessary to present currie­
ulum,ntJteria1s to young children and to handle discipline prob1em.s 
in a constructive m~nner, their growth as teachers was limited 
because they did not adequately develop the ability to evaluate 
objectively the prc)gress made by the children within their instruc­
tional groups. They tended to characterize individual performances 
in global terms (!!just fine" or "terrible") and to demonstrate few 
insights into 8 child's specific learning problems and the appropri­
ate help they might provide. Often the teenagers were unable to 
go beyond their own needs and interests and sense the needs of 
the children ~nd of the overall program. They were, aftex all, 
adolescents with adolescent problems who found it difficult to 
focus thought and energy beyond their immediate concerns of per­
sonal appearance and social relationships. The young mothers 
found less difficul ty in observing and evaluating 4::hild behavior 
and became rather ardent and articulate promotors of the preschool 
program. 

The teenagers saw little relevance in this work experience 
for their occupational future while the paraprofessional adults 
seneed the relevancy of this experience to their roles at home 
and in the community and considered such training pertinent to 
future employment goals. While each supervisory teacher agreed 
that her staff had gained knowledge, techniques, and understanding 
during their service at the preschool, there seemed little ques­
tion that in terms of transfer to the field the inservice training 
of adult paraprofessionals (in this instance young mothers) indig­
enous to the poverty area as teachers of disadvantaged children 
was a more feasible tactic than was a sUmi1ar program for teenage 
girls. It must be remembered that these very encouraging results 
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were obtained with inexperienced people in a training program 
which ran for only seven months. The supervisor of the adult 
paraprofessionals believed that in subsequent years her staff 
would become even more effective teachers. In fact, she consid­
ered one member of her paraprofessional staff competent to teach 
independently and, perhaps of even greater importance, qualified 
to serve as a supervisor-trainer of other paraprofessionals. 

It might have been assumed that implementing a highly struc­
tured instructional program would make the training of parapro­
fessional staff even more arduous. This did not prove to be the 
case. The supervisor of the adult paraprofessionals felt that 
the choice of the Ameliorative curriculum may have been cri ti.cal 
to the success of the program. Structured programming proved to 
be a rather ideal vehicle for training paraprofessionals: (1) The 
paraprofessional teacher approached her teaching with confidence 
since she knew precisely what she was to do. (2) She was able 
to evaluate immediately her effectiveness as a teacher by observing 
the child's performance on defined tasks. (3) She could see th~ 
specific resul ts of her efforts in the day-to-day developm.ent of 
the children. Although these observations were required to imple­
ment the structured curriculum, they also served to reward teaching 
efforts by emphasizing child growth~ 
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The Effects of the Ameliorative Program 
with a Class of Low IQ Children 

Merle B. Karnes, Audrey S. Hodgins, 
and James A. Teska 

The class unit definition of this research project (one third 
of the children with initial IQ's of 100 and above; one third, 90 
through 99; and one thf,rd, 70 through 89) resul ted in a mean IQ for 
each class unit hi.gher than the met.ltl of the population screened. 
~onsequently, high strata were difficult to fill, and recruibment 
each year resulted in low strata fSubjecte who cO~.lld not be placed. 
In the third year of the project, the fifteen four-year-old disad­
vantage~ children for whom there were no vacancies in low strata or 
who fell below the cut=off of 70 were enrolled in a single class 
whose definition was an IQ below 75. It was assumed that these 
scores validly represented the level of intellectual functioning 
of the children, since qualifie4 psychological examiners had admin-

r 1 

istered the tests. It was not -'assumed, however, that a more cOtll'plete 
psychological evaluation would have resulted in a diagnosis of mental 
r.etardation for many of these childr.en. The subjects w~ not la- . 
beled retardates, although the teaching staff was aware of the 
atypical composition of this research class (Table 1). 

Table 1 

Initial Group Composition 
... '-

Mean Binet CA Binet Mean Race Sex 
N in Months IQ Range Binet IQ Cau. Negro M J:." 

15 49.7 37 - 74 66.4 4 11 10 5 

Classroom mechanics, teaching strategy, and curricula were 
essentially the same as those provided other Ameliorative classes 
(pp. 52-55). Teachers anticipated, of course, that these children 
might not cover certain units of work since similar curricular 
accommodations had previously been made between high and low str.ata 
children in other classes. The basic intent of the research was to 
evaluate the effectiveness of the Mneliorative program with this 
atypical group rather than to devise a new intervention prog~am. 

~!ESUL'1'S AND DISCUSSION 

Since no coptrol group was available for comparison with this 
atyp:l.cal class and since the other research class units, obviously 
not drawn fram the same population, could not be used for direct 
statistical comparison, the evaluation of this group relies 9nly on 
a consideration of gains. 
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Intellectual Functioning 

The Stanford-Binet IQ gain of 21 points made by the low IQ chil­
dren was statistically signifiicant at the .00l. level (Table 2). This 
gain exceeds the gain of 13.8 'points made by the twenty-four chil­
dren who participated in th~~ two earl f.er Ameliorative classes (p. 64). 
A somewhat more appropriate.: compari,son can be made wi\th the seven 
children in the low strata (70 through 89) in these tw'o class units 
who had an initial IQ mean of 84.6 and made a gain of 16.0 IQ points. 

Table 2 

Mean Stanford-Binet IQ 
. 

Test 1 Test 2 Differenf!e t Level of Significan~e 

66.4 87.5 21.1 9.34 .001 
,-

The consistency with which the children in the earlier Ameliora­
tive classes made gains was also demonstrated by the low IQ children 
(Table 3). No child made a gain of less than five IQ points and 80% 
of the children made gains of 15 or more points. Although IQ strata 
as defined in the earlier stu~y did not exist within this group, the 
gains of the relati'vely high IQ children (70-74) were paralleled by 
the gains of the lowest children in the class (Table 4). The uni­
formly Subst41ntifid gains in intellectual functioning of the low IQ 
~hildren reflect the effectiveness of the Ameliorative program with 
children who demonstrated a sharply limited potential for school 
success. 

Table 3 

Distribution of IQ Gains 

Gain in IQ POiIlts Percent N 
-

35 - 39 7 1 
30 - 34 7 1 
25 - 39 20 3 
20 - 24 27 4 
15 - 19 20 3 
10 - 14 7 1 

5 - 9 13 2 
o - 4 0 0 
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Table 4 

Binet IQ Gain by Initial IQ Level 

Initial IQ Level N Mean IQ Gain 

70 - 74 7 20.6 
60 - 69 6 21.7 
59 and below 2 21.0 

Langy~e Deve1~!:p-ent 

Assessment of the language development which occurred during 
this program i:s extremely difficul t since many low IQ children were 
initially unable to perform on various ITPA subtests and were 
arbitrarily assigned the lowest language age score provided in the 
normative tables, following the precedent of the earlier studies. 
This convention had little influence on the subtest means reported 
in the earlier studies because few children were given such scores; 
however, in this study the influence of this convention was criti­
cal, and initial scores do not reflect the magnitude of deficit 
(Table 5)ffl Since the initial level of deficit could not be assessed 
with accuracy, statistical tests of gains were inappropriate. To 
some extent, the positive impact of the program can be seen in the 
inc'reased numbers of children scoring within the subtest norms at 
test two ('lIable 6). At test one, essentially none of the fifteen 
children were able to perform on four subtests; on two additional 
subtests~ nine children scored below the norms. At test two, with 
the exception of the Auditory-Vocal Automatic subtest, virtually 
all of the children fell within the nonnati've range of this instru-
ment. 

After the program intervention!' when the low IQ children were 
generally able to score in the range of the ITPA norms, substantial 
deficits remained, particularly on subtests requiring expressive 
abilities. Severe deficits (over 12 months) were found on five 
ITPA subtests and sizeable deficits were shown on the other four. 
The extremely limited verbal development of these children, even 
after the intervention program, suggests that their academic 
potential will continue to be restricted. 
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Table 5 

ITPA Language Age Difference Score 
Means in Months 

ITPA Test' 1 Difference 

Auditory-Vocal Aut(Datic -20.6 -4.4 
Visual Decoding -14.9 8.2 
Motor Encoding -19.1 -1.5 
Auditory-Vocal Association -20.0 3.7 
Visual-Motor Sequencing -14.6 .6 
Vocal Encoding -22.1 2.8 
Auditory-Vocal Sequencing - 6.9 -4.0 
Visual-Motor Association - 9.7 1.8 
Auditory Decoding -14.1 5.0 

Total ITPA -17.2 2 .. 9 
~ 

Test 2 

-25.0 
- 6.7 
-20.6 
-16.3 
-14.0 
-19.3 
-10.9 
- 7.9 
- 9.1 

-14~3 
J 

NOTE: To relate language age scores to chronological age, a 
difference score was computed by subtracting a child's 
chronological age at the tfme of testing from his language 
age score. 

Table 6 

Number of Children Scoring below 
ITPA Norma 

ITPA Test 1 

Auditory-Vocal Automatic 13 
Visual Decod ing 9 
Motor Encod ing 13 
Auditory-Vocal Association 12 
Visual-MOtor Sequencing 9 
Vocal Encoding 12 
Auditory-Vocal Sequencing 5 
Visual-MOtor Association 3 
Auditory Decoding 6 

Total ITPA 7 
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7 
0 
1 
1 
4 
1 
1 
2 
2 
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SUMMARY 

This discouraging school prognosis at test o~o (a mean Binet 
IQ in the slow-learner range and substantial deficit.s on all ITPA 
subtests) does not invalidate the very real progress made by the 
low IQ children in the Ameliorative program. During the nine­
month program interval, the mean Binet mental age of these chil­
dren increased 19 months and their ITPA total language age, 12 
months -- ~emarkable progress for a group of children whc)se initial 
mean IQ wa~ 66. Clearly, a one-year intervention at this age for 
this population is not adequate, alrld earlier and sustained interven­
tion may well be required to effect the level of change necessary 
for successful school perf0I"m81llCe :for a substantial number of these 
children. 
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INFANT INTERVENTION 
STUDIES 

The Effects of Early Education 
with Disadvantaged Infants 

Samuel A. Kirkl 

Du:dLng the past decade many researchers ha,ve been intorested 
in the cognitive, language, and perceptual development of young 
disadvantaged children. The literature is now replete with articles 
which demonstrate that intervention at the preschool level produces 
acceleration in rate of growth in psychological functions as mea­
sured by standard intelligence tests. 

Several major theoretical and practical questions evolve from 
the results of preschool intervention. One question deals with the 
stability of the gains during the preschool level. Some data in­
dicate that IQ's and other indices of development tend to rise dur­
ing the period of intervention, but also tend to drop after the 
children enter school. Another question is whether the early ac­
celeration, even if it is maintained, results in accelerated school 
achievement when compared to that of children who did not receive 
preschool intervention programs. A third question relate. to the 
kind of preschool intervention that produces the most effective 
gains. A fourth question, which is the topic of this report, re­
lates to the relative ef.fects of providing intervention at various 
ages. The basic question is whether intellectual functioning can 
be stimulated more effectively at a very young age than at the 
age of four or five. 

There is same precedence for believing that sttmulation at 
the age of one or two is more effective for disadvantaged children 
than intervention at the age of five. The evidence for il~his 

point of view is meagre, and sometimes is inferred from diverse 
data. For example, Kirk (1966) compared studies which b4~gan at 
different ages. Figure 1 shows the results of Skeels study (1939) 
where intervention began at ages 1 to 2 with Kirk's results where 
intervention was initiated at an average age of 4% to 6 and the 
studies of others where intervention began at age 6. It will be 
noted that within both the Skeels and 'the Kirk groups the training 
groups made significant increases, while the contrast groups de­
clined. The Skeels group, however, in which training was initiated 
between ages 1 and 2, made more progress than did the training 
group of Kirk. The other groups initiated intervention at age 6, 
but did not have control children who did not attend school. The _.es 6 groups did not make as much acceleration in rate of mental 

lAppreciation is extended to Dr. Will Beth Stephens who was in 
charge of this project during its initial stages and who did the 
Qriginal testing and evaluation and WTote the design report. 
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development as d:ld the Kirk group where intervention began at the 
average age of 4\. If 1these comparisons have merit, it would appear 
that the earlier the intervention, the greater the increase in rate 
of mental development. It should be pointed out, however, that the 
comparisons of different groups are not adequate proof. One diffi­
culty in this comparison, for example, is that the Skeels group 
and the three groups that began intervention at age 6 di.d not in­
clude children with organic pathologies. Within the Kirk group 
one-half were children with organic pathologies. 

Bloom (1964), in his studies on the stability of intelligence 
test results, estUmated that 50% of intellectual development takes 
placE~ between conception and age 4, about 301. between ages 4 and 8, 
and about 201. after age 8. 

It would appear from these sporadic results and opinions that 
intervention for disadvantaged children should be initiated as 
soon as possible after birth and before the age of 4. 

To test the notion that intervention in early childhood was 
most beneficial, the present experiment was designed with disad­
vantaged children. The general problem was to compare children 
who received intervention at ages I to 2 with children who did 
not receive interventio~ and also to compare both groups with 
their siblings who received no intervention before age 4. 

METHOO 

~e Plan of the ~per~ent 

From a group of disadvantaged children admitted into a pre­
school at the age of 4, 30 siblings between the ages of eight 
months and two years were selected for the exper~ent. These 
thirty infants were divided into two groups, an experimental and 
a control group. The fift~en experimental children received daily 
one-hour training in their homes for one year and were then admitted 
into a preschool of three-year-olds the second year. The experi­
mental children were compared with the controls after the first 
year and again after the second year. In addit:i.on, the test scores 
of both the experimental and control groups werle compared with the 
test scores of their siblings when they had been admitted into the 
preschool at the age of four. 

Specifically, the children (four-year-olds and infant siblings) 
came from families who were on the rolls of Aid. to Dependent Chil­
dren or Family care, who resided i.n Federal hOlllsing projects, or 
who were identified by public scho(.l authoritie!s as being disadvan­
taged. All infants were examined with The Cattell Infant Intelli­
gence Scale. Those who had IQ's between 80 and 120 and who did 
not evidence organic pathology on medical examinations were selected. 
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This group of thirty infants was divided at random and assigned to 
the following group.: 

1. Fifteen male and female subjects, eight month. to 
two years, were assigned to an experimental group who would receive 
one hour tutoring in the home eagh day (exper~enta1 group). 

2. Fifteen male and female .ubjects, eight months to 
~o yeara, who would not receive tutoring in the home (control 
group). 

characteJ;isticI of tpe Subjects 

Table 1 presents the Cattell Infant Intelligence Scale IQ 
for the Expertmenta1 and Control groups and the Stanford-Binet 
Revised IQ for the four-year-old siblings. Attrition the first 
year reduced each group by one ease, and the data, therefore 
reflect fourteen control and fourteen expertmenta1 cases. It 
will be note.d from Table 1 'that the experimental and contr.o1 groups 
were of the same age and IQ on initial testing. There were, how­
ever, two white children in the exper~ta1 group and _ix white 
children in the control group. 

Table 1 

Characteristics of the Group. !rior to Training 

Males 
Females 
White 
Negro 
Mean C.Ae in months 
Mean M.A,. (Cattell) 
Mean IQ (Cattell) 

Mean IQ (Bin~t) of older. siblings 

Iestl Administered 

Experimental 
Group 

N-14 

7 
7 
2 

12 
16.9 
16.8 
98.9 

92.1 

Control 
Group 
.. 14 

8 
6 
6 
8 

17.0 
16.9 
99.2 

94.1 

Tests and evaluations were adminiatered to the thirty lnfaftts 
before the expertment and at the end, as follows: 

a) During pretesting the following tests were adminis­
tered: (1) The Cattell (1960) Infant Intelligence Scale, 
(2) Ca1dwe11os (1966) Assessment of Home St~lation, (3) The 
Fe1s Pa~ent Behavior Rating Scales (Baldwin, Ka1horn, and Breese, 
(1949), (4) Fokes (1965a) Outline of Language Development, 
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(5) An Instrument for Assessing Infant Psychological Development 
(Uzgiris and Hunt, 1966), (6) a pediatric examination, and 
(7) Fokes (1965b) Outline of Motor Deve10p0ent. These tests and 
evaluations were administered initially for the purpose of studying 
the children and aiding in organizing a tutorial program in the 
hameo The tests and eva1uationl have been described by Painter 
(1968). 

b) Posttesting evaluations were made after one year 
of tutoring and after one year of preschool. Posttests that are 
here ~eported are (1) the Stanford-Binet, Revised Fo~ L-M, and 
(2) The Illinois Test of Psycholingulstic Abilities (expertmenta1 
edition). Theae tests were g:tven only as posttests since the 
children were too young for these testa during the initial atages. 

Description of Thirty Infante 

Table 1 gives the race, sex, mean chrono10giea1 ages, and 
Cattell IQ's of the exper~ental and control groups. The intelli­
gence quoti.ents of the 30 subjects ranged freD 86 to 118. Ir~ 
mot~r development the two groups were commensurate with age level. 
COIDl1OIl, but not severe, deficits were noted in the areaa of lan­
guage development and symbolic representation. 

Medi(.~al examinations re'V'ea1ed 3 subjects posse:ssed a cardiac 
condition termed "heart murmur." Because 8 of the 30 subjects 
had hemoglobin levels below nine, they were c1ass~d as having 
severe anemia or hypochramemia. The incidence of respiratory 
al1ments and other childhood illnesses was high during tbe initial 
atages of the project and substantially hind.ered the experimental 
group's participation in tutorial Bes~1ODs. 

MtGuire and White (1955) estimate social c1nss under the 
catesoriel of upper-class, upper-,midd1e, lower~idd1e, upper-low.r, 
and lower-lower. Range of scores for the 30 subjects included in 
the present ltudy rated the subjects as "lower middle" (48) to 
"lower low" (84). Mean score was 69.5 (lOW'er-lfN) for the 14 
exper~nta1 ~bject8, &nd 73.6 (l~ler-low) for the 14 control 
lubjects. 

A description of the homes and parents is furnished by a 
~etiew of the ratings on Caldwell's Assessment of Home Sttmu1atiooo 
LtYiDa ~onditiOOI frequently were crowded.. E1~ghteen of the .ubjectl 
c_ fran fami11el of six or more. All but 3 of the 28 subjectl 
~ .. Wed in home. which provided 150 square feet or lese of living 
.pace per perlOO. Thirteen children had homell with less than 100 
.qual'e feet per person. Seven of t:he homel "ere rated a3 clean 
aDd well kept; seven mai.ntained a su,rface cleanliness, five were 
ill-kept, four dirty, and. six filthY and unsanitary. 
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Matriarchal family patterns were characteristic. Only 7 of 
the 29 sets of parents were married and living together at the 
time of the interview. In all other cases the parent responsible 
fCJI:[ the child was the mother. In Ollie instance the spouse was 
deceased; nine mothers were separated from their husbands p and 
one was divorced; eleven were unmarried. Generally the mother 
had opportunirJ to be with the child the major portion of the 
ttme. Twelve of the mothers were unemployed; six engaged in 
seasonal part-t~e work; seven, in regular part-t~e work; and 
three worked forty hours a week. 

Characteristic of the homes was the lack of children's equip­
ment. Both books and toys which were appropriate for the child's 
age level were used in only six of the twenty-nine homes. Nine 
homes had toys but no books. In two homes toys were available 
but seldom used; while twelve homes had very few or poorly chosen 
toys, and one home had none. 

Means and inter-rater reliabilities for the experimental and 
control groups on the seventeen variables assessed by Fels Parent 
Behavior Rating Scales are set forth 1n Table 2. Provision was 
made for scores which ranged from 0 to 90, with the higher ratings 
being the more pORitive ones. 

Review of individual ratings reveale~ that extreme scores 
tended to be negative (low) rather than positive (high). Perusal 
of ratings for all thirty subjects on the 17 variables disclosed 
only seven ratings of 70 or above versus 44 ratings of 20 or 
below. Noteworthy attitudes common to these homes appeared when 
consideration was given the six variables which received lowest 
mean ratings and the two which received highest mean ratings. 
These homes in general were characterized by lack of restrictive­
ness. Standards and regulations tended to be liberal and freedom 
was allowed in matters cOlIlDOnly subject to regimentation. When 
the parent did recognize misconduct the penalties often were too 
mild to have motivating power. The ~ge of the subjects probably 
influenced the parents' tendency to disregard misconduct, to omit 
explanation regardbl.g requirements and penalties, and to avo:td 
deliberate training of the child in mental and motor skills. 
However, these same attitudes were maintained in the parents' 
interaction with older siblings. Most attempts were restrained 
on occasion, and in same instances tl~re was a complete lack of 
deli'berate training. Nonetheless, at'tempts at self-help usually 
were not discouraged and conditions of general babying or over­
protlectiveness seldom existed. The tendency was to withhold aid 
as the child sought solutions for minor problems. Althougb under­
standing of the child's needs and capacities (functional parental 
intel.ligence) was limited, these parents were affectionate, and in 
most instances a psychological closeness characterized the mother­
child relationship. Extreme hostility or open rejection by the 
mother for the child was not found. Although child neglect was 
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Table 2 

Fels Parent Behavior Rating Scales: Mean Ratings 
for Experimental and Control Groups 

and Inter-Rater Reliability 

Variable 

1. Adjustment of Home 

2. Restrictiveness of Regulations 

3. Severity of Penalties 

4. Clarity of Policy 

5. Coerciveness of Suggestion 

6. Accelerational Attempt 

7. General Babying 

8. General Protectiveness 

9. Direction of Criticism 

10. Affectionateness 

11. Chi1d-Centeredness of Home 

12. Duration of Contact 

13. Intensity of Contact 

14. Justification of Disciplinary 
Policy 

15. Readiness of Explanation 

16. Understanding 

17. Rapport between Parent and Child 
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Experimental 
N-15 

41 

41 

40 

45 

47 

31 

38 

42 

38 

52 

38 

43 

45 

34 

41 

34 

50 

Control 
N==15 

40 

37 

33 

42 

35 

32 

38 

39 

43 

50 

41 

49 

46 

39 

46 

37 

52 

Inter-Rater 
Reliability 

.86 

.73 

.78 

.69 

.80 

.71 

.80 

.88 

.82 

.71 

.80 

.89 

.90 

.77 

.76 

.. 93 

.85 



noted in two cases there was no suggestion of child abuse in any 
of the homes. 

Development of Tutorial Pro~am 

Because each of the fifteen expertme~tal subjects was found 
to be proceeding normally in motor develOl~nt, the initial phase 
of the program, while essentially 8ensory·~tor, emphasized eight 
arcaas of cognitive development: (1) langtJage, (2) symbolic 
rel~resentation, (3) space, (4) number, (5) classificatiol1, 
(6) t~e, (7) reasoning, and (8) ~itation. After an initial 
exploratory period, tasks designed to promote learning in these 
areas were organized on the basis of a developmental sequence. 
Work on symbolic representation iIi here cited to illustrate 
technf.ques utilized in the tutoring program. 

Initially pictures had no interest or meaning for the majority 
of these subjects. Attention centered on the manipulative value 
of the paper and scant heed was given the picture. In an effort 
to promote interest and recognition, life-sized, realistically 
colored pictures were selected which represented objects fomld in 
the child's daily environment. When these were presented, the 
children continued to evi.nce no sign of recognition. Therefore, 
a decision was made to present reali,stic pictures of oranges while 
the tutor and subject wel~e engaged ill. peeling and eating an orange. 
The task required the child to put half of the orange in an envelope 
to which a picture of half an orange was attached. Later an apple 
and an envelope with an attached picture of an apple replaced the 
orange. Still later envelopes for both the apple and the orange 
were placed ir~ front of the child and he was requested to ''put 
the orange in the bag," or "put the apple in the bag." Correct 
placement was made using the pictured orange or apple 8S the 
cue. As bananas, peaches, and other fruits were introduced, it 
became necessa7:Y for the child to discriminate between fout' pic­
tured objects to achieve corrE~ct placemente . Following thf.s, the 
task was expallded to include ~Iuch everyday objects (and theil' 
envelope picture) as bottle, shoe, sock, and comb. After 8u~cess 
was achieved in this activity, the child identified these same 
items in picture books. In this manner the tran.sition from con­
crete object to pictorial representation was made, and nurae~l 
books which contained these pictured items began to l~ve interest 
and meaning for these culturally disadvantaged subjects. Thu. 
the tutorial approach for the eight cognit1~re areas consisted of 
(I) locating the child developmentally in a particular area, 
(2) devising methods which would aid transition from one develop­
mental level to the next, and (3) dividing the training task into 
a sequence of activities. The tutorial program is described in 
detail in Painter (1968). 
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The Second-Year Program 

At the conclusion of one yeares tutoring, the fourteen experi­
mental children were placed in a half-day preschool for a seven­
month period. The program provided WEtS similar to the first year 
of the program described by Karnes in this report (Earlier Inter­
vention: Effects of the Ameliorative :Program Initiated with Three­
Year-Old Children and Maintained for Two Years). 

RESULTS AND DISCUSSION 

The results of this expertment compare the exper~ental group 
of fourteen children who received one year of tutoring at home the 
first year and in the second year attended the Ameliorative preschool 
where a structured program was provided for two hours a day with a 
control group of similar disadv'antaged children who did not receive 
early education for the two-year period. The two groups are also 
compared to their older siblings who were examined at the age of 
four before receiving preschool educationlt The two major methods 
of measurement of progress at this t~e are the Stanford-Binet 
(Form L-M) and the Illinois Test of Paycholinguistic Abilities, 
the latter given only at the end of the experiment. 

Changes in Rate of Mental Developmen~ 

Figure 2 presents a comparison of the changes in intelligence 
quotients of the experimental a.nd control groups CT"er the two­
year period. 

The exper~ental and control children had IQ's of 98.9 and 
99.2 respectively on the Cattell Scale of Intelligence at the 
beginning of the experiment, when their average age was l6~9 and 
17.0 months respectively (Table 1). The only difference between 
the groups was the fact that the expertme~tal group of 14 children 
had 12 Negro children, while the control group had 8 Negro children. 

It will be noted from Figure 2 that the experimental group 
gained approxtmately 5 points 1n IQ during the year in which they 
had tutoring at home for one hour a day, and gained an additional 
11 points in IQ the second year when they were trained in the 
structured Ameliorative program. The Control group, 011 the other 
hand, decreased in IQ from 99.2 to 96.9, a drop of 2 IQ points 
during thE! first year. The second year, while they were still at 
home, they advanced to an IQ of 102, or an increase of approx~tely 
5 IQ pOints. 

These comparisons should be made with caution. The fi.rst 
IQ was obtained on the Cattell test, whereas the second and third 
test scores were obtained on the Stanford-Binet. Consequently, 
it is questionable whether direct comparisons can be made. The 
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Catt.ell test was administered to determine whether the groups 
selected were equal in age and measured intelligence. The direct 
comparison that can be made, therefore p f.8 a comparison of the 
groups at different time intervals, rather than a comparison over 
time on tests that are questionably comparab1e o 

Although the control group nominally stayed at home, a fo11ow­
up showed tlmt three of the 14 cont.ro1 children attended a day 
school and Head Start during the second year. These children 
increased their IQ's during the year by 9 j 11, and 17 points, 
thus inflating the increase made by the control group as a whole. 
Subtracting these three scores from the group; the mean increase 
of the remaining children was only 3 points. 

The statistical analysis shown in Table 3 8uggestssevera1 
generalizations. 

1. The experUmenta1 and control subjects had no signifi­
cant differences in age and IQ at the beginning of the expertment. 

2. When tested on the Stanford-Binet after one year of 
tutoring, the Experimental group had a mean IQ of 104, while the 
control subjects had a mean IQ of 97, a difference of 7 IQ points 
between the two groups. This was statistically significant at 
the .05 level. 

3. After one year of group instruction in a preschool 
for three-year-01ds, the eh~er~ntal chi1~ren obtained a mean 
IQ of 115, while ti~e control children obtained a mean IQ of 102, 
a difference of 13 IQ points. This wa. statistically significant 
at the .005 level, in spite of the fact that three of the control 
children attended a preschool during the year and showed an average 
increase in IQ of 12 points, thus inflating the gains made by the 
control group as a whole. Wi,thout these three, the increase of the 
control group was only 3 IQ points. 

As was noted, the difference between the glC'OUpS after one Yf~ar 
of tutoring in the home was 1 pOints. Although this is statistif:al1y 
significant, there is always the question of whfether this differlence 
has psychological significance. Ordinarily, BI-)'I,lrts in IQ come d'uring 
the initial stages of instruction with a plateau or only slight in­
crease the second yeare The results here are the reverse. The 
.ecolld yea.r's instruction in a g1:'OUp IIhowed a wider df.fference than 
that of the first year. 

Pl~eBchoo1 results for the three-year-old expertmental group 
are s~11ar to those obtained by Karnes, Hodgins, Stoneburner, 
Studley, and Teska (1968) during the first year of • two-year study 
with three-year-01ds. Her preschool group gained 17 points, whereas 
~er control group lost 3 points. 
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Me.an 

Variance 

Diff" 
between 
means 

t value 

Level of 
significance 

- - ~ j - ..... ~ , ~ 

-

Table :3 

A Comparison of Pre- and Posttests for 
Experimental and Control Groups 

-
Pretest Test after 1 year 
Cattell Binet --

Exp. Cant. Exp" Cant. 

98.9 99.2 104.0 96.9'i'( 

45.78 69.02 123.71 70.78 

0 .. 3 7.1 

• 

.01 1.84 

NS • 051rl~ 

Test after 2 years 
Binet 

Exp. Cant. 

114.9 102.0 

96.26 143.71 

12.9 

3.00 

.005')'C"/' 

~"Four of the control children received the Cattell, and these 
scores are included in this mean. 

*1~e-tailed test. 
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Comparison with Siblings 

One of the cClllparisons in which we have been interested Is 
the possible difference between a group of children who had early 
training compered to their older siblings who did not receive 
intervention before the age of four. Since the infant. in the 
experimental anrl control groups were younger .iblings of children 
who were tested at age 4, and then admitted to the preschool, 8Uch 
a comparison is possible. 

Table 4 presents these data for (a) the infant experfmental 
group at average age 3-7c (b) the sibling. of the experimental group 
at average age 4-3, (c) the infant control group at average age 
3 -6, and (d) the siblings of the control group at average age 4-2. 
There was a difference of 22.8 IQ points between the exper~ta1 
children, who had intervention for 2 years between the ages of 
one and three and ~ne-half, and their siblings, who were examf~ed 
at age 4 and who did not have intervention. The control infant. 
at age 3-6 who did not receive preschool intervention were 7.9 
lQ points bigher than their four-year-old sibling. who did not 
receive preach~l interventi(jp. Altt.ugh this difference i • 
• 1gnificant at the .005 level., it would n.ot be significant If we 
deleted the 3 ~hildren who attended other pre.choa1s and whose av­
erage increase was 12 IQ points. The IQ difference would then reduce 
to 5 points. 

Rate of ~cholin8Rlstic Develo~nt 

The Illinois Test of Psycholinguistic Abilities does not 
test children adequately below three years of age. Con.equent1y, 
the test was DOt administered to· the two groups at thE! beginning 
of the experiment but was administered at the end of the experi­
Dh~nt to both groups when the children were 3-jl (experimental) and 
3-6 (control) year. of age. The test was admi.cd.stered to the 
older sibling~ at 4-3 and 4-2 years of age, respectively. 

Figure 3 graphically presents the Standard Scores on the 
Total score of the ITPA for the four groups at the end of the 
experiment. It will be noted that the only group that showed 
a positive standard score (+.45) was the experimental group. The 
control group with a standard score of -.73 was 1.18 standard 
scores below the exper~nta1 group. Likewise, the siblings at 
an older age had standard scores of -.87 and -.61. Although these 
da·ta present some evidence on the effects of early training, they 
do not furnish us information on whether the gains were the result 
of the one-hour-a-day of tutoring for the first year, or the group 
experience in the pres~hool the second year, or the combination of 
the two. 

Visual Perceptual Deve1opmen~ 

In addition to the Stanford-Binet and the ITPA, comparlaons 
were made between the experimental and control group. on the 
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Table 4 

A Comparison of Infant Expertmenta1 and Control Groups 
with Older Siblings Before Training 

Stanford 
Binet 
IQ 

Variance 

Difference 

t (correlated 
pairs 
of means) 

Significance 

Infant Siblings Infant Sibling" 
Exp. of Exp. Control of Control 
Group Group Group Group 

114.9 92.1 102.0* 94.1 

96.26 79.50 143.71 195.12 

22.8 7.9 

5.73 2.42 

.0005** .05*** 

*Three of the control children received preschool 
education. Their increases in IQ inflated this 
average. 

**One-tailed test 

***TWo-tailed test 
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Figure 3 

A Comparison of Exper~enta1, Control, and Sibling Groups 
on Total ITPA Standard Scores 
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Frostig Tef3t at the end of the experiment. The experimental glt'OUp 
obtained a per(~ptt~l quotient of 98.5, while the control group 
obtained 90.9. These results are stmilar to the fa~~rable results 
obtained bv th~,1 experimental group on the Stanford-Binet and ITPA. 

Discussion 

The results of this study indicate quite clearly that for 
disad.vantaged children preschool intervention at age -three producEl~ 
signific~lnt acceleration in mental development as measured by the 
Stanford··Blnet, the ITPA, and other tests. When compared with the 
developru~nt of disadvantaged children who did not receive such 
intervention, the results support the hypothesis that early inter­
vention :ls beneficial. 

The major hypothesis of this study, however, was that tutoring 
in the home at the ages of one to two years for one hour a day 
is even m.ore beneficial than initiating intervention at the ages 
of four and five. Although the 7-point difference in IQ reported 
here between the experimental and control groups was statistically 
significant. the conclusion that one hour. a day of tutoring i. 
warranted seems dubious in light of the fact that the experimental 
group and the Karnes preschool group (who did not have home training 
at age twO) made greater increases 1n IQ when entering the Ameliora­
tive preschool at the age of three. The hypothesis, then, that 
home trainf.ng for one hour a day before the age of three is more 
benef,r".ci.al than training at a later age would appear to be negated. 
As Lldicated, better resul ts were obtained by placing children at 
ags th'>" ee fOlr one-half day in a specialized preschool with a ratio 
of one teacher to flv'~ children. 

It should be pointed out, however, that this expertment does 
not exclude the possibility of obtaining marked improvement in 
children when. intervention is initiated in the home at the age of 
one and two, if the intervention consists of a progra-m in the home 
that includes more than one h,)ur of tutoring plus a program of 
parent trainiug and parent participation. The present writer is 
convinced that a little intervention is not significantly beneficial, 
and that if results are to be achieved, the program must be a 
"total push" program throughout the waking hours of a child over 
a four- or five-year period. 
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Training Mothers to Instruct Their 
Infants at Home 

Merle B. Karnes and Earladeen Badger 

Educational programs implemented by mothers for young, disad­
vantaged children characterized all stages of the larger research 
project. The pilot study (The Effects of Short-Term Instruction 
at Home by Mothers) begun in the first year of the project was ex­
panded in the second year (The lmpact of At-Home Instruction by 
Mothers on Performance in.the Ameliorative Preschool) ard diversified 
during the third year to include the training of young mothers as 
classroom teachers (Emp1ementing the Ameliorative Program with 
Para,professional Staff) and, in this study, the training of mothers 
to implement an instructional program at home for their one- and 
two-year-01d infants. Tutorial programs for infants such as the 
one described by Kirk in the preceding report (See a1so·Painter, 
1968.) require staff and budgetary cOllllli,tments at impractical levels, 
and a more feasible tactic, based on thf! mother-involvement studies 
cited above, seemed to be the training of mothers to carry out an 
instructional program with their own infants at home o Such an 
effort, if successful, would (1) extend, the number of children 
reached by l.imited professional staff ~lith minimal budget (2) stim­
ulate the moth~r'8 awareness of the education needs of her infant 
and her role in meeting these needs (3) affect positively the 
e~ucational prognosis of other children in the family as the 
mother incorporated her training into her role as mother (4) develop 
a sense of dignity and worth as the mother demonstrated self-help 
capabilities (5) provide a setting wb~re family problems related 
to school failures and disappointments but beyond the mother-iniant 
focue could be openly discu,)sed and (6) contribute to the tra.ining 
of indisenous leadership by encouraging these mothers to become 
involved in the agencies for educational and social change within 
their own community. 

tmTID> 

Iteen i tmel'l t 

TWenty mothers with infants between the ages of twelve and 
twenty-four months were recruited from the economically depressed 
aeighborboods of Champaign-Urbana l, a connunity of 100,000 in 
central I11inois.1 Staff worker. at the offices of Aid to 

• 
l'fbe or1slna1 intent bad been to include a control group of tWenty. 

infants aad mother.; however, alll adequate number elf mothers able 
to participate could not be recxulted, and the att .. t to maintain 
• cODtrol group ... abaadoned. 
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Dependent Children and the PUblic Health Department were the prtmary 
referral sources. In addition, an interviewer canvassed certain 
acutely disadvantaged sections of the city to locate disadvantaged 
families new to the cOilIIlunity or otherwise unknown to the referring 
agencies 0 Sixteen of the twenty mothers who comprised the training 
group were ADC recipients~ The families of the remaining four 
children met the OEO poverty definition acceptable for Head Start 
admission. 

During these initial contacts, the mother was asked if she 
were willing to attend a two-hour class each week where she would 
be instructed in teaching techniques to use with her infant at 
home. In order to make appropriate baby-sitting arrangements for 
her children, she would be paid $1.50 an hour to attend these 
meetings. Transportation to and from the meetings w~ld also be 
provided. She was asked, further, to agree to apply these teaching 
techniques with her infant for a period of ttme each day. She 
would not be paid for this work-time at ~~, but the toys used 
to implement the instructional program would be given to her baby. 
Finally, i.t was explained that tbe infant would be tested at home 
before and after the program to dete~ine how successful she had 
been as a teacher. 

Although the mothers readily acknowledged the importance of 
education to their children, they did not recognize ,their contri­
bution to that enterprise. The suggestion that they could learn 
ways to stimulate the mental and language development of their 
babies at ~ome was received with skepticism. Needless to add, 
many mothers agreed to participate in the program with only a 
limited cammiement. Generally, it might be fair to characterize 
the mothers' initial acceptance of the program as follows: They 
wanted their children to have a better education than they had had 
and were favorably tmpressed by the educational opportunity offered 
their infant regardless of how inadequate they may have felt about 
their own participation as a "teacher." 

Background of the Mothers 

After enrollment had stabilized in November, the group of 
twenty included eighteen Negro and two Caucasian mothers. Three 
of the Negro women were grandmothers who were included because 
they assumed the primary responsibility for the infants. The 
two white mothers and four of the Negro mothers had been born iIl 
the North; the others had migrated from the South, principally 
from Mississippi but also from Georgia and Arkansas. The ages 
of these mothers ranged from 19 to 56 years, with a mean age of 
29.4 years. Their educational levels ranged from 6 to 12 years, with 
a mean of 9.2 years. These mothers had from 2 to 12 children, with 
a mean of 4.9 children. 

Public assistance through Aid to Dependent Children was the 
total or pa~tia1 SUppOlt for sixteen of the families included in 
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this study, and the fathers were absent from all but two of these 
homes. Six of these mothers worked on a part-time basis (domestic 
day-work) to supplement ADC funds; three had stable full-tfme 
employment (a hotel maid, an aide in a nurs:i,ng home, and a drug 
store cashier), and one at1tended a beauty culture school on a full­
time basis. In the famili'es of the three participating grandmothers, 
the mothers of the infants were full-t~ students. Four of the 
families in this study were self-supporting. Three of these families 
represented intact marriages. TWo mothers were employed full-ttme; 
one worked a sixteen-hour day at a factory assemblyaline job and an 
evening food service job and the other supported herself as a food 
caterer. With only one exception (the family in which the mother 
worked a sixteen-hour day) the annual income of these fcmilies did 
not exceed $4000. 

Initial Characteristics of the Children 

The mean chronological age of the twenty infants who ~partici­
pated in this study was nineteen months at the time of the initial 
intelligence test, with a range of 14 to 26 months. Nine ,of these 
subjects were female, 11 were male; 18 were Negro and two were 
Caucasian. The initial mean Cattell IQ of this group was 97.6, and 
IQ scores ranged from 79 to 120. 

Intervention - -
To encourage discussion, the twenty mothers were divided int~ 

two groups of ten which met separately throughout the program. 
Twol staff members conducted the weekly two-hour meetings over the 
seven~nth period of the study. One staff member functioned as 
a group leader while the other served as a recorder. After the 
meeting, both staff members evaluated 1n writing the content pre­
sented and the interactions among the members of the group. In 
8Qdition~ they made monthly (more often when necessary) hcme visits 
to reinforce the teaching principles introduced at the meetings 
and to help each mother establish a positive working relationship 
with her baby. These visits also provided staff members an essen­
tial observation of the appropriateness of the infant curriculum 
as well as their success in communicating teaching strategies to 
the mothers. In all cases, these visits were welcomed by the 
mothers. 

In general, the weekly meetings were divided between child-
and mother-centered activities. The first category included the 
presentation of educational toys and materials with B,n appropriate 
teachf.n.g model and required strong staff leadership. The mother'" 
centered activities involved group discussion directed toward child­
~:1aring problems in today's society but was intended to foster a 
8 c,nse of responsibility in the mothers for themselves, their 
families, and the community in which they live. That portion of 
the meeting often involved minimal leader participation so that 
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the ~'coup ,.,ould ?rovide its own vehicle for attitll.1de change 
thruugh tntera~tions among the members. 

Eleven ~lucatlonal toys were chosen as the instructional 
media for the intellectual and language stimulation of the infant 
but wer(;, of /Course, equally important as the m~~dia in which a 
positive inte:raction between mother and child occurred. In addition, 
crayons, scissors, play dough, chalk and slate, inexpensive books, 
a lending library of thirty wooden in-lay puzzles, and simple 
object lotto games were provided. A child's table snd chair and 
a plastic laundry basket for toy storage "ile're supplied dS condi­
tioners of gOOli work habits. These materials were chosen through 
an evaluation of those used in the earlier infant tutorial pro-
gram and were selected to offer a wide r.·angE~ of expelCience in 
sensory-motor as well as conceptual and lanE~age development. 
While the books were primarily intended to Emcourage language in­
teractions between mother and child, all of the program toys created 
opportunities for verbal development. As the leader demonstrated 
teaching techniques with each new toy, she used key words which 
the mothers were to use and which they were to encourage their 
children to say. 

Certain principles of teaching were rell»eated often at the 
weekly meeting and encouraged during the hOine visits. 

1. If you have a good working l~elationship with your 
child, you can become an effective teacher. A good relationship 
is based on mutual respect. 

2. Be positive in your approach. Praise or acknowledge 
the' child's stlccess in each new task, even when the child simply 
tries to do as he is instructed. In correcting a mistake, min~ize 
it. ShC7~ the right way inunediately; have the child attempt the 
task again and praise hime 

3. Break a task into separate siteps. Teach one step at 
a tUr.1e, starting with the simplest. Do nott proceed to the next 
step until the child is successful with the first. 

4. Introduce one toy at a ttme. Put one toy back in 
the laundry basket before presenting another. With beads or toys 
with ~lny parts, use a container on the table to teach order and 
to prevent spills. 

5. If the child doe~ not attend or try to do as instructed 
(and you are absolutely sure he can do what is asked), put the toys .a, until later. Try again wht'1ll he is ready to work. Jl)o not 
.cold, beg, or bribe. This ttme together should be fun for both 
of you. 
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The instructional program for the child developed as follows: 

1. The table ~ chair .!!! !!!!! plastic laundry basket 
were considered essential in encouraging organ1.zation, in the home 
and with the child. MOthers were instructed to work with their 
babies at the child's table and with the child on his chair. 
ILlitially, work periods were only ten mi,nutes but increased as 
the child's attention span lengthened and as the selection of toys 
increased. 

2. Each mothet" collected or was given tl set of five 
seriated cans. IntrrJ<iucing two cans, she stressed the words big, 
and little. She ta1.~ght her baby to stack, saying, "Put the little 
can .2!!. !2R. of the big can. n Then the cans were inverted: "Put the 
lit1tle can in the big one,." When the child successfully performed 
these taskswith two cans, the mother increased the nlDllber until 
he was able to perform both tasks with five cans. The use of cans 
preceded the nested boxes which were distributed later. 

3. Initially, mothers were instructed to remove the 
graduated rings from the spindle and arrange them in order on the 
table. The child was to place the rings on the spindle in order. 
When this format was followed, even the youngest baby was successful, 
and the graduated rings proved to be a good first toy for developing 
a sense of accomplishment. 

4. In introducing snaR beads the mother stood behind 
the child's chai.r, clasped her hands over his, and repeated the 
motions of ~sh and pull by snapping and unsnapping the same two 
beads. She exaggerated this movement, repe,ating the key words. 
When the child approximated these motions, he was ready to try to 
snap the beads without help. Later, he bad to be helped again to 
learn, to move the hand that held the chain of beads up to the next 
bead. 

5. Although five geometric shapes were to be placed in 
their proper holes in the form~, each mother began with the 
easiest shape, the circle. Calling the shape by name, she helped 
her child insert the circle until he could do it by himself. Other 
ahapes were added one at a time. 

(The Nested Cans, the Graduated Rings, the Snap Beads, and the 
Form Box were introduced during the first $:tX meetings. The first 
two toys helped to develop a sense of success; the other two re­
quired patience from mother and child. Help fl~om the mother was 
particularly needed with babies under twel1.ty mc.nths of age. Since 
most of the babies had an attention span of less than twenty mi nut,es 
at this stage of the program, four toys and two s~le picture books 
were adequate materials for daily at-home work sessiona.) 
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6. StrinsiD& beads was a more difficult task than snap­
ping beads. MOthers needed to demonstrate many times and, as with 
the snap beads, belped their children by standing behind their 
chairs. Babies under eighteen months were not ready for this toy, 
but most of the children were completely succe8~,ful wi th this task 
between the ages of twenty and twenty~two months\ II 

7. Masonite Shapes in various colors ,and sizes wer.e ., 
'presented initially to emphasize form ~lnd size. Color was not 
stressed, and this toy served as an extension of the form box and 
of the concept of big and little introduced with neste4 cans. 
Mothers were instructed to stress the words ~ircle, square, big 
circle, little circle, etc. They were encouraged to improvise 
verbal games such as "Give me the big circle. Put the little 
circle in the box." 

8. Only two nested boxes, big and little,were presented 
at first. In addition to the stacking and inverting tasks intro­
duced with nested cans, the child learned to cover the little box 
with the big box" "to hide the box." Later, when working with 
several boxes, the mother prearranged them to insure the child's 
success. 

(At the end of the third month of the program, older children were 
perfo~ing fairly successfully with all of these toys. Several 
were attending for as long as an hour, and the mothers were en­
couraged ~~ repeat the complete program of toys daily.) 

9. The poundil1& ben..£!:!., busy ~, and music ball were 
distributed to mothers the week before Christmas and were described 
as "fun toys." They were not to be kept with the program toys or 
played with at the table and chair; rather, the baby could play 
with them whenever or however he chose. MOthers who complained 
that their babies didn't want to stop working when they put away 
the toys were instructed to use the furi toys as transfer toys. 
The mother was to put away the program toys when she decided the 
session was finished and to give her baby one of the fun toys as 
a substitute. For those babies who valued the time with mother 
rather than the toys, this substitution was not very successful. 

10. The lending library of thirty wooden in-lay puzzl~~ 
(3-12 pieces) was initiated during the third month of the program. 
Mothers of younger babies kept the same puzzle for two or three 
weeks, but other mothers exchanged puzzles on a weekly basis. 

11. During the second half of the program, language 
development was increasingly emphasized. MOthers received a liat 
of antonyms with examples of how to teach them to their babies. 
The teaching of prepositions was demonstrated with program toys. 
S«~veral simple !inger playa were also taught. Books such as The 
Three Little Kittens and MOther Goose Nursery Rhymes stressed 
dramatization in story-telling. These kinds of activities were 
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not enthusiastically received by the mothers, perhaps because they 
were self-c!onscious about their awn speech patterns I) and the twCJ 
white motht~rs provided most of the favOrable resportse to these 
activities.. All of the mothers, however, enjoyed teaching podt 
parts to their babies and some were successful with as many as 
10-15 parts of the body. 

12. All of the babies enjoyed playing with play dough, 
scissors, £Faxons, and slate and c~. Although the'se trulLterials 
were offered to the child during the wor)t period so that his mother 
could supervi.se, their use was relatively unstructured. Other than 
teaching their l)abies to make a eire le by going "round and round" 
with a crayon on a large newspaper and with chalk on the slate, 
the mothers were encouraged to allow their babies to express 
themselves freely with these materials. Several of the older 
babies learned to use the scissors very well and to show control 
with large crayons. A home project which proved very successful 
in sttmu1ating language was a picture scrapboo~, a loose-leaf 
notebook with durable, hea\1Y-grade paper. The mother or older 
children in the family cut pictures from magazines and catalogs 
which the baby was able to identify by naming or pointing. These 
pictures were pasted in the scrapbook, a source of pride and 
accomplishment shared by mother and child. 

1.;. A set 0f 10 wooden block., the learn:f.n.& tower (5 
graduated, plastic cylinders), and Uniftx Cubes (10 one-half inch 

-~ ...... -interlocking plastic cubes) ~~re introduced near the end of the 
program to demonstrate transfer of learning to the mothers. Mothers 
were requested to provide no instruction and to observe the reac­
tions of their infants when presented with these toys. In o~der 
that a staff member could also observe these reactions, these 
toys were distributed during a home visit. Staff and mothers 
were delighted to see that most of the babies stacked and in~~rted 
the plastic cylinders from the learning tower as they had the cans 
and boxes. They were able to join the interlocking cubes with the 
same skill they had acquired with the snap beads. 

14. Four kinds of Object Lotto gards were rotated during 
the last month of the program. Th1e pict"Ures on the cards were 
familiar to most of the babies~ an~ the older children quickly 
learned to match the cards to the pictures on the large Lotto card. 

The mother-centered aspect of the weekly meetings was not 
planned by the staff alone; rather.1 the group response to previous 
material guided the selection of! djLscussion topiCse The leader 
was prepared to introduce a new tOl)ic at each meeting but wa. 
willing tC') change the lagenda when il more relevant topic was brought 
up by one of the mothers. Among the topics which provoked meaning­
ful discussion were child discipline, birth control, and the genera­
tion gap. On occasion, pamphlets or magazine excerpts were distrtb­
uted for reading prior to discussion sessions. Several films 
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("Guess Who's Coming to Dinner?" and "Palmour Street") and speakers 
(a Black Power advocate and a family planning expert) were included 
as were a trip to the public library to provide cards for all mothers 
and to explore the resources of the children's library and a visit 
to a demonstration nursery school. After group identity had been 
established, discussion sessions were sometimes replaced with role 
playing. (One mother played the role of a teenage girl who wanted 
to quit school and get married. She came home late to find her 
mother and grandmother waiting up for her and announced her deci-
sion to marry. From this point, the acting members and the group 
as a whole explored various aspects of the generation gap.) 

Evaluation Procedures 

Interim data 'iere to be collected end evaluated at the end of 
the first and second years (Spring, 1968; Spring, 1969). When the 
children reached the age of four (Spring, 1970), postdata were to 
be collec.ted and the study terminated. Three major comparisons 
were to be made: (1) A comparison at the end of each of the three 
years of the study between the twenty children whose mothers had 
been tl;'ained to teach them at home and a comparable group whose 
mothers had net been provided with this training (2) A comparison 
at the age of three years between the children whose mothers had 
been trained to teach them at home and a group of Dliddle-class chil­
dren (3) A comparison between the children whose mothers had been 
trained to teach them at home and the infants who were tutored by 
professional personnel in the preceding Kirk study. Because of 
the termination of funding~ this study continued less than a year 
and these longitudinal compaTisons cannot be made. Since it was 
not possible to maintain a control group, that interim comparison 
cannot be made; neither can an interim comparison be made with the 
infants tutored professionally, since the length of tutorial inter­
vention doubled the intervention of this study at its termination. 

Initially the twenty infants were administered the Cattell 
Infant Intelligence Scale and were to receive the Stanford-Binet 
Intelligence Scale at the end of the first year of intervention. 
At the term.ination of this study (seven months), eight infants, 
according to the judgment of the examiner, were incapable of being 
tested with the Binet and were administered the Cattell. The pri­
mary intent of the initial Cattell was to match an experimental 
and a control group, and comparisons between test-one Cattell 
scores and test-two Binet scores were not considered. Assessment 
of children at this age is difficult and tentative at best, and 
these data in the absence of a control group provide little infor­
mation on the development of the infants. 

A more appropriate evaluation of this truncated programt can 
be made through a consideration of the data recorded by staff 
me~ers during the monthly home visits and after each weekly 
meeting. Data on mother participation was gathered on five 
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variables. Absences from the wee~ly meetings were recorded. The 
levels of parti~ipation at the meetin~ were rated (l) exhibits 
leadership (2) exhibits interest but remains essentially a sil.ent 
participant and (3) exhibits indifference or boredom. MotherfJ t-?ere 
rated ego-centered if their major concern at meetings was over 
personal problems rather than the educational goals of the program 
for their children. In an anonymous ballot mothers indicated, 
whether they desired to participate in a consecutive, secgEd·~r 
program. The final assessment of mother participation was whether 
she was able to extend the activities of the program through in­
novative use of materials, through the preparation of a picture 
book designed to sttmulate the child's labeling skills, through ex­
tending her teaching skills with other children in the famil.y or 
ne ighborhood • 

11other-child in.t.eraction as it related to the instructional 
program was assessed in three areas. The mother's teachi~ rela­
tionship with h,!r child was rated (1) to indicate a h1.ghly effec­
tive tf~aching relationship with appropriate positive reinf(llrcement 
(2) to indicate a teaching relationship inappropriate at times (too 
little or too much positive reinforcement, too high or too low ex­
~e~tations for child performance) and (3) to indicate an essentially 
t;,t~A,ative teaching relationship (difficulty in praising the child, 
snort-tempered, inconsistent)" The interest and att~nt:l;.Q!!1 ~n 
shown by the child working with program materials were rated during 
home visits. A positive rating ind:Lcated that child and 1!flOther 
worked agreeably with program materials for increasingly Isustained 
periods. Finally, the child's spontaneous verbalization lias rated 
as appropriate and adequate or conspicuously reduced while working 
with program materials. 

Child performance was assessed during home visits on nine 
activities: snap beads, form box, string beads, masonite shapes of 
different colors and sizes, nested boxes, puzzles, books, identifi­
cation of body parts, and picture lotto. The child was rated posi­
tively if his use of these materials was appropriate and essentially 
correct. Since two items (snap beads and nested boxes) were master­
ed by all children, they were el~inated from further consideration 
in evaluating differential performance. 

RESULTS A~~ DISCUSSION 

A pr~l~inary examination of the observational data indicated 
that the age of the infant at, the initiation of the program and 
whether his mother was employed full-t~e were of governing tmpor­
tance. Although working mothers were not excluded during recruit­
ment, staff members noted early in the program that these mothers 
were less able to devote t~ and energy to attending the week-
ly meetings and to ~plementing the program's goals at home 
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with the~r children. For this reason, the data for the six mothers 
who were employed on a full-t~e basis and for their children are 
presented separately. A furthe~ examination of the data within 
the group of nonl10rking mothers (N-14) indicated that the age of 
the child at the initiation of the program was of considerable 
tmportance to many of the variables assessed, and, therefore, the 
data for the y,ounger children (13 - 19 months) are presented in­
dependently of the data for the older children (20 - 27 months) of 
nonworking mothers. 2 ~he smaller N of the working~ther group 
precluded on age categorization; further, age did not seem to be 
a relevant factor with this group. Certain family backgrOWld 
characteristics were unequally distributed within these group. and 
may be pertinent to the results obtained~ Although the mothers 
in the nonworking and working groups ~:ad similar educational levels, 
the presence of a father figure was notea more frequently in the 
homes of the nonworking mothers. On the other hand, the working 
mothers had to meet the demands of fewer children. Within the 
nonworking group, the older children had a substantial advantage 
on two of these factors: fathers were weIst often found in these 
homes and the mothers in this group had the highest educational 
level. These families were, howe'ver, considerably larger than 
either the families of the working mothers or the families of the 
flonworking mothers of younger children~ These data as well as the 
observational data and the results of standardized tests are 
presented in Table 1. 

Clearly, the l~articip~tion of mothers who worked on a full­
t~e basis outside the home was inferior in all respects to that 
of the mothers who were not fully employed. Their attendance was 
markedly poorer than that of the nonworking mothers whose commit­
ment to program goals is perhaps best shown in the high percentage 
who elected to participate in a second-year program. Only 331. of 
the fully employed mothers voted to continue. The nonworking 
mothers tended to show leadership qualities and attentive interest 
at the weekly meE~ting8 while 50% of the working mothers appeared 
bored or indifferent. Concomitant with their rather negative 
response at meet:lngs is the high percentage of working mothers 
(83%) who were rated as ego-centered or primarily concerned with 
personal problems rather than the educational goals of the program 
for their childreno Several of these mothers, in fact, tended to 
exploit the meeting time to verbalize guilt feelings related. to 
their inability "to give to" or lito do for" their children. Finally, 
only 17% of the working mothers were considered to be innovative 
in their use of program materials or able to extend the goals of 
the program through their own initiative. A rather high percentage 
of the nonworking mothers demonstrated an ability to extend their 

2Nineteen months was chosen as the cut-off point. for the younger 
group since half of the twenty children were nineteen months or 
less at the initiation of the program. 
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Table 1 

Family Background, Observational and Standardized Test Data 

-
Nonworking Nonworking 

Variable Working Nonworking Hothl:rs (:\=8) r.lothers (N=6) 
}Iothers (N=6) Nothers (N=14) Younger Infants Older Infants 

Initial CA (in months) 
Range 17 - 22 13 - 27 ]3 - 19 20 - 27 
Mean 19.3 19.2 16.1 23.3 

FAMILY BACKGROUND 
Father figure in home 17% 507, 387, 67"/, 
Mean number of children 4.0 5.3 4.1 6.8 
Mean educational level 9.5 9.1 8.8 9.7 

of mothers 

MOTHER PARTICIPATION 
Nean absences 10.2 2.5 3.5 102 
Class participation 

1. Leadership 33% 21% 0'1 50% 
2. Attentive 17% 64% 75% 507, 
3. Bored, indifferent 50% 14% 25% 07.. 

Ego-centered 83% 21% 38'l, 0'7, 
Elect 2nd Year Program 33% 93% 887, 100% 
Extended activity 17% 50% 25% 837, 

MOTHER-CHILD INTERACTION 
(with program materials) 

Teaching relationship 
1. Highly effective 0% 43% 387. 50% 
2. Inappropriative 17% 43% 38% 50% 

at times 
3. Negative 83% 14% 251. 07, 

Child's interest 17% 86% 75% 1007, 
Child v s spontaneous 33% 86% 75% 100% 

verbal iza, tion 

CHILD PERFORMANCE: PROGRAN TAOO3 
Fonn box: Number of fonns 2.3 3.5 2.6 4.7 

(1-5) placed 
String beads 67% 79% 62% 100% 
Shapes, colors, sizes 33% 57% I 38% 83% 
Puzzles 33% 57% 38% 83% 
Books 17% 50% 25% 83% 
Identifying body parts 50% 57% 38% 837. 
Pi.cture lotto 33% 57% 38% 83% 

STANDARDIZED TESTS N IQ CA N IQ CA N IQ CA N IQ CA 

Test~one Cattell 3 90.7 18.3 5 104.0 15.5 5 104.0 15.5 
Test-two Cattell 3 86.0 25.0 5 97.4 21.6 5 97.4 21.6 

Test-one Cattell 3 91.3 21.0 9 98.3 2100 3 98.3 16.7 6 98.3 23.1 

Test-two Binet 3 87.3 27.3 9 106.0 28.3 3 109.3 25.0 6 104.3 30.0 
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teach{ng skills. It seema fair to conclude that, in spite of 
verbal support of the program, the six mothers who were fully 
employed did not have the t~e or energy to ~lement progr,~ 
goals or to involve themselves in the group process at a meaning­
ful level. 

The participation r&tings given to nonworking mothers of 
older infants were consistently higher than those assigned to 
nonworking mothers of younger infants o In this instance, it must 
be assumed that both groups of women had equal time and energy to 
implement these goals, ~nd the age differences of their children 
at the initiat:f.on of the program may well have determined this 
disparity in ratings. It is altogether possible that the schedule 
of activities was more appropriate for the slightly older children 
and that a productive, ;cewarding situation for both mother and child 

. was more readily attained. If the activities were somewhat less 
suited to the younger children, their mothers may have had greater 
difficulty with teaching assignments and felt less adequate as 
mother-teachers and program-participants. They may have sensed 
with considerable accuracy that the p'rogram 'was not iJIlnediately 
relevant to their infants~ 

The ratings on quality of mother-chiM interaction (.)bserved 
during home visits closely paralleled the particip~tion r~tings 
assigned to the three groups of mothers. Again, the nonworking 
mothers of older infants achieved the highest rating t and the 
attention span and spontaneous verbalization exhibited by the 
infants in this group was remarkable. The performance of nonworking 
mothers with younger infants closely followed while that of the 
working mothers and their infants was markedly inferior. All but 
one of the six working mothers exhibited an essentially negative 
tea/ching relationship. Again, working mothers, regardless of 
their good intentions, may have been so pressed by family and home 
responsibilities that they found it difficult to be consistent and 
patient with their infants. 

The observational data from the third category, £hJld p~rfor­
mance on proaram tasks, generally support the data from the other 
two categories. Performance on these tasks by the children of 
working mothel"S uniformly fell below that of the child):'en of 
mothers who were not employed on a full-t~e basis outside the 
home. Their performance, in fact, was no better than that of the 
younger infants of nonworking mothers. The mean CA of the chil­
dren of working mothers was, in fact, three months greater, a 
factor which sh·.,uld have been a considerable asset on many of 
these tasks. 

The data from standardlze~l measures of i!l!=~Jlige:.!!£!:. tend to 
confirm the implications of thll~ observational data. The children 
of working mothers scored 9 IQ points lower on the initial Cattell 
than the children of nonworking mothers. The test-two Binet scores 
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reflect a similar tanking, and these children again scored lower, 
19 points below the children of nonworking mothers. The older chil­
dren of nonworking mothers ranked second on the post-Binet while 
the younger children of nonworking mothers scored highest on the 
initial Cattell and on the post-Binet. (The loss in IQ of the five 
younger children 'posttested by the Cattell is not supported by 
oth4~r data.) 

CONCLUSIONS 

Although no substantia.l conclusions can be drawn from the in­
formation provided by the standardized instruments or the observa­
tional ratings, certain factors may have had governing importance 
within employment and age categories. Mothers who worked full-time 
were not active program participants at meetings or at home. The 
teaching relationships they established with their infants were 
inferior and their children generally did less well on program 
tasks. Finally, on the initial Cattell and on the post-Binet these 
children ranked lower than the children of nonworking mothers. 

I 

l The younger children of nonworking mothers scored highest on th~ 
initial Cattell and on the post-Binet, and, in spite of their 
lower CA, did as well on program ta~ks as the s~ewhat older chil­
dren of working mothers. The level of mother participation and 
the quality of mother-chi ld interact ion tor this group was clearly 
superior to that of the wor'king mothers but clearly inferior to that 
of the nonworking mothers with older infants, a discrepancy which 
may relate to the developmental nature of the progr.am tasks. 

The older children and their nonwor.king mothers demonstrated 
the superior performance on all evaluations excel)t the post-Binet 
where these childr.en ranked second. The high level of pdrticipation 
of these mothers and their c:01TIIlitment to program goals was clearly 
indicated by their remarkable attendance record, their ability to 
extend teaching skills in innovative ways, and their 100% endorse­
ment of a second-year program. Their teaching effectiveness is 
reflected in the interest shown by their children in program materials, 
in their spontaneous verbalization, and in their consistent mastery 
of program tasks. It must be acknowledged that thi..s group more 
often had fathers at home and the highest educational level for 
.others. There were, however, more children in these families to 
compete for the time and attention of the mothers. 

The tentative conclusions drawn regarding the effectiveness 
of,this program in training mothers to teach their infants at 
home suggest sevel'al implications fo r future investigations in 
this area. In general, mothelt's employed on a full-timt': bas is 
outside the home cannot effectively participate, and their chil­
dre,n may be better served thro,ugh day-care placement. The age 
of the child at the initiation of the program may well be crucial 
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to his progress as well as to the participation level of his 
mother. Grouping mothers according to the ages of their children 
within rather narrow limits (three to four months, perhaps) seems 
essential if appropr1.ate materials are to be chosen and if effec­
tive procedures are to be followed. Such closely defined groupings 
should ~prove the quality of the at-home instructional program as 
well as the nature of the group interaction at weekly meetings. 

Acknowledging the paucity of "hard" data obtait:1ed during the 
brief interval of this study and recognizing the potential charge 
of senttffientality, the staff who implemented this program have 
provided a selection of comments supplied by the mother partici"'" 
pants to an "objective" interviewer (a staff member not affilf..ated 
with this program) at the final meeting. The responses of tel!.l of 
the twenty mothers follow: 

I wish they'd had this program when the rest of 
my kids was coming up. 

They should keep the program all the time for 
other babies~ Mothers in this should not stop 
but keep on doing this with this child and their 
others to come. 

It's been good for the whole family. He's 
learned the value of things he has to take care 
of. He follows directions from others too. 
It i S already helping my newest baby" I don't 
just leave him to play alone now. 

The program has changed our whole house" It 
looks like I have more time. It makes you 
think more. 

Sometimes neighbor children come over and I teach 
them. I go to other hOl1U!S to teach mothers how 
to play with their children. Now some of them can 
string beads and things. It seems like when some­
one comes, my boy wants t~) show them how to do 
things with the toys. 

I have enjoyed :Lt very much. It has helped me and 
him. He has enjoyed it. It makes him more happy. 
I learned a lot of things I could teach him. 

It helped me a lot. It helped me to learn a lot 
about my child that I didn't know •••• how to handle 
her when she can't have her own wa-rr .. Usually I r d 
give in. Now, with tf1e toys, I don't give in" 
It's taught her she can't always have her own way. 
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I learned quite a bit. It should continue. I 
have nine children and it's helped me know how 
to help them. 

It has changed Cynthia. She was real stubborn. 
Nc)IW she behaves better. She used to 1;:>e afraid 
of the teacher. Now she likes her. 

It has changed me. I din't use to take up much 
time with my children, talking to them, or taking 
thlem places. Now I take them to the parks and to 
church. We have a lot of fun. 

These comments suggest that this pilot endeavor did indeed fostf~r 
attitude change, develop self-help skills, and promote a feeling 
of dignity and worth in the mother-participants. Surely these 
changes would extend from mother to child. If alteration in the 
organization and direction within the home can be achieved through 
training programs involving the mothers of infants, the ghetto 
child will be given the background of experiences which prepares 
h~ for the educational and thereby the economic opportunities of 
a democratic culture. 
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T 25 94.4 (5)~'~ 

C-I 16 105.5 (2) 

H 13 93.5 (2) 

A 24 97.2 (4) 
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Appendix A 

Stanford-Binet Hean IQ by Race and Sex 
Five Groups for One Year 

Test 1 diff • 

Negro Cau. Negro Cau. Negro Cau. 
Hale Female Female Hale :Hale Female 

90.7 (10) 103.8 (4) 94.3 (6) 8.8 10.3 12.4 

84.6 (5) 95.0 (3) 95.7 (6) -3.0 3.4 12.7 

89.2 (6) 90.5 (2) 103.7 (3) 9.0 7.8 12.0 

91.1 (7) 109.0 (3) 95.5 (10) 14.0 13.9 12.3 

98.6 (7) 97.4 (5) 90.3 (9) 19.0 11.5 10.4 

Test 2 

Negro Cau. Negro Cau. Negro 
Female Hale Hale Female Female 

-
1.4 103.2 101.0 116.2 95.7 

5.5 102.5 88.0 107.7 101.2 

-1. 7 102.5 97.0 102.5 102.0 

14.2 111.2 105.0 121.3 109.7 

14.4 111.5 110.1 107.8 104.7 

~':The number of children -t:, each race-sex category is reported in the parentheses following test-one data. A 
discussion of differential effects of programs based on data in this table is inappropriate because of the small 
numbers of children in these categories. 
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M 13 93.5 (2) 
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Appendix B 

Stanford-Binet Mean IQ by Race and Sex 
Five Groups for Two Years 

Test 1 diff. 
Negro Cau. Negro Cau. Negro Cau. 
Male Female Female Male Male Female 

90.7 (10) 103.8 (4) 94.3 (6) 6.2 7.7 3.4 

84.6 (5) 95.0 (3) 95.7 (6) 4.5 6.0 6.3 
1 

89.2 (6) 90.5 (2) 103.7 (3) I 2.5 10.3 13.0 
• 

91.1 (7) 109.0 (3) 95.5 (10) 113.8 8.5 7.0 

98.6 (7) 97.4 (5) 90.3 (9) 21.0 22.5 15.6 
- ---- ------- - - - ---------- - --

, 
Test: 3 

Negro I Cau. Negro ~ Cau. Negro 
Female Male Male Female Female 

2.9 100.6 98.4 107.2 97e2 

6.0 110.10 90.6 101.3 101. 7 

1.0 96.0 99.5 103.5 104.7 

6.0 111.0 99.6 116.0 101.5 

17.8 113.5 121.1 113.0 108.1 
-------- -- - ---- ---.- .. --~- -

*The number of children in each race-sex categn~ is reported in the parenthesis following test-one data. A 
discussion of differential effects of progrSYlid based on data in this table is inappropriate because of the small 
numbers of childrtm in these categories. 
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Appendbc C 
Traditional, Ameliorative, and Direct Verbal Groups 

Results at the End of the Preschool Year 

Tables 1 - 18 

RESULTS AT THE END OF THE PRESCHOOL YEAR 

Statistical treatment of the total battery data (Binet, ITPA 
t0tal, Peabody, Frostig, and Metropolitan) employed a multiv~riate 
a~aly~is of covariance using initial Binet, ITPA total, Peabody, 
artd Frostig scores as covariates. Since the Metropolitan was not 
given until the end of the first year, scores from this instrument 
were not available for use as covariates. A separate multivariate 
analysis of covariance of ITPA stlbtest data used the initial scores 
from the nine subtests as covariates. When multivariate Fls were 
significant, Newman-Keuls tests a( the .05 level were conducted 
in those instances wh~n univariate Fts were also significant. 

Table 1 

Total Battery Multivariate Analysis of Covariance 
Three Groups for One Year 

F ratio for multivariate test of equality 
of mean vectors • 4.4055 

df III 12 and 94 

Variable 

Binet IQ 

Peabody IQ 

Frostig PQ 

Metropolitan 
Reading Readiness 
Raw Score 

Netropolitan 
Number Readiness 
R,BW Score 

11'PA Total 
Language Age 
Difference Score* 

Between 
Mean Square 

185.0475 

201.6535 

881.6445 

86.1777 

140.9983 

30.3042 

P less than .0001 

Univariate 
F 

5.0996 

1.1704 

6.8833 

1,7700 

10.9962 

1.2533 

P 
less than 

.0095 

.3183 

,,0023 

.1805 

.0002 

.2941 

NOTE: Ini tial Binet IQ, Peabod~' IQ, Frostig PQ, and ITPA total 
language age difference score (in months) were used as 
covariates. 

*To relate language age to chronological age, a difference score 
(in months) was computed by subtracting a childts chronological 
age at the time of tes.ting from his language age. 



Group 

Traditional 

Ameliorative 

Direct Verbal 

Table 2 

Stanford-Binet Mean IQ 
Three Groups for One Year 

N Test 1 diff. Test 2 

25 94.4 8.2 l02~6 

24 96.2 13.8 110.0 

10 96.6 13.7 110.3 

Covaried Mean 

-7.16 

-2.65 

-1.03 

NOTI~: Initial Binet IQ, Peabody IQ, Frostig PQ, and ITPA total 
language age difference score (in months) were used as 
covariates. 

NEWMAN-KEULS PROCEDURE 

Covaried Means 

Group T A DV 
-7.16 -2.65 -1.03 

Differences 

T 4.51''r 6.13* 
A 1,,62 

Table Value 2.84 3.41 
Corrected Table Value 4.21 5.05 

1MB wi thin/hannonic mean • 1.482 

*Significant difference at .05 level 

Summary: The Direct Verbal and Ameliorative groups, which did not. 
differ ~ignificant1y from each other, were significantly 
higher than the Traditional group. 
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Table 3 

Peabody Mean IQ 
Three Groups for One Year 

--------------------------------------------------------~----------

Group Test 1 diff. Test 2 Covar.i ed 'lean 

Traditional 25 79.8 12.7 92.5 31.65 

Ameliorative 24 85.0 10.9 95.9 32.25 

Direc t Verbal 10 82.3 4.5 ~6.8 24,,88 

----- _. 
NOTE: Initial Binet IQ, Peabody IQ, l'rostig PQ, and ITPA total 

langu&ge age d i ffeTt~nCe score (in months) were used as 
covariates. 

A Newman-Keuls test was not conducted because the univariate 
F was nonsignificant. 
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Table 4 

Frostig Mean PQ 
Three Groups for One Year 

Group N Test 1 diff. Test 2 

.i 

Traditional 25 76.8 B.1 84.9 

Aaeliorative 24 81.1 18.5 99.6 

Direct Verbal 10 75.9 15.6 91.5 

NOl'E: Initial Binet IQ, Peabody IQ, Frostig PQ, 
language age difference score (in months) 
~ovariates. 

NEWMAN-KEULS PROCEDURE 

Group 

T 
DV 

Table Value 
Corrected Table Value 

Covaried Means 

T 
22.36 

Differences 

/MS 
within/harmonic mean • 2~785 

*Significant difference at .05 level 

DV 
28.79 

6.43 

2.84 
7.91 

Covaried Mean 

22.36 

34.68 

28.79 

.... -- . 
and ITPA total 
were used as 

A 
34.68 

12.32~" 
5.89 

3.41 
9.50 

-

SUDIIlary: 1. The Alne1 iorative group was signific~intly highe:r 
than the Tradititllnal group but not significantly 
higher than the Direct Verbal groupo 

2. The ")irect Verbal and Traditional groups did nClt 
differ significantly from each other. 
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Table 5 

Metropolitan Reading Readiness Mean Raw Score 
Three Groups for One Year 

Group N Test 2 Covaried Mean 

Traditional 25 36.6 -18.13 

Ameliorative 24 40.6 -15.73 

Direct Verbal 10 35.3 -20.66 

NOTE: Initial Binet IQ, Peabody IQ, Frostig PQ, and ITPA total 
language age difference score (i.n months) were used as 
covariates. 

A Newman-Keuls test was not conducted because the univariate 
F was nonsignificant. 
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Table 6 

Metropolitan Number Readiness Mean Raw Score 
Three Groups for One Year 

Group N Test 2 Covaried Mean 

Traditional 25 5.9 .. 19.56 

Ameliorative 24 10.8 -15.46 

Direct Verbal 10 11.5 -14.40 

----------------------------------------.-------------------------
NOTE: Initial Binet IQ, Peabody IQ, Frostig PQ, and ITPA total 

language age difference score (in months) were used as 
covariates. 

NEWMAN-KEULS PROCEDURE 

.,.' 

Group 

T 
A 

Table Value 
Corrected Table Value 

Covaried Means 

T 
-19.56 

Differences 

/MS 
within/harmonic mean = .881 

*Significant difference at .05 level 

A 
-15.46 

2.84 
2.50 

DV 
-14.40 

5.16* 
1.06 

3.41 
3.00 

Summary: The Direct Verbal and Ameliorative gr.oups, which did 
not differ significantly from each other, were signifi­
cantly higher than the Traditional group. 
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Table 7 

ITPA Total 
Mean Language Age Difference Score in Months 

Three Groups for One Year 

Group N Test 1 diff. Test 2 Covaried Mean 
, I 

! -
Traditional 25 -5.4 4.3 -1.1 42.55 

Ameliorative 24 -3.7 6.3 2.6 44.84 

Direct Verbal 10 -4.1 4.9 .8 43. ~'1 

NOTE: Initial Binet IQ, Peabody IQ, Frostig PQ, and ITPA total 
language age difference score (in months) were used as 
covariates. 

A Newman-Keuls test was not conducted because the univariate 
F was nonsignificant. 

\. 
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Table 8 

ITPA Subtest Multivariate Analysis of Covariance 
Three Groups for One Year 

F ratio for multivariate test of equality 
of mean vectors • 2.5644 

df • 18 and 78 P less than .0023 

Between Univariate 
Variable Mean Square F 

Auditory-Vocal Automatic 159.5733 1.2508 

Visual Decoding 27'0. 7829 .1.1947 

Motor Encoding 465.8871 2.3209 

Auditory-Vocal Association 305.9585 5.9433 

Visual-Motor Sequencing 88.3063 .7281 

Vocal ,Encoding 213.9001 1.4850 

Auditory ... Vocal Sequencing 31.3883 .2605 

Visual-MOtor Association - 1654.1558 12.4243 , 

Auditory Decoding 131.2965 .7036 

P 
less than 

.2957 

.3119 

.1094 

.0050 

.4883 

.2370 

.7718 

.0001 

-; 5000 

NOTE: Initial language age difference scores (in months) from the 
nine lTPA sub tests were used as covariates. 

'. 
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Table 9 

Audit~ry-Vocal Automatic Test 
Mean Language Age Difference Score in Months 

Three Groups for One Year 

--------------------------------------------------.-----------~-
Group N Test 1 diff. Test 2 Covaried Mean 

Traditional 25 - 8.4 4.0 -4.4 -25.87 

Ameliorative 24 -12.1 12.4 .3 -19.70 

Direct Verbal 10 -12.6 7.3 -5.3 -25.08 

-
NOTE: Initial language age difference scores (in months) fr~ the 

nine ITPA subtests were used as covariates. 

A Newman-Keuls test was not conducted because the univariate 
F was nonsignificant. 

Table 10 

Visual Decoding 
Mean Language Age Difference Score in Months 

Three Groups for One Year 

Group N Test 1 diff. Test 2 Covaried Mean 

-----------------------------------------------------------------
'frad i tional 25 -1.3 

Alneliol'ative 24 - .6 

Direct Verbal 10 3.5 

2.4 

11.6 11.0 

2.8 6.3 

85.54 

94.13 

89.11 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used as covariates. 

A Newman-Keuls test was not conducted because the univariate 
F was nonsignificant. 

285 

j, • 'J '" .' u. ' 



~..:::::~~ __ .. ,: _~~~_._._.~. "~ __ ......... ~ '&"! ... • .. , .... ,t .... __ .... __ ___ __~ _____ • _ __ ..J. ' ___ ~. __ 

Table 11 

Motor Encoding Test 
Mean Language Age Difference Score in Months 

Three Groups for One Year 

Group N Test 1 diff. Test 2 Covaried Mean 

-------------------------------,,,,.,., .. --
Traditional 25 -1.6 

Ameliorative 24 -8.2 

Direct Verbal 10 .. 6.8 

3.8 

8.3 

.• 5 

2.2 

.1 

-6.3 

33.86 

33.e8l 

22.59 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used as co'variates. 

A. Newman-Keuls test was not conduc;ted because the univariate 
F waa nonsignificant. 
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Table 12 

Auditory-Vocal Association Test 
Mean Language Age Difference Score in Months 

Three Groups for One Year 

--------------------------------------------._------------------
Group N Test 1 diff. Test 2 Covaried Mean 

Traditional 25 -6.1 1.7 -4.4 8.93 

Ameliorative 24 -5.9 6.5 .6 12.15 

Direct Verbal 10 -6 .. 9 13.9 7.0 19.13 

-
NOTE: Initial language age difference ,scores (in months) from the 

nine ITPA subtests were used as ,~ovaria tes. 

NEWMAN-KEUJ.$ PRUCEDURE 

Group 

T 
A 

Table Value 
Corrected Table Value 

T 
8.93 

Differences 

IMSwithin/harmonic mean • 1.766 

*Significant difference at .05 le"e1 

3.22 

2.84 
5.02 

DV 
19.13 

10.20* 
6.98* 

3.41 
6.02 

Summary: The Direct Verbal group was significantly higher than 
the Ameliorative and Traditional groups which ~ld not 
differ significantly from each other. 
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Table 13 

Visual-Motor Sequencing Test 
Mean Language Age Difference Score in Months 

Three Groups for One YeaI' 

-
Group N 

Traditional 25 

Ameliorative 24 

Direct Verbal 10 

Test 1 

-10.8 

- 7.7 

-5.4 

diff. 

8.7 

9.1 

.6 

Test :Z 

'·2.1 

1.4 

Covaried Mean 

-
80.06 

79.99 

75.13 

NOTE: Initial langullge age difference scores (in months) from the 
nine ITPA sub1t:ests ",ere used as covaria tes. 

A Newman-Keuls test was not conducted because the univariate 
Fwas nonsignif:icant. 

Table 14 

Vocal Encoding Tes,t 
Mean Langu,.ge Age Difference Score i.n Months 

Three Groups for One Year 

- .-
Gl~OUp N Test 1 d'lff. Test 2 Covaried 'Mean 

-
Tradl.tiona1 25 -15.1 10.8 -4.3 57.96 

Asne 1 it,)r.' at i ve 24 -14.7 11.7 -3.0 63.82 

Direct Verbal 10 -13.8 7.0 -6.8 56.05 

--------.------------------------~-------------------------------
NOTE: Initial language age difference scores (in months) from the 

nine ITPA subtests were used as covariatea. 

A Newman-Keuis test was not conducted because the univariate 
F was nonsignificant. 
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Table 15 

Auditory-Vocal Sequencing Test 
Mean Language Age Difference Score in Months 

Three Groups for One Yea1c p 

Group N Test 1 Oliff. Test 2 Covsried Mean 

Traditional 25 2 .. 5 - .3 2.2 -5.69 

. Ameliorative 24 1.6 4.9 6.5 -2.80 

:-;.. Di.rect Verbal 10 2.3 1.5 3.8 -3.64 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used al~ covariates. 

A Newman-Keuls test was not cond\l\cted because the univariate ~ 
F was nonsignificant. . 
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Table 16 

Visual-Motor AS6ociation Te8~ 
Mean Language Age Difference Score in Months 

Three Groups for One Year 
,,-- - __ =--L!.._ ~.-wu' ...... I~~" -----~--

I~'''' 

Group N Test 1 diff. Test 2 Coyaried HeMin 

l~ 

Y:~~ II""'" 1_."---

Traditional 25 .. 2.6 .9 - 1.7 83. '75 

Ameliorative 2l. 10.9 ... .9 10,,0 104.83 

Direct Verbal 10 - .7 3.7 3.0 91.33 

---
NOTE: Initial language age difference scores (in months) from the: 

nine ITPA subtests were used 8S covariates. 

NEWMAN-KEULS PROCEDURE 

Group 

T 
DV 

Table Value 
Corrected Table Value 

r 

Covaried Means 

T 
83,,75 

Differencels 

.------------,_.--------/MB within/harmonic me~n • 2.840 

*Significant difference at .05 level 

DV 
91.33 

7.58 

A 
104.83 

21.08* 
13.50* 

SWl'IUry: The Ameliorative group was significantly higher than the 
Dl'rect Ve'rbsl and Traditional groups which did not differ 
significantly from. each other tJ 
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Table 17 

Auditory Decoding Test 
Mean Language Age Di.fference Score in Months 

Three Groups for One Year 

Group N Test 1 diff. Test 2 

Traditional 25 -4.5 5.5 1.0 

Ameliorative 24 2.0 .0 2.0 

Direct Verbal 10 1.2 8.2 9.4 , 

Covaried Mean 

67.05 

65.86 

72 .. 29 

-
NOTE: Initial language age difference scores (in months) from the 

nine ITPA subtests were used as covariates. 

A Newman-Keu1a test was not conducted because the univariate 
F was nonsignificant. 
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Table 18 

Discriminant Analysis 
ITPA Sub tests 

Three Groups for One '~ear 

Variable 

Auditory-Vocal Automatic 
Visual Decoding 
Motor Encoding 
Auditory-Vocal Association 
Visual-Motor Sequencing 
Vocal Encoding 
Auditory-Vocal Sequencing 
Visual-MOtor Association 
Auditory Decoding 

Percent of Canonical Variation 

Raw 
coefficient 

1 

- .011803 - .018421 - .024548 
.079966 

- .005782 
- .019338 

.003752 
- .072919 

.015982 

62.2'9 

Raw 
coeffic:f,ent 

2 

.008846 
- .011414 

.028838 
- .0918/';,.2 

.020653 

.004'+86 - .026932 - .O!36823 - .020990 

37.71 

" 

Bartlett's Chi Square Test for Significance of Successive Canonical 
Variates 

For roots 1-2 Chi Square • 39.9781 with 18 df 
For roots 2-2 Chi Square • 16.0207 with 8 df 

Discriminant Functions 

1 

Traditional - 5.464 

Ameliorative - 6.093 

Direct Verbal - 4.545 

P less than .0022 
P less than .0421 

2 

-12.203 

-13.261 

-14 .. 001 

-----,--------,--------------~-----
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Aplpendix D 
Traditional, Ameliorac1ve, and Direct Verbal Groups 

Results at the End of the Kindergarten Year 

Table. 1 - 17 
RESULTS AT THE END OF THE KINDERGARTEN YEAR 

Statistical treabment of the total battery data (Binet, ITPA 
total, Peabody, Frostig, and Metropolitan) employed a multivariate 
analysis of covariance using initial Binet, ITPA total, Peabodyj 
and Frostig scores as covs~iates. Since the Metropolitan was not 
given until the end of the first year, scores from this instrument 
were not available for use as covariates. A ~~parate multivariate 
lI.nalysis of covariance of ITPA subtest data used the initial scores 
fr()m the nine subtest.s as covariates. When mul tivaI'iate F'. were 
si.gnificant, Newman-Keuls tests &t the .05 level were conducted 
in those instances when univariate F's were also significant. 

Table I 

Total Battery Multivariate Analysis of Covariance 
Three Groups for Two Years 

F ratio for multivariate test of equality 
of mean vectors • 9.9011 

df t!!!I 12 and 94 p leRs than .0001 

Between Univariate P 
-

Variable Mean Square F less than 

Binet IQ 1217 e 6802 17~4776 .0001 

" Peabody IQ 701.8813 .3321 .7190 

Frostig PQ 1918.4859 17.1497 .0001 

lofetropol i tan 
Reading Readiness 321.8624 11.3006 .0001 
Raw Score 

Metropolitan 
Number Readiness 426.7464 . 31.0530 .0001 
Raw Score 

ITPA Total 
Language Age 145.9794 4.2439 .0197 
Difference Score* 

NOTE: Initial Binet IQ, Peabody IQ, Frostig PQ, and ITPA total 
language age difference score (in months) were used as 
covariates. 

*To relate language age to chronological age, a difference score 
(in months) was computed by subtracting a child's chronological 
age at the time of testing from his language age. 
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Table 2 

Stanford-Binet Mean IQ 
Three Groups for Two Years 

Group N Test 1 diff. Test 3 

Traditional 25 94.4 5.6 100.0 

Ameliorative 24 96.2 12.4 108.6 

Direct Verbal 10 96.6 24.0 120.6 

NOTE: Initial Binet IQ, Peabody IQ, Frosti.g PQ, 
language age di.fference score (in months) 
covari.ates. 

NEWMAN-KEULS PROC EDURE 

Group 

T 
A 

Table Value 
Corxected Table Value 

Covaried Means 

T 
-24.24 

Differences 

/MS. ~ 
within/harmonic mean • 2.054 

*Significant difference at .05 level 

A 
-18.43 

5.81 

2.84 
5.83 

Covaried Mean 

-24.24 

-18.43 

- 5.66 

and ITPA total 
were used as 

DV 
- 5.66 

18.58* 
12.77* 

3.41 
7.00 

Summary: The Direct Verbal group was significantly higher than the 
Ameliorative and traditional groups which did not differ 
significantly from each other. 

296 



Group 

Traditional 

Ameliorative 

Direct Verbal 

Table 3 

Peabody Mean IQ 
Three Groups for TWo Years 

=. 

N Test 1 diff. Test 3 

25 79.8 20.3 100.1 

24 85.0 14.0 99.0 

10 82.3 16.6 98.9 

NOTE: Initial Binet IQ, Peabody IQ, Frostig PQ, 
language age difference score (in months) 
covariatet'3. 

Covaried Mean 

58.37 

55.04 

55.58 

and ITPA total 
were used as 

A Newman-Keu1s test was not conducted because the univariate 
F was nonsignificants 
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Table 4 

Frostig Mean PQ 
Three Groups for Two Years 

Group N Test 1 diff. Test 3 

Traditional 25 76.8 5.9 82.7 

Ameliorative 24 81.1 20.1 101.2 

Direct Verbal 10 75.9 23.0 98.9 

,'. 

NOTE: Ini tial Binet IQ, Peabody IQ, Fl!:ostig PQ, 
language age difference score (1n months) 
covariates. 

NEWMAN-KEULS PROCE.li)URE 

Group 

T 
DV 

Table Value 
Corrected Table Value 

Covaried Means 

T 
40.90 

Differences 

fMS -
within/ha1cmonic mean • 2.603 

*Significant difference at .05 level 

DV 
57.32 

16.42* 

2.84 
7.39 

Covaried Mean 

40.90 

57.56 

57.32 

and ITPA total 
were used as 

A 
57.56 

16.66*' 
.24 

3.4,1 
8.8S 

SUlllllary: 'l'he Ameliorativ'e and Direct Verbal groups, which did not 
differ significantly from each other, we:re sign:f.ficantly 
higher th.n the Traditional group. 
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Table 5 

Metropolitan Reading Readiness Mean Raw Score 
Three Groups for Two Years 

Group N Test 3 Covaried Mean 

Traditional 25 48.4 13.76 

Ameliorative 24 56.5 21.14 

Direct Verbal 10 53.9 18.45 

NOTE: Initial Binet IQ, Peabody IQ, Frostig PQ, and ITPA total 
language age difference score (in months) were used as 
covariates. 

NE'WMAN-KEULS PROCEDURE 

Group 

T 
DV 

Table Value 
Corrected Table 

Covaried Means 

T 
13.76 

Differences 

/MB 
within/harmonic mean • 1.313 

*Significant difference .at .05 level 

DV 
18.45 

4.69* 

2.84 
3.73 

A 
21.14 

7.38* 
2.69 

3.41 
4.48 

Summary: The Ame1iorati,re and Direct Verbal groups, which did not 
differ signlfiC',ant1y from each othel', were significantly 
higher than the Traditional group. 
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Table 6 

Metropolitan Number Readiness Meao Raw Score 
Three Groups for Two Years 

Group N Test 3 Covaried Mean 

Traditional 25 12.8 -4.90 

Ameliorative 24 21.0 3.18 

Direct Verbal 10 20.5 2.26 

NOTE: Initial Binet IQ, Peabody IQ, Frostig PQ, and ITPA total 
language age difference score (in months) were used 8S 

covariatea. 

NEWMAN-KEULS PROC EDURE 

Group 

T 
DV 

Table Value 
Corrected Table Value 

Covaried Means 

T 
-4.90 

Differences 

/MS 
within/harmonic mean • .912 

*Significant difference at .05 level 

DV 
2.26 

7.16* 

2.84 
2.59 

A 
3.18 

8.08* 
.92 

3.41 
3.11 

Summary: The Ameliorative and Direct Verbal groups, which did not 
differ significantly from each other, were significantly 
higher than the Traditional group. 
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Table 7 

ITPA Total 
Mean Language Age Difference Score in Months 

Three Groups for Two Years 

Group N Test 1 diff. Test 3 

Traditf.onal 25 -5.4 .7 -4.7 

Alneliorative 24 -3.7 1.3 -2 .. 4 

Direct Verbal 10 -4.1 6.1 2.6 

-
NOTE: Initial Binet IQ, Peabody IQ, Frosti.g PQ, 

language age difference score (in months) 
covariate •• 

NEWMAN-KEULS PROCEDURE 

GroU1~ 

T 
A 

Table Value 
Corrected Table Value 

Covaried Means 

T 
21.81 

Differences 

/MS 
within/harmonic mean • 1~443 

*Significant dIfference at .05 level 

A 
21.99 

.18 

2.84 
4.10 

Covaried Mean 

21.81 

21.99 

27.91 

and ITPA total 
were used a. 

DV 
27.91 

6.10* 
5.92* 

3.41 
4.92 

SUlllD.ftry: The Direct Verbal group was significantly higher than 
the Mlleliorative and Traditional groups which did not 
diffel' significantly from each other. 
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Table 8 

ITPA Subtest Multivariate Analysis of Covariance 
Three Groups for Two Years 

F ratio for multivariate test of equality 
of mean vectors • 1.4918 

df EI 18 and 78 P less than .1159 

Between Univariate P 
VarJtab1e Mean Square F less than 

Auditory-Vocal Automatic 245.0387 1.5900 .2148 

Visual Decoding 2.8687 .0120 .9881 

Motor Encoding 141.5187 .5395 .5867 

Auditory-Vocal Association 205.0937 2.4090 .1010 

Visual-Motor Sequencing 50.0333 .6066 .5495 

Vocal Encoding 392.6569 2.0639 .1384 

Auditory-Vocal Sequencing 295.5856 1.6714 .1990 

Visual-Motor Association 643.2411 2.8556 .0676 

Auditory Decoding 1338.7306 7.1230 .0020 

--
NOTE: Initial language age difference scores (in months) from the 

nine ITPA sub tests were used as covariates. 
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Table 9 

Auditory-Vocal Automatic Test 
Hean Language Age Difference Score in Months 

Three Groups for Two Years 

Group Test 1 diff. Test 3 Covaried Mean 

Tradit.ional 25 - 8.4 .8 -9.2 -37.68 

Ameliorative 24 -12.1 5.5 -6.6 -36.51 

Direct Verbal 10 -12.6 12.9 .3 -29.01 

NOTE: Initial language age differe.nce scores (in months) from the 
nine ITPA subtests were used as covariates. 

A ~ewma!l-Keuls test was not conducted because the multivariate 
F was nonsignificant. 

Table 10 

Visual Decoding Test 
Mean Language Age Difference Score in Honths 

Three Gro'ups for TWo l' (:!srs 

------------------------------------------------------------------------
Group N Test 1 d iff. Test 3 Covari ed Mean 

---------------------------------------------------------------------
Traditional 25 -1.3 1.2 - .1 -24.02 

Ameliorative 24 - .6 2.9 2.3 -23.90 

Direct Verbal 1.0 3.5 -1.6 1.9 -23.08 

NOTE: Initial language age di.fference scores (in months) from the 
nine ITPA subtests were used as covariates. 

A Newman-Keuis test was not conducted because the mu] tivari.ate 
F was ·nonsignificant. 
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Table 11 

Motor Encoding Test 
Mean Language Age Difference Score in Months 

Three Groups for Two Years 

Group N Test 1 diff. Test 3 Covaried Mean 

Traditional 25 -1.6 1.3 - .3 2.03 

Ameliorative 24 -8.2 1.2 -7.0 .64 

Direct Verbal 10 -6.8 8.4 1.6 7.36 

-
NOTE: Initial language age difference scores (in months) from the 

nine ITPA sub tests were used as covariates. 

A Newman-Keuls test was not conducted because the multivariate 
F was nonsignificant. 

Table 12 

Auditory-Vocal Association Test 
Mean Language Age Difference Score in Months 

Three Groups for Two Years 

Group N Test 1 diff. Test 3 

Traditional 2S -6.1 4.5 -1.6 

Ameliorative 24 -5.9 8.5 2.6 

Direct Verbal 10 -6.9 13.4 6.5 

Covaried Mean 

28.92 

31.04 

37.17 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used as covariates. 

A Newman-Keuis test was not conducted because the multivariate 
F wa~ nonsignificant. 
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Table 13 

Visual-Motor Sequencing Test 
Mean Language Age Difference Score in Months 

Three Groups for Two Years 
~ 

Group N Test 1 diff. Test 3 Covaried Mean 
I~~t .. ~ 

Traditional 25- -10 .. 8 3.3 -7.5 30.66 

Ameliorative 24 - 7.7 1.2 -6 .. 5 31.11 

Direct Verbal 10 - 5.4 2.0 -3.4 35.20 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used as covariates. 

A Newman-Keuls test was not conducted because the multivariate 
F was nonsignificant. 

Table 14 

Vocal Encoding Test 
Mean lAnguage Age Difference Score in Months 

Three Groups for Two Years 

Group N Test 1 diff. Test 3 

Traditional 25 -15.1 6.8 - 8.3 

Ameliorative 24 -14.7 4.0 -10.7 

Direct Verbal 10 -13.8 14.1 .3 

Covaried Mean 

33.92 

29.76 

41.24 

NOTE: In.':ttia1 language age difference scores (in months) from the 
nine ITPA subtests were used as covariates. 

A Newman-Keuls test was not conducted because the multivariate 
F was nonsignificant. 
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Table 15 

Auditory-Vocal Sequencing Test 
Mean Language Age Difference Score in Months 

Three Groups for Two Years 

Group 

Traditional 

Ameliorative 

Dirfact Verbal 

N 

25 

24 

10 

Test 1 

2.5 

1.6 

2.3 

diff. Test 3 

-5.4 -2.9 

- .3 1.3 

1.2 3.5 

Covarf.ed Mean 

12.29 

20.S3 

20.18 

NO'l'E: Initial language age difference scores (in months) from the 
nin~~ lTPA subtests were used as covarif.ltes. 

A Newman-Keu1s test was not conducted because the multivariate 
F was nonsignificant. 

Table 16 

Visual-Motor Association Test 
Mean Language Age Difference Score in Months 

Three Groups for Two Years 

N Test 1 diff. Test 3 

Traditional 25 - 2.6 -2.2 -4.8 

Ameliorative 24 -1.7 

Direct Verbal 10 - .7 3.7 

Covaried Mean 

48.09 

61.38 

49.93 

NOTE: Initial language age difference scores (in months) from the 
nine lTPA subtests were used as covariates. 

A N~~~n-Keuls test was not conducted because the multivariate 
F was nonsignificant. 
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Table 17 

Auditory Decoding Test 
Mean Language Age Difference Score in Months 

Three Groups for Two Years 

Group N Test 1 diff. Test 3 

Traditional 25 -4.5 .9 - 3.6 

-Ameliorative 24 2.0 - 2.0 .0 

Direct Verbal 10 1.2 14.3 15.5 

Covaried Mean 

9.58 

16.86 

30.97 

NOTE: Initial language &ge difference SCQres (in months) from the 
nine ITPA subtests were used as covariates. 

A Newman-Keuis test was not conducted because the multivariate 
F was nonsignificant. 
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Direct Verbal 

Race 

.. 

. Appendix E 

Stanford-Binet Mean IQ by Race and Sex 
Three Groups for Three Years 

Test 1 Test 1-2 Test 2 Test 1-3 
Sex ': N diff. diff. 

Caucasian Male S 94s4 8.8 103.2 6.2 
Negro Male 10 90.7 10.3 101.0 7.7 
Caucasian Female 4 103.8 12.4 116.2 3.4 
Negro Female 6 94.3 1.4 9S.7 2.9 

Caucasian Male 4 97.2 14.0 111.2 17.8 
Negro Male 7 91.1 13.9 105.0 11.3 
Caucasian Female 3 109.0 12.3 121.3 lS.0 
Negro Female 10 9S.S 14.2 109.7 10.2 

Caucasian =f 1 84 16 100 24 
Negro 3 96.0 15.0 111.0 31.0 
Caucasian F ' Ie 2 109.0 14.0 123.0 20.0 
Negro F ale 4 94.0 12.0 106.0 20.8 

,. . 

~ 

Test 3 Test 1-4 Test 4 
diff. 

100.6 9.2 103.6 
98.4 2.9 93.6 

107.2 10.0 113.8 
97.2 4.4 98.7 

115.0 13.8 111.0 
102.1f. 8.5 99.6 
124.0 7.0 116.0 
105.7 6.0 101.S 

108 10 94 
127.0 21.7 117.7 
129.0 16.5 125.S 
114.8 5.8 99.8 

NOTE: A discussion of differential effects of programs based on data in this table is inappropriate 
because of the small numbers of children in these categories. 



A""endix F 
Traditional~ Ameliorative, and Direct Verbal Group. 

ITPA Subte.ts. Batteries I and 4 

TabLes 1 - 9 
Table 1 

Vocal Encoding Test 
Mean Language Age Difference Score in Months 

Three Groups for Three Years 

Group N Test 1 diff. Test 4 

Traditional 25 -15.1 3.7 -11.4 

Ameliorative 24 -14.7 7 .. 5 - 7.2 

Direct Verbal 10 -13.8 7.5 - 6.3 

Covaried Mean 
I 

-20.68 

-19.23 

-29.10 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used as covariates. 

A Newman-Keuls test was not conducted because the multivariate 
F was nonsignificant. 

Table 2 

Auditory-Vocal Automatic Test 
Mean Language Age Difference Score in Months 

Three Groups for Three Years 

Group N Test 1 diff. Test 4 

Traditional 25 - 8.4 - 2.2 -10.6 

Ameliorative 24 -12.1 3.0 - 9.1 

Direct Verbal 10 -12.6 11.5 - 1.1 

Covaried Mean 

-54.14 

-52.17 

-43.19 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used as covariates.' 

A Ne~nan-Keuls test WBS not conducted because the multivariate 
F was nonsignificant. 
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Table 3 

Audi.tory-Vocal Association Test 
Mean Language Age Difference Score in Months 

Three Groups for Thre.e Years 

Group N Test 1 diff. Test 4 

Traditional 25 2.9 -3.2 

Ameliorative 24 -5.9 2.3 -3.6 

Direct Verbal 10 -6.9 6.3 - .6 

Covaried Mean 

16.30 

14.81 

18.34 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests were used as covariates. 

A Newman-Keuls test was not conducted because the multivariate 
F was nonsignificant. 

Table 4 

Motor Encoding Test 
Mean Language Age Difference Score in Months 

Three Groups for Three Years 

Group N Test 1 diff. Test 4 

Traditional 25 -1.6 -3.0 - 4.6 

Ameliorative 24 -3.6 -11.8 

Direct Verbal 10 -6 .. 8 6.9 .1 

Covaried Mean 

- 9.94 

-10.98 

- 2.39 

NOTE: Initial language age difference scores (in months) from the 
nine ITPA subtests we're used as covariates. 

A Newman-Keuls test was not conducted because the multivariate 
F was nonsignificant. 
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Table 5 

Visual-Motor Sequencing Test 
Mean Language Age Difference Score in MOnths 

Three Groups for Three Years 

Group N· Test 1 diff. Test 4 Covaried Mean 

-------------------------------------------------------------~--
Traditional 25 -10.8 -.1 -10.9 25.38 

Ameliorative 24 - 7.7 -.3 - 8.0 25.06 

Direct Verbal 10 - 5.4 -.4 - 5.8 31.48 

NOTE: Initial language age difference scores (in montHs) from the 
nine ITFA subtests were used as covariates. 

A Newman-Keuls test was not conducted b~cause the multivariate 
F was nonsignificant. 

Table 6 

Auditory Decoding Test 
Mean Language Age Differ.ence Score in Months 

Three Groups for Three Years 

Group N Test 1 diff. Test 4 

Traditional 25 -4.5 - .6 -5.1 

Ameliorative 24 2.0 -4.9 -2.9 

Direct Verbal 10 1.2 .9 2.1 

Covaried Mean 

53.85 

53.60 

58~98 

NOTE: Initial language ,tge difference scores (in months) from the 
nine ITPA subtests were used as' cov·ariate~. 

A Newman-Keu1s test w,as not conducted because the multivariate 
F was nonsignificant. 
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Table 7 

Auditory-Vocal Sequencing Test 
Meanl Language Age Difference Score in Months 

Three Groups for Three Years 

------,------------------------_ .. _-----
Group N Test 1 diff. Test 4 Covaried Mean 

--------------------------------~---------------------------------
Traditional 25 2.5 -9.0 -6.5 27.09 

Amel.iorative 24 1.6 ... 4.0 -2.4 27.32 

Direct Verbal 10 2.3 2.5 4.8 34.68 

----- ~------------------------------------~-------------------
NOTE: Initial language age difference scores (in months) from the 

nine ITPA subtests were used as covariates. 

A Newman-KelJls test was not conducted because the mul tivariate 
l~ was nonsignificant. 

Table 8 

Visual Notor Association Test 
Mean Language Age Difference Score in Months 

Three Groups for Three Years 

Group N Test 'i diff. Test 4 

~\.\," 

Traditional 25 - 2.6 2.4 ... .2 

Ameliorative 24 10.9 ·'4.6 6.3 

Direct Verbal 10 .7 3.1 2.4 

Covari.ed Mean 

-24.43 

-20.87 

-25.54 

NOTE: Initial language age difference scores (in months) from t.he 
nine rTPA subtests were used as covariates. 

A Newman-Keuis test was not conducted because the mu,ltivariatf> 
F was nonsignificant. 
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Table 9 

Visual Decoding Test 
Mean Language Age Difference Score in Months 

Three Groups for Three Years 

Group N Test 1 diffo Test 4 

Traditional 25 ·,,1.3 3.9 2.6 

Ameliorative 24 - .6 -8.2 -8.8 

Direct Verbal 10 3.5 .4 3 .. 9 

CG)varied Mean 

47.29 

32.93 

47.4~ 

NOTE: Initial language age dif£erence scores (in months) from the 
nine ITPA subtests were used as covariates. 

A Newman-Keuls test was not conducted because the multivariate 
F was nonsignificant. 
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PREFACE 

The studies and data presented i1tl this report aim at two 
objectives. First, is curriculum dev4!lopment and evaluation; 
sec9nd is research on social and psychological factors in the 
intellectual functioning of culturally disadvantag@d children. 

Under the overall direction of D.~. Merle Karnes a number of 
highly qualified investigators have pursued these objectives with 
diligence and ingenuity. Furthermore:, they have, in important 
instances, pursued objectives to conclusions which are at the very 
least provocative. To many they will be startling and disturbing. 
Thus the sociologis ts, Farber, Lewis ,and Harvey conclude in 
Volume III: 

Technical. ~hasis in educational reform (partic­
ulary that which is intended for the dispossessed) may 
preclude any possibility of educators making a positive 
contribution to the obliteration of the social and 
economic injustices ~hich vict~ize millions of 
Americans ••• Technical emphasis in education, as it is, 
in welfare services, is a symptom of a condition which 
may be termed progressi~ status-guoism • 

. 
Volumes I and II deal largely with the first objective, 

curriculum development and evaluation, and as such are excellent 
examples of the highest quality of the "technical emphasis" to 
which the sociologists on the team refer. In Volume I, Karnes, 
Hodgins and Teska attack such concerns as the relative effective­
ness of five differing methods of preschool educational interven­
tion with the disadvantaged child. Other concerns are to dete~ine 
how long such special intervention must be continued, the optimum. 
age for intervention, and, how much can be done by paraprofessionals 
in the classroom and by mothers in the home. 

In Volume II, Bereiter, Engelmann, Washington and colleagues 
describe efforts to burrow deeper :tnto the processes and products 
of educational intervention on behalf of the disadvantaged. Taking 
the \dew that the Stanford-Binet may be considered as an achievement 
test for the ''hidden curriculwn" of the middle-class home, they 
boldly set about to construct a compensatory curriculum geared to 
the Binet, and to test the curriculum. In so doing they throw new 
light on the criticism that substantial I.Q. gains in programs for 



the disadvantaged are merely a result of "teaching for the test. u 

In another section Bereiter grapples with the theoretical com­
plexities of interpreting changes in I.Q. 

Volume III deals almost exclusively with the description and 
analysis of family and kinship, neighborhood and conrnunity variables 
that bear on children's readiness and competence to enter into 
formal education. Farber examines this transition from home to 
school in the perspective of the necessity of articulation and 
accommodation of private and public cultures. He posits that 
where private and public culture clash those families and individ­
uals whose way of life is incompatible with the public culture 
are superfluous population. Harvey describes life in a white, 
lower class, semi-rural community. Because his frame of reference 
is the same as that of Farber and Lewis, his findings extend the 
implications of the total report beyond the question of racial 
diff'erences. Lewis presents a sociologically derived mode 1 and 
defi.nition of ucompetence. to For him, competence is a social 
dimension and in that perspective input from the family, neigh­
borhood, and.community sets severe limits on the part that formal 
schooling can play in the development of competence • 

. ~. 

This is a multi-disciplinary multi-volume work which on the 
one hand undertook, with success, to add to our knowledge of 
educational curricula and techniques which enhance the academic 
performance of culturally disadvantaged children. On the other 
hand, an equally important objective was to inquire into factors 
which underlay the intellectual functioning of children. In these 
volumes we are confrontE!d with the cruel paradox that acceptance 
of conclusions arrived ~lt in pursuit of the second objective, 
raises grave doubts as to the value of present day endeavors aimed 
at the first objective. Resolution of this paradox will not be 
for the timid. 

iv 

William P. Hurder 
Director, Institute for 
Research on Exceptional Children 
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INTRODUCTION 

The seven studies reported here grew out of the earlier 
development of "an academically-oriented preschool for disadvan­
taged children," described in the final report for Project 
Number 2129 (Contract No. OE 4-10-008), titled, Acceleration of 
Intellectual Development in Early Childhood. The first report 
describes subsequent modifications of the academically-oriented 
program and effects thereof. The second report deals with an 
administrative variation of the program, in which it was employed 
as a supplement to a regular kindergarten program rather than as 
a preliminary to or substitute for it. The third report presents 
follow-up findings through second grade for the original pilot 
group whose preschool attainments were reported in the earlier 
study. The fourth study employed a different experimental program 
designed to investigate achievement components in Stanford-Binet 
performance. The fifth report presents a simple mathematical 
model to account for IQ gains and losses during and following 
educational interventions. An earlier study had found a low 
correlation between child IQ and parent educ~ation among deaf chil­
dren and the sixth study was intended to explore this relationship 
among visually-handicapped children. The expectation was that 
these children, being more than normally dependent on the language 
medium, would show unusually high correlations of IQ with parental 
education level. The final study attempts to clarify., in a 
pedagogically relevant way, the auditory discrimination difficulties 
that disadvantaged children have been claimed to possess. 



SUMMARY 

This project comprised seven studies having the general 
purpose of further extending development and testing of the aca­
demically-oriented preschool program for disadvan.taged children 
and investi.gating questions related thereto. Procedures and 
results are sutllllarized separately for each study. 

1. Curricula Development and Testing in Bereiter-Engelmann 
Program. 

Procedure: Over a three-year period programs in l-anguage, 
reading, and arithmetic ~o1ere substantially revised through close 
observation of difficulties encountered by more advanced groups and 
try-out of changes on groups lagging behind them. E'raluation was 
by day-to-day curriculum-specific testing and by standardized 
end-of-course tests. 

Results: There was a general tendency over the three years 
toward higher mean end-of-course achievement and toward a smaller 
number of low achievers. The development program led to many 
suggestions for more effective teaching. 

2. The Dual Kindergarten 

Procedure: Ten disadvantaged children who were given the 
academically-oriented program as a supplement to a regular kinder­
garten program were compared with 10 similar children who ha~ only 
the regular program. 

Results: Experimental children performed significantly better 
on measures of scholastic achievement, but not on IQ or total ITPA 
score. 

3. Follow-Up Data on the Achievement of Disadvantaged 
Children Who Participated in an Academically-Oriented Preschool 
Program. 

Procedure: Twelve surviving members of the original pilot 
group used in development of the academically-oriented program 
were studied in second grade by means of parent and teacher inter­
views, classroom observations, administration of the California 
Achievement Test, and readministration of the Stanford-Binet and 
ITPA. 

Results: Five of the children were performing above grade 
le,!")l, three somewhat below grade level, and four well below grade 
level on the California Achievement Tests. Data from readminist !'1-

tions of the Stanford-Binet and ITPA showed that children in thr 
lower achieving groups had not maintained their gains as well as 
the high achievers. 

.. 



4. Achievement Components of Stanford-Binet Performance. 

Procedure: In order to test the hypothesis that IQ gains were 
the result of learning of conceptual content tapped by the IQ test, 
a curriculum devised by working bac:kward from Stanford-Binet items 
to define a universe of content for which the Stanford-Binet could 
serve as a content-valid achievement test was taught to 20 four­
year-old disadvantaged children. 

Results: IQ gains on the Stanford-Binet were of about the 
same magni tude as those obtai.ned from the academi.cally-oriented 
program and as those obtained on the WPPSI, a test whose content 
was kept hidden from teachers and currj .. ct..::lum wri ters. Attempts 
to predict IQ test performance from an inventory of specific 
curriculum attainments, while successful, suggested that the re­
lation was general rather than specific. Results were thus 
contrary to the hypothesis of the study. 

5. A Model for t~e Interpretatiop of IQ Changes. 

Procedure: A mathematical model was developed and tested on 
data from current preschool experiments, which treats IQ gains 
during treatment and losses following termination of treatment as 
a function of expected IQ for the gro~p, effectiveness of treatment, 
the extent to which induced IQ gains carry forward into increased 
potential for future growth, and the extent to which induced mental 
age increments are offset hy subsequent reduced increments. 

Results: The model provided a good fit to available data, 
a parsimonious interpretation of losses following termination of 
treatment, a pessimistic prognosis for the long-term survival of 
IQ gains, and a promiSing index of effectiveness of programs. 

6. Verbal and Nonverbal Factors in Cultural Deprivation: 
Evidence from Children with Sensory Handicaps. 

Procedure: A previous study had found a very low correlation 
between child IQ and parent education among deaf children, leading 
to the inference that language was the primary medium through 
which social-class related differences in intelligence are trans­
mitted. The present study was conducted as a further check on this 
hypothesis, examining comparable correlations for visually-handicapped 
children. The expectation was that these children, being more than 
normally dependent on the language medium, would show unusually high 
correlations of IQ with paren~al education level. 

Results: Correlations in five groups revealed no significant 
differences from the correlation obtained among the deaf. The 
appearance of high percentages of children with IQs below 70 
suggested that organic intellectual impairment may have been 
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responsible for the low correlations. It wa.s concluded that chil­
dren with sensory handicaps were not suitable subjects for testing 
hypotheses concerning experiential factors in l~ntal growth. 

7. The Performance of Advantaged and Disadvantaged Preschool 
Children on Tests of Sound Pattern and Speech Sound Auditory 
Discrimination. 

Procedure: Fifteen disadvantaged Negro kindergarten children 
were compared with fifteen white children of similar age on their 
ability to discriminate speech and non-speech sounds, using a 
simplified test procedure. 

Results: Advantaged children did better on discrimination of 
speech sounds than non-speech sound~; the reverse was true of 
disadvantaged children. Disadvantaged children had relatively 
much more difficulty discri.minating final consonants than beginning 
consonants. Results were attributed to Negro dialect characteristics 
rather than to 8; generalized auditory discrimination deficit. 

9 



THE I.f\~!VIDUAL STUDIES 

Curricula Development and Testing in 
Bereiter-Engelmann Program 

Siegfried Engelmann 

The purposes of the curricula development component of the 
project were: 

1. To provide teachers with more immediate feedback 
about teaching techniques. 

2. To allow for th€ study of how children learn specific 
skills in greater detail. 

3. To allow for a more articulate expression of how the 
general learning performance of a child (as measured by such instru­
ments as the Stanford-Binet) relates to more specific performance 
on tasks taught in the program. 

4. To ascertain which skills in the program are sequenced 
and presented relatively less efficiently than other skills in the 
program (which information would derive from the amount of time 
necessary for a child to reach a specific criterion of performance 
on a particular teaching objective). 

The investigation, in summary, focused on. tTN'O primary areas: 
one concerned with the behavior of the children in mastering spec­
ific objectives, the other concerned with the effectiveness of the 
curriculum, as determined by the relative difficulty of specific 
tasks, compared to other tasks. 

PROCEDURE 

General: The investigation centered around the three primary 
aC'ademiC' skills taught in thta pro~ram -- rpading, arithmetic, and 
language -- over the three-year period. During the school year of 
1967-68, a more intensive attempt at developing systematic pro­
cedures for program evaluation and revision was conducted on the 
entering four-year-old children. The investigation focused on lang­
uage skills. The amount of testing and observation time needed to 
carry out this undertaking mitigated against a broad investigation 
of all skills in reading, arithmetic, and language. It was felt 
that the investigators could do a more creditable study by working 
on the language component and conducting a more detailed evaluation, 
rather than attempting a more ambitious evaluation and sacrificing 
detailed data .. 

The evaluation of the "trouble shooting" program revisions ~.,as 
primarily informal but had several fonnal components. Formal instr­
uments were used both to give a gross indication of how many skills 



the program taught during a given period and to docL~ent specific­
ally how well children were taught specific tasks. The assumption 
was that if programs were relatively improved, there would be a 
performance improvement on achievement tes ts and on IQ tes ts ('.vhich 
tests would reflect the effectiveness of the language program). 
More specific measures (constructed for the experiment) w~re needed, 
however, to document the teaching and to provide the investigators 
with data about the variables associated with the process of teach­
ing children so that they achieve a specific criterion of perform­
ance on & specific set of skills. 

SUBJECTS 

Subjects, as noted above, were four-year-old disadvantaged 
children (group III in the B-E program), who attended classes for 
2~ hours a day in the mornings for two years. Children were 
grouped homogenl~otl sly, ini tially on the bas is of IQ scores. They 
were then re-grouped on the basis of p~rf01~ance within the lang­
uage program. One teacher worked exclusively with each group. 

Informal Eva1uaLion: 

The infor:llal evaluat ion cons is ted primarily of "brain s torm­
ing" ses s ions in 'tvhich the teachers compared observa tions on the 
relative difficulty of particular tasks included in the program. 
The teachers were not primarily responsible for making curricula 
changes, merely for noting problem spots. If the four teachers 
seemed to agree that a particular task or series of tasks was 
"difficult," their judgement was taken as prima facie evidence 
that the skill was poorly programmed. 

A curricu1uut writer then made changes that were designed to 
remedy the situation. He made changes either by (1) lengthening 
the sequence and breaking it into smaller steps that were to be 
distributed over a longer period of time, or (2) developing a new 
method of demonstrating the concept (new instances of the concept, 
changes in the statements used in connection with the demonstration, 
changes in the type of responses required from the children, ~tc.) 

Whether or not the change was relatively effective was deter­
mined on an "eye ball" basis. The variation in perfonnance between 
the top performing disadvantaged children and the lower performing 
children is substantial. The top performing children usually ach­
ieve specific instructional objectives at least two times as fast 
as the lower performing children at the beginning of the year. By 
the end of the year, the difference decreases such that the. top per­
forming group is now learning at about one and a half times the 
rate ()f the bottom performers. We used this observation as the 
basis for evaluating the effectiveness of a given change. The 
problem is encountered first with the top performing children 
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(since they are proceding through the program more rapidly and 
reach a particular trouble spot before the low performing groups 
reach that part of the program). A change is made in the program. 

The assumption is that if the change is e.ffective, the lower 
performing children will achieve the objective relatively faste,.c 
than would be expected. If, for example, it took the top perform­
ing group 30 minutes to achieve a desired criterion of perform.ance 
on a particular task (one that was deemed troublesome) one would 
expect (in the early part of the year) that the lower performing 
children would require at least 60 minutes to achieve the same 
objective, unless a change was made. If a change were made and 
the low performing children still required at least 60 minutes 
to achieve the objective, the change would be considered ineffective. 
If the low performing children required only 40 mi.nutes, for ex­
ample, to achieve the objective, the change was deemed effective. 
One could conclude (in a very rough manner) that the higher per­
forming group, had it been exposed to the same change, would have 
achieved the objective in 20 minutes or less, a saving of perhaps 
10 minutes, and more important, an indication that the objective 
was achieved with fewer errors and, consequently, perhaps greater 
enthusiasm. 

The curriculum changes were not quantified because the pro­
cedure above was not always (and could not always be) followed 
rigidly. The procedure seems to have a great deal of potential 
for evaluating performance of children, but the problem is compli­
cated by three factors: 

1. Sometimes, the fault was not with the curriculum but 
rather with the method in which the concept under consideration 
was presented to the children. The remedy for a faulty or weak 
presentation was to change the presentation. 

2. Sometimes, the remedy was obvious and could be offered 
very quickly (either by the other teachers or by the curriculum 
specialist). In some cases, the teacher wasn't presenting in the 
appropriate manner. In other cases, there was a minor fault in 
the program (perhaps a confusing example). The change was made 
immediately and the group with which the teacher was working at 
that time benefited from the change. In other words, the top group 
did not always go through the program "the wrong way" and the lower 
performing group "the right way." Sometimes changes were made so 
that the top group benefited from the change. 

3. Somet~es, the factor of 2~ early in the year and 1% 
later in the year does not apply to disadvantaged groups. It 
seemS to apply only if the original program is reasonably well 
sequenced. If one were to try to use very poor teaching techniques 
to try to teach such concepts as colors or sequencing events to a 
high and l~N group; the difference betwe~n the groups would be far 
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more than the 2~ factor. The difference might be more accurately 
expressed by a factor of 5. 

Formal Criterion Testing: 

The formal testing was based on the premise that intelligence 
is the sum of what a child had been taught during his lifetime. 
Translated into the instructional situation, the premise would 
hold that a program responsible for an increase in IQ or achieve­
ment must have achieved very specific objectives -- a number of 
them. T~ most accurate way to express what the program had done 
is to detail everything that had been taught. A test that samples 
the behavior of the children cannot specify precisely what had 
been taught. Furthermore, it cannot account for generalizations 
that were not taught or demonstrate how these generalizations were 
a function of what had been taught. The most accurate evaluation 
of a program is one that demonstrates everything that had been 
taught in tl'» program, with an indication of the amount of time 
required to teach each concept. The number of things actually 
taught gives an indication of what the program did to change the 
behavior of the children. (Note toot skills are not necessarily 
taught: if the teacher merely goes through a teaching routine. 
They ,lre taught only if the children can demonstrate after instr­
uction that they can perform on the skills that were set out to be 
taught. Incidentally, it helps if one can demonstrate that they 
had not mastered the skills before entering the program~) The 
rate required for children to meet specific instructional objec­
tives gives a more detailed, fine-grained profile of the program. 
The check list shows what the program has achieved for each child. 
The rate analysis indicates in greater detail where the program 
is relatively strong and where it is relatively weak. A skill 
that requires fonr times the amount of teaching may be indicative 
of specific weakness in the program. 

The formal procedure used to evaluate the children's perform­
ance was to develop check lists of each item taught in the program. 
For example, one of the broad objectives of the program was to 
teach children the names and functions of parts of familiar objects. 
Real objects and pictures of objects were used to teach these con­
cepts. The part-whole part of the curricula was organized and 
systematized into a set. of 132 lessons. Examples of the instruc­
tional materials and accc~panying illustrations are given in 
Appendix A. Every object and every part that was supposed to be 
taught in the program was included in a test. This test employed 
the language tha t the teacher used '.'lhen teaching parts. "What is 
this?" (shovel) "A shovel has a ••• (tester points to handle) 
and a shovel has a ••• (tester points to scoop)." The test for 
parts was administered after the teacher indicated that she had 
completed the parts unit with her group. The results of the test 
were then fed back to the teacher. She was instructed to bring 
every child in the group to perfl'2!ct perfonnance. After the teacher 
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indicated that she had worked with the children who failed particular 
items, the entire test was re-administered, not merely the items 
that the children had missed. The teacher was again told about the 
performance of her children and was again instructed to bring them 
to criterion. After the second test, only the items missed on the 
last test were re-administered. 

The criterion tests (one on prepof.itions and one on parts) are 
explained and the check lists included in Appendix B. Because of 
the length of these tests, they were extremely time-consuming and 
sometimes difficult to schedule in the children's relatively short 
school day. The tests, however, provided a great deal of qualita­
tively valuable information. 

1. The tests provided a basis for evaluating the perfor­
mance of different teachers. As noted above, the investigators had 
an expectation of the relative time required for the different 
groups of children to reach the desired criterion of performance 
On any unit. When the performance of the children was not consis­
tent with the expectAtion (when, for example, the second or third 
group beat the first group in reaching a particular criterion of 
performance), the discrepency was interpreted as a function of the 
relative effectiveness of the two teachers in question. The inter­
pretation was that if one teacher's group consistently lagged behind 
that of another whom they should beat, this teacher was not teach­
ing effectively. This conclusion could be tested by "switching" 
teachers from one group to another (letting the teacher of the top 
group work with the second group for a while) and noting whether 
or not the performance discrepency continued. If not, the initial 
discrepency was a function of poor teaching skills. The testing 
allowed the investigators to study "good teaching" in some detail. 

2. The study allowed for inferences about the "hidden 
curriculum" in the middle-class home and the mysterious ways that 
children perform on sampling tests, such as the Stanford-Binet. 
It allowed the investigators to see what the children had been 
taught. The study of time and amount of teaching required to 
teach the set of skills under investigation allowed for at least 
some qualitative generalization about 'Y7hat ~vould be required to 
teach a more elaborate set of skills, such as those sampled on a 
Binet IQ test. The assumption is that middle-class children haVe 
been taught a greater range of skills. The study of what it takes 
to teach these skills gives at least a rough idea of how much 
teaching goes on in the middle-class home -- how many hours and the 
variety of concepts. Since the format of instruction is quite 
different in the middle-class hDme than it is in the classroom 
(individual, informal versus group, form.9.1 instruction) there is 
no basis for extrapolation, merely a suggestion about the intensity 
of the education in the middle-class home. 

3. The study provided a model for more effective apprais­
als of curricula. Unlike most achievement tests, the tests designed 
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for the study implied very speci.fic instruction for the child that 
failed. Often the teacher who is given the results of an achieve­
ment test cannot see precisely which skills have not been taught 
to the children. The items are often complex and contain a num­
ber of possible causes of failure. Sometimes, the items included 
in the test are not specific items that have been taught in the 
course. Often the teacher does not view the test with the idea 
that if the children fail items on the test, they fail because 
they haven't been taught the skills necessary to master the item. 
(Teachers sometimes interpret test performance in terms of the 
mental adequacy of the children. "He's just a slow learner.") 

The tests used for the present study involved simple items, 
presented according to the~nguage conventions of the program and 
embodying the content words taught in the program. Each failed 
item, therefore, reflected a weakness in the program (in the way 
the concept presentation was designed, or in the way the presenta­
tion was executed by the teacher, or in both.) In any case, a 
teaching remedy was implied. The child had not been taught suf­
ficiently well. The remedy was to teach him. 

Lh; The study provided further inference about the rela­
tive effectiveness of the program. If certain items were failed 
rather consistently acrOSA the four groups of children, the con­
clusion was drawn that the items in question were not taught well. 
For example, if the children had trouble naming the parts of a sail­
boat, the investigators concluded that the method of instruction 
used to teach the parts of the sailboat left something to be 
desired. The qualitative nature of the children's responses often 
provided further information about how the teaching presentation 
was weak. The fault in the program may have been one of sequencing, 
which would mean that the objects taught immediately before the 
sailboat was taught may have been similar to the sailboat and may 
have induced some confusion. (This type of confusion would be 
reflected by the children's performance on the sailboat and on the 
objects that preceded it in the teaching sequence). The confusion 
may have been one of time. (Regardless of where ·the sailboat 
appeared in the teaching sequence, it perhaps required relatively 
more time to be taught than other four-part objects). The confusion 
may have been one ~f generalization. (For example, the children 
may have learned in connection with such objects as wagons, beavers, 
etc., that the main part of the object is called the body. The 
body of the sailboat is not called a body, however, but a hull.) 

5. The study provided specific clues about how to change 
troublesome parts or the program. For example, if children con­
sistently called the hull of a sailboat "body," a variation of 
the teaching demonstration for sailboat would be implied. The 
teacher would anticipate the mistake and alert the children to 
the mistake that they might make. "Look at this part of the sail­
boat. You know what some children call it? The body. That's 
silly, i.sn't it. We know what it is. It's the hull. Oh, you 
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have to he smart to know that. What part of the sailboat is this?" 
Other types of changes were prompted by (1) consistent failure of 
an item, and (2) the nature of the problems children had on the 
te s ts • 

Qualitative ana.lysis was not handled in a formal manner simply 
because the techniques used were basically exploratory. It was 
felt that adherence to a rigid procedure might force the investiga­
tors to ignore possibly useful qualitative data. As a result of 
the somewhat haphazard attempts to use the children's test perfor­
mance results as the basis for dravling inferences about weaknesses 
in teacher presentation and in the s tnlcture of the program, the 
investigators were left with many interesting leads but little in 
the way of hard data about the relative effectiveness of the 
remedies that were implemented. The leads were for the most part 
qualitative since it was not practical under the circumstances to 
control for the different variables that might influence effective­
ness of program revision. 

RESULTS AND DISCUSSION 

Threl: types of results emanated from the study. The first has 
to do with the changes in the progra~. The next is same kind of 
documentation that the changes were for the better, supported by 
improved achievement and IQ-test scores. The third type of re­
Sllts has to do wi th the procedures developed for "trouble shoo t-
ing" and revising curricula. Because the results vary from objective 
test scores to impressionistic observations, reporting of results 
and discussion of them are combined. 

Changes in the Program and Effects of Cha~s: 

Changes were made in all three curricula areas -- arithmetic, 
reading, and language. }~st of the changes were extremely spec­
ific; however, some of them proved to be rather extensive. 

Arithmetic: The original conception of the arithmetic pro­
gram was to relate the statements of arithmetic to counting oper­
ations and to give the children an operational understanding of 
each "symbol" used in the statements of arithmetic. 

The problem with the original program was that it was danger­
ous for the slower performing children. The slower performer did 
not knOt., ho\l to count. He did not know the "names" of the numerals. 
And he did not know what the statements of arithmetic purported to 
tell him about the world. In brief, the entire game of arithmetic 
was new to him. He learned the word three in connection with count­
ing exercises. At the same time, he learned three in association 
with a symbol. And he was exposed to a statement, "This number 
is three." 
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The three in the counting context, in the symbol identifica­
tion context, and in the statement context often resulted in total 
confusion. He knew something about identifying objects, but his 
object called "three" was something that was quite different from 
the other objects to which he had been exposed. One didn't SiMply 
identify the object. 

The slower-performing children had similar difficulties with 
the statements of arithmetic, such as, "One plus zero equals one." 
They did not adequately learn the meaning of this statement. Their 
great failure was to learn that one plus zero is the same as one. 
We discovered the faster perforrning children also had a great deal 
of difficulty with this concept, and that we had assumed that the 
concept is far easier for children to learn than it actually is. 

The major changes that resulted from our tryouts of the arith­
metic program were~ 

1. The symbol identification tasks were changed. Chil­
dren were not required to give full statements in response to 
numerals. ''What's this? .. A three .. " The rate at which symbols 
were introduced was also slowed, so that the children would acquire 
a solid base in counting before they were exposed extensively to 
symbols. 

2. The emphasis on production of arithmetic statements 
(one plus zero equals one) was reduced in favor of increased 
emphas is on demons tra tions and prac tice wi th the opera tions (as­
sembling one, adding no more, and noting the total). Emphasis on 
statement repetition and production was delayed until the children 
had had considerable experience with the operations. 

3. Emphasis \\7aS placed on the meaning of "equal." The 
children were exposed to a series of graded exercises, beginning 
with the rule, "As many as you have on one side of the equal sign, 
you have to have on the other side." Children were initially given 
such exercises as, '~at equals seven?~ •• What's the same as eight? 
What equals eight? •• If you have eight on one side of the equal 
sign, how many do you have to have on the other side ?O, The chil­
dren progressed to more complicated statements, always with th~ 
emphasis on the equal sign. For example, the problem 4 + 2 = I~ 
was solved by figuring out (by following the operation specified) 
how many are on the left of the equal sign. "So what equals six? •• 
And how many do you have to have on the other side of the equal 
sign? •• And what numer al goes in the box? •. " 

4. The entire arithmetic program wa.s "slowed." A firm 
grounding in the meaning of "equal" \l1as traded for possible 
acceleration of the faster performing children into such areas 
as fractions, rules of converting equations, etc. What this means 
is that the higher performing children were not able to progress 
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as far as they perhaps would have been able to in the original 
program. It was felt, however, that they would have a more solid 
foundation in their understanding of arithmetic statements and 
therefore would be able to progress more smoothly in the less 
structured school situation. 

The effects of the changes in the arithmetic program are vague­
ly reflected in the performance of the children. The arithmetic 
achievement scores for the first and second classes (Groups I and 
II) of Bereiter-Engelmann children (after two years of instruction) 
is given in Table 1. The mean scores are nearly identical. Note, 
however, that the lower performi.ng childn~n i.n the 1967 graduating 
class scored subs tantially higher tha.n the lo~¥er perfonners in 
the 1966 graduating class. 

Reading: The reading program has undergone more change than 
any of the others. The original program was linguistically orient­
ed. Children vlere taught that words had beginnings and endings. 
The word beginnings consisted of single sounds, such as, s, m, b, 
etc. The endings were ed, ad, am, etc. Different beginnings were 
progranuned with different endings. The children were taught both 
the letter names and the sounds the letters made in the words that 
were formed by coupling a beginning and an ending. 

The program proved to be only modestly successful. The mean 
reading achievement score of the children who were taught according 
to this program was .99, based on the Wide~Range Achievement Test, 
first edition. A number of the children failed to learn to read. 
(See Table 2). 

In 1965, the ITA program was substitu~ for the original. It 
was obvious that the ITA had an advantaged; however, it did not 
succeed well with the lo~ ... performing children, primarily because 
these children had a great deal of difficulty learning to combine 
sounds. They could learn to sound out a word, such as d-ooo-g, 
but they couldn't blend the sounds to form the word ~. 

In 1966, a new program was introduced for the lower perform­
ing children. This program concentrated on the skills that are 
involved in sequencing sounds and blending them to form a word. 
Children were given verbal exercises in which they were given words 
verbally, such as, mInnD:naaaannn. They were then told to "say it 
fast." The children were also taught to say words slowly. Words 
were presented at a normal speaking rate (man). The children were 
then to, "say it slow." Finally, a convention for blending was 
introduced. The first letters the children were taught were con­
tinuous sound letters--mm, a, u, s, etc. These were identified by 
the sound they make, not,by the name. When the children began to 
read simple words formed by these letters, they were taught to 
hold each sound until they produced the next. Instead of sounding 
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Table 1 

Arithmetic Achievement of Groups I, II, and III 
After Two Years of Instruction 
CWide Range Achievement Test*} 

Subject Grade Level 

Group 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

1 i' L. 

13 

Group 

Group 

1 

2 

3 

4 

5 

I 

I Mean 

II 

22 

2.5 

1.8 

1.4 

2.0 

3.6 

2.9 

3.1 

1.8 

2.3 

3.3 

3.6 

3.1 

2.5 

2.61 

2.2 

2.3 

3.3 

3.1 

2.9 

~. "'\~fl' '\~" -- f.' P' ~ '> - -, • 



6 2.5 

1 3.3 

8 1.4 

9 2.2 

10 2.7 

11 2.2 

12 2.0 

Group 1I Mean ,2.51 

Group III 

1 2.4 

2 1.6 

3 .9 

4 .4 

5 2.2 

6 1.9 

7 .9 

8 2.2 

9 1.6 

10 2.1 

11 2.2 

12 1.4 

Group III Mean 1.65 

*Changes occurring in the Wide Range Achievement Test prior to 
its use to test Group III make these scores not strictly com­
parable to those of Groups I and II. 
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Table 2 

Reading Achievement of Groups I, II, and III 
After One and Two Years of Instruction 

(WIde Range Achievement Test*) 

Subject 
Gradt.~ Level 

End of First Year 
Grade Level 

End of Second Year 

Group I 

1 1.0 1.3 

2 1.0 .9 

3 1.0 1.0 

4 1.1 1.1 

5 1.4 1.7 

6 .9 1.3 

7 1.3 2.3 

8 .5 1.3 

9 1.1 1.3 

10 1.1 1.9 

11 1.2 2.1 

12 1.1 1.8 

13 1.0 1.3 

Group I Mean .99 1.48 

Group II 

1 1.1 2.7 

2 1.1 1.6 

3 1.2 3.1 

4 1.3 3.7 

5 1.2 2.7 
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6 1.2 3.6 

1 1.2 3.1 

8 1.2 1.6 

9 1.3 2.0 

10 1.2 3.1 

11 1.2 1.7 

12 1.2 2.3 

Group II Mean 1.20 2.60 

Group III 

1 1.4 1.4 

2 1.5 1.6 

3 1.6 1.6 

4 .7 .5 

5 1.8 2.3 

6 1.3 2.3 

7 1.2 .8 

8 1.3 2.8 

9 1.2 1.3 

10 1.2 1.6 

11 1.2 1.3 

12 1.4 1.5 

Group III Mean 1.32 1.58 --
*ChangEls occurring in the Wide Range Achievement Test prior to its 

use to test Group III make these scores not strictly comparable 
to those of Groups I and II. 
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out the word man as mm--aa--nn, they were taught to sound it out, 
mmmaaannn. They were then told to "say it fast." 

During the school year, 1966-67, the new reading program was 
introduced to the slower-performing children only. During the 
school year of 1967-68, it became the st.andard program for all 
of the children. The program enabled the investigators to teach 
reading to the slower-performing children for the first time. 

The lowest reading achievement score in the 1967 graduating 
class (Group II) was grade level 1.6, compared with grade level 
.9 for the 1966 graduates (Group I). The difference in reading 
instruction seems to be reflected both in the mean reading scores 
and in the range of scores, with the 1967 class having the advan­
tage in both cases. 

Because a new edition of the Wide-Range Achievement Test 
was IJ~ed tv t; valuate performance of the 1968 class (Group III), 
the scores are not comparable. However, the achievement scores 
for this class are also included in Table 2. Although the 1968 
scores are lower than those of 1967, the absolute performances of 
the children in these groups are quite similar~nd considerably 
better than that of the 1966 class). 

Language: The goal of the original language program was to 
teach children the language of instruction, that is, the concepts 
and constructions that would be used in a range of future teaching 
demonstrations. The original program called for a tight sequence 
of activities, beginning with work on the "identity" statemen.t, and 
then a variety of "second-order statements." The identity state-
ment is used to identify objects or actions, "This is ." 
The second-order statement is designed to tell something about the 
object (or group) that has been identified, "This is --_. 

The concepts taught using the second-order statement were 
polars (opposites), class concepts, colors, and prepositions. 
After the children had mastered the first- and second-order con­
cepts, they were introduced to if-then constructions, statements 
involving ~nd or, etc. Four primary changes have occurred in the 
language program. 

1. The range of skills has been expanded. 

" 

2. Better demonstrations for teaching language concepts 
have been introduced. 

3. As in the arithmetic, the emphasis moved from the 
repetition and production of statements to the operations that 
underlie statements. 
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4. The sequence of skills was altered to give the lower­
performing children a more errorless introduction to the second-order 
concepts. 

The first class of children was introduced to color relatively 
early in instruction. The introduction of color was delayed for 
subsequent classes. The rationale behind the delay was that the 
slower-performing disadvantaged child does not have a clear idea 
that objects can be instances of various concepts. The slower 
performer may have the notion that an object is an instance of a 
single concept (conveyed by the name of the object), but he may not 
understand that after an object has been labelled, a number of 
attributes (such as color, shape, position, etc.) can be noted. 
The first introduction to these other attributes should be as 
obvious as possible. The notion of color is not particularly 
obvious, because of demonstration limitations associated with the 
concept. It is not possible to "remove" the color from an object 
and show the child a not-instance of a particular color. The 
introduction of color concepts was therefore delayed until the 
child had learned a number of other "attributes" which were more 
easily demonstrated than color. Parts, polars, and prepositions 
were used to provide the introduction to attributes. Only after 
these had been mastered were color concepts presented. 

The demonstrations associated with the presentation of concepts 
were improved on a trial-and-error basis. If a particular present­
ation proved to be difficult for the slower-performing children (as 
noted by the length of time required for them to master the concept 
and by the number of persistent errors they made), the format of 
the presentation was changed. In many cases, the original presenta­
tion was broken into a series of tasks that would lead to terminal 
performance in a more errorless fashion. 

The effectiveness of a language program is reflected ill the IQ 
achievement of children. If the range of language skills that is 
taught includes a wide variety of applications and a relatively 
extensive vocabulary, the child will have been taught more language 
concepts than children his age are normally taught. This increased 
language-skill repetoire should be reflected on an IQ test. 

I'll. TQ nt' I' formance of the 1966, b ~. and 68 classes (Group!-t I, 
II, and III), is summarized in Table 3. The improvement in the 
langua~t" program See:11S to be refleL ted in the increased lQ scores. 
Note, however, that these scores are r~latively independent of the 
achievement scores in other areas. Since the reading program was 
improved at the same time the language program was improved, there 
is some ambiguity about the relationship between reading performance 
and IQ l~vel: however, the arithmetic performance and the spelling 
pt" rfl' ,''118 I\(' • I I f th~ children in tht thret" Bere i t (' r- En~£' 1 mann c las sE'~ 
seems to be uncorrelated with IQ performance. The ari.thmetic 
achievement scores have not changed substantially over the three 
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Table 3 

Stanford - Binet IQ Scores 
for Groups I, II, and III 

At Time After After 
Subjects of Entry First Year Second Year 

Group I 

1 121 101 126 

2 94 96 100 

3 95 109 117 

4 98 101 100 

5 92 100 107 

6 105 110 108 

7 96 100 99 

8 95 103 
~ 

100 

9 91 110 103 

10 105 116 114 

11 99 11L~ 114 

12 88 98 102 

13 90 96 99 

Group I Mean 97.21 104.07 106.93 

Group II 

1 92 113 123 

2 93 94 103 

3 105 112 121 

4 89 101 131 

5 99 116 119 
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6 

1 

8 

9 

10 

11 

12 

Group II Mean 

Group III 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

Group III Mean 

86 

119 

90 

84 

109 

99 

101 

97.17 

101 

83 

96 

84 

78 

93 

81 

111 

90 

111 

85 

95 

92.33 

29 

105 112 

130 139 

107 112 

100 108 

125 138 

114 129 

123 118 

111~67 121.08 

123 94 

96 94 

100 108 

94 102 

103 112 

96 118 

102 88 

121 121 

97 105 

113 117 

95 107 

109 122 

104.08 107.33 



years under consideration. Yet, as Table 3 indicates, the IQ 
scorf':i :18ve chan.ged dramat lcally. 

Perhaps the most significant aspect of the IQ performance of 
the three classes is the increased number of children who achieved 
substantially above 100 in IQ performance. The investigators inter­
pret this tendency as an indication that the language program allow­
ed the faster-performing children to learn language concepts at a 
substantially above-normal rate. The same rate was not possible 
with the slower-performing children, since a great deal of time had 
to be devoted to the programming of basic concepts. 

Observations About "Trouble Shooting" 
for Program Improvement 

The observations divide into two categories: observations 
about the curricula-revision process, and observations about the 
dynamics of effective teaching techniques. 

Observations about the curricula-revision process: The follow­
ing observations were somewhat facilitated by the procedure of test­
ing each child individually on the skills that were supposed to be 
taught in the program and by the procedure of then revising the pro­
gram where it appeared that error rate was high or time required to 
reach criterion was generally excessive. Since adequate controls 
were not, present during the investigation, these observations will 
be discJssed qualitatively. 

1. Different formats for teaching a particular concept 
may resul t in subs tantia,lly different numbers of errors produced by 
the children and the time required for the children to reach 
criterion performance. This observation may seem patently obvious, 
but it is quite important. The difference between a carefully 
constructed program designed to teach a particular skill and one 
that is not as carefully sequenced is reflected both in the amount 
of time it takes for children to learn a particular skill and the 
degree to which the skill is retained over a two.-month period. 
The better program not only teaches the skill more rapidly. It 
also results in better retention. 

In several cases, skills were re-programmed in such a way 
that the lower performing children (group 4) achieved criterion 
in almost as little time as higher performing children (group 1). 

Programs that have the potential for reduced error production 
are particularly important when the first instance of a concept is 
presented. All part-whole tasks are the same in that all have the 
same conceptual structure. In all, the child must learn that the 
object is the sum of the parts and that if all of the parts are 
in place, the whole object is complete. If the whole object is 
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not complete, some of the parts are missing. The name of the object 
is not the same as the name of a part of the object. If one is 
asked, "What is this?" and is presented with an object, the answer 
is the name of the object. If one is asked to "Tell me the t'ulrts 
a has," a ~fferent type of response is required. Telling 
the name of the oojact is not called for. The respondent must now 
examine the object not as a whole, but as an aggregate of parts. 

The structure above applies to all part-whole relationships. 
A child must learn this general structure. However, he must learn 
it in order to handle the first part-whole task he encounters. 
The child then applies what he learns to all other part-whole 
tasks. He does not have to re-learn the structure of the concept 
of part-whole relationships. Conversely, there is no way that he 
can consistently learn to handle the tasks that are presented 
in connection with the first part-whole object without learning the 
structure. What this means, translated into performance expecta­
tions, is that the child who has not learned part-whole relation­
.hips in connection with an object will make a greater number of 
mistakes on th~ first object presented than he will on other 
objects. If the objects that are presented after the first are 
similar in degree of difficulty (number of parts, length of name 
of part, familiarity with whole object), we would expect a typical 
learning curve in which the child made progressively-fewer mistakes 
on each new object until he reached a "plateau" in speed and 
number of errors. His performance would then remain relatively 
constant • 

From the standpoint of curriculum development, it is important 
to flatten the curve. The reason is that when a child makes a high 
number of mistakes on the first "instance" of a concept, retention 
will be relatively poor for that instance. Not only will the sub­
ject require many more trials to reach criterion, but (1) the 
subject will not retain the skill as well as a subject who has the 
same number of trials in which he made fewer errors, (2) the subject 
will not retain the skill as well as a subject who made fewer errors 
but who made the same number of correct responses, (3) the subject 
will not retain the skill as well as subject who made fewer errors 
and fewer correct responses. 

In brief, one of the major differences in material that is 
well programmed and material that is not so well programmed shows 
up most dramatically in the rate at which children master the first 
instances of a new skill. The more poorly sequenced program does 
not have the potential for acceleration because it takes longer 
to bring children to an initial criterion. If the program intro­
duces new instances before the children master the first instance 
(or first set of instances), then the performance of the children 
may be severely retarded (compared to the program in which the 
skills are sequenced to achieve fewer initial errors). A good 
teaching demonstration is needed for the first instance if the 
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performance of the children is to be accelerated. The advantage 
of the well programmed sequence is not as evident after the chil­
dren in both groups have mastered the initial set of instances. 
The well sequenced program, however, will achieve both faster 
learning of the entire set (primarily because of the saving on 
the first several instances) and it will account for better re­
tention of the entire set (primarily because of the better re­
tention on the first instances taught). 

The difference in performance on well programmed sequences 
and relatively poorly programmed sequences is most noticeable 
among the lower performing children. The learning curve for the 
higher performing children on most of the tasks presented in the 
language program is flatter, probably because these children have 
already been taught some of the components of the criterion tasks. 
The lower performing children must he tacght more, and the impor­
tance of a good demonstration is therefore increasingly important. 

2.. The minfmum time in which new skills can be taught 
to four-year-olds (given that the skill is not worked on for more 
than five minutes a day) is three days for the higher performing 
children and about twice that time for the lower performing chil­
dren. This observation is based on the performance of children over 
a broad range of skills. l For some skill acquisition, the 

lIt is interesting to note how far some existing instructional 
programs fall short of this minimum time per unit of learning. 
Some reading programs, for example, presume to teach the children 
the alphabet in the matter of a few minutes. Science programs 
expect children to learn a principle from one experimental demon­
stration of that principle. Language programs and English programs 
assume that children learn about the parts of speech and about 
contractions, for example, from one lecture. If the children are 
to retain what they have been taught, they will probably require 
at least three days of five-minute-a-day instruction on the skill 
in question. (It may be that older children who are more familiar 
with the programming game will not require this much time; however, 
younger children, even very bright children, do.) The greatest 
mistake a program can make is to present a compelling demonstration, 
provide for the children to make responses, and then expect the 
children to have learned the skill well enough to be able to 
retain what they have learned or to use it in other situations. 
The children will most certainly fail. The simplest two-part 
object (such as a shovel) requires instruction over three days if 
the knowledge is to be retained. Surprisingly enough, the three­
day minimum holds reasonably well across various tasks (preposi­
tions, parts, letter sounds, sequencing skills, statement re­
petition skills, etc.) 
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difference between the high and low perfonning children is even 
greater. On symbol recogniti9n, it is not uncommon for naive, high 
performing children to learn new symbols at the rate of one every 
two days, and for lower performing children to require about seven 
days for a symbol, after the first two synlbols have been introduced. 
On other tasks, the differential is not so great. 

3. According to the concept analysis procedures used in 
the program (Engelmann, Concept and Problem Solving, 1969), a 
teaching presentation must be consistent with one and only inter­
pretation. If it is possible to derive two interpretations from 
the presentations of examples and the language the teacher uses 
during the presentation, some children will learn the incorrect 
interpretation. Although no formal attempt was made to design 
tasks that were consistent with more than one interpretation by 
virtue of either language ambiguity or ambiguity of the examples 
selected, tasks that presented problems were scrutinized. In every 
case, a reasonable source of confusion was found to be implied by 
the presentation. Perhaps the words employed were similar to words 
used to describe a superficially similar concept. Perhaps the 
examples were poorly selected. Perhaps the teacher did not rule 
out all of the irrelevant cues (always presenting the letter c 
after the letter b, for example), etc. 

The intensive study of rough spots in the program gave the 
investigators greater conviction that if tasks and teaching demon­
strations could be constructed analytically sound, they would work. 
The children would learn relatively quickly and errorlessly. 

4. The investigation confirmed that a successful program 
is one that (a) quickly demonstrates what the concept is and what 
it is not, (b) uses a carefully selected set of examples during the 
initial demonstration and then quickly expands the set, introducing 
a wide variety of examples, to firm the generalization, (c) uses 
"formats" or a similar fonn for tasks that are similar, so that the 
teacher's language is controlled and so that the children learn 
what general types of responses are required of them not only for 
the present tasks but for all tasks that take the same "fonnat", 
(d) uses simplifi.ed language and places emphasis on the demonstra-
t ion through examples rathet>ithan on verbal explanations from the 
teacher that are designed to appeal to the children's logic, and 
(e) requires a great number of responses from the children. 
Responses are not a substitute for adequate teaching de~nstrations. 
Responses~ however, help the children get used to the yrew language 
introduced and help them become comfortable with thertew concept. 
Good programs are also designed so that they do not '''spiral,'' that 
is, they do not "sort of" teach a concept the first time the con­
cept is introduced and then, at prescribed intervals, "sort of" 
teach a little more about the concept. Such programs are designed 
to create confusion, especially among the lower-perfonning chil­
dren. Theevaluation of the present curricula would indicate that 
a good program teaches the concept as it 'vill be used during the 
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initial teaching demonstrations (using enough examples of the con­
cept to assure generalization). The concept is then incorporated 
in more complex tasks. Unless the concepts are used, normal for­
getting will occur. Such forgetting may be prevented by continually 
review of the concepts (which is sometimeS necessary if the skills 
are not neatly structured). It is far more efficient, howeve:.:, to 
teach the concept and then require the children to perfonn on 
tasks in which they must USe the concept. 

Observations about the Role of Teacher Behavior 
in Inducing Most Rapid Learning 

The teachers in our sample differed considerably in their 
efficiency in teaching children, even when adjusbments were made 
for the expected rate of performance of the different groups. 
Switching teachers from group to group verified the differences. 
These differences were only sl1~ghtly noticeable on "short" tasks~ 
that is, tasks that involved no more than a few examples presented 
by the teacher and a simple statement response from the children, 
a yes-no response, or a pointing response. On more complicated 
tasks (tasks requiring a more elaborate demonstration or a series 
of responses), the difference was more apparent. The investigators 
observed that this "difference" is actually the produce of very 
specific behaviors. These behaviors could be taught to teachers 
who did not initially have them, resulting in improved performance 
of the children. These behaviors are listed below. Note that 
these are not all of the behaviors that make for good teaching. 
The investigators felt that all of the teachers in the investigation 
would be rated at least "good" by outside observers. These are the 
behaviors that make a difference on tasks that typically present 
problems to some or most of the children. The investigation focur~~ 
on these tasks and attention was paid to the behaviors that lea' Jne 
teacher into trouble and the behaviors of another teacher thaI Jut­
tress agains t this trouble. 

1. The "good teacher" was more pess imis t ic abo' ,f the prepar­
ation of her children for a test. She was also more acc';'.ate in pre­
dicting how well they would do on the test. The good ~~Jcher ap­
parently tended to overteach. She hesitated to move :.1 to another 
task until all of the children in her group were per:)rming adequately. 
The teacher who was not as good did not get as much ~eedback from 
the children. She did not seem to have the burning desire to teach 
every child. She let the children get by with per~:.)rmances that 
would not be acceptable to the good teacher. In o;.e sense, the good 
teachers reminded one of Helen Keller's teacher, a'J she was por-
trayed in The Miracle Worke~. They felt that the children could 
perform and should perform if the teacher knew how to reach them. 
The teacher who was not so good seemed to have a more mechanical 
view of the teachi.ng process. It did not seem to bother her if the 
children did not perform well. This is not to say that the good 
teachers showed their feelings and concern to the children. Quite 
the contrary. ~'ever, discussions with them revealed their frus­
trations and desires. 
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All teachers failed to judge completely accurately when they 
had "taught." a concept to all of the children, as judged by the 
performance of the children. On almost every test, one of the 
children who was supposed to be taught a set of items failed one 
or more items. The good teachers had fewer failures, however. 

2. All teachers, good and not quite so good, tended to 
create a set for responses on particular kinds of tasks, especially 
among the lower~performing children. The tester could present the 
item and a child might fail it. The teacher could present the 
same item, giving no prompts, and the child might respond appropri­
ately. It was difficult to determine whether good teachers created 
a stronger Uset" than the other teachers. The writer tends to 
think that they do. They are such strong sources of information 
and direction that the children rely on them. If this is the case, 
a good teacher would have to change the instructional set after 
the children had mastered a concept, perhaps presenting in a low-key 
manner, giving the children worksheets, etc. 

3. The good teacher tended to require 100% performance 
from the children. T~en a good teacher pointed to a picture and 
said, ''What's this?" she expected all children to respond. If 
they didn 8 t respond, she would perhaps smile and say, "I didn't 
hear you. What.' s this?" By now all of the children were respond­
ing. She would smile, cock her head, and say, "I didn't hear you." 
Now the children let out with a veritable roar. The teacher would 
acknowledge, "Now I heard you," and procede with the next task. 
It was ouite noticeable that the children performed well on the 
next t~sk, lwith virtually 100% of them responding. Basically her 
approa,:h ;.ras to s top and introduce some kind of gi1ll1lick if the 
children -- all of them -- were not responding or paying attention. 
She did not bludgeon th= children. She "conned" them. It seemed 
obvious that they understood her rules. She would not go on until 
tU~y performed. It seemed that they liked performing, because 
when they performed well she acted pleased. 

A similar pattern was noted in thle manner in which she would 
reinforce. She would tend to present a series of quick tasks to­
gether, without interrupting herself at the end of each task, ex­
cept perhaps to say, "Here's another one." Occas ionally, she 
would urge the children, "Come on, this is tough. Of Throughout 
the series of tasks, she would not reinforce the children. Then, 
at the end of the series, she would stop, smile and perhaps say 
something like, 'Wow, you guys are really smart. How did you do 
that?" 

The pattern of presentation for the not-so-good teacher was 
quite di .. fferent" She tended not to require 100% performance from 
the children. As a result, it seemed that she often reinforced 
inattentive behavior. If all of the children were not attending, 
she would proceed with the task. The children in the group might 
find it more di fficul t to work on the t8,sk than to look around the 
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room. The looking around the room is relatively reinforcing in 
this situation, and the teacher is reinforcing such behavior. It 
was noted that the off-task behavior problems of this teacher tended 
to escalate (at least during the first two months of instruction). 
Generally, the children tend to settle down after this period, but 
they don't respond as well in the instructional setting as the chil­
dren who work with the good teacher. 

TIle relatively not-so-good teacher tended to interrupt her 
performance. She tended to reinforce after every task. (Such 
reinforcement was often indiscriminate, including even those chil­
dren who were [lot attending or responding as well as the good 
teacher would have required). The fact that the not-so-good teacher 
tended to interrupt herself seemed to handicap her when she wanted 
to produce a quick series of responses from the children. She had 
trouble managing this kind of task, because there was normally a 
substantial time lag between the presentation of tasks. 

4. The good teacher seemed to use very crisp signals, 
and she tended to treat her signals as if they had very precise 
meanings. Perhaps the best way to illustrate the difference is to 
compare the teaching of two teachers on the task, "say-it-fast," 
in which a word is presented to the children in slow motion, and 
the teacher then says, "say it fas t. It 

The not-so-good teacher presented her initial tasks this way. 
UListen ••• Motor (pause) cycle, say it fast." Some of the children 
responded, ''motor (pallse) cycle." The teacher said to the group, 
"Good. Motor-cycle." Several months later, the children in this 
group ';"ere having trouble with "say-it-fast" tasks. 

The good teacher presented her initial tasks this way, "Lir~cen ••• 
Motor (pause) cycle (pause, pause) ••• " During the pause .·~ome chil­
dren started to say, "motorcycle." The teacher held ou 1_ her hand 
and returned to the beginning of the task." Motor (pause) cycle 
(pause, pause) ••• " Again, the children interrupted hf:r. Quietly 
she said, "You've got to wait." Again, she returned to the beginning 
of the task. "This is tough. See who can wait. Motor (pause) 
cycle (pause, pause) say it fast." Most of the children responded 
by saying the word fast. Others, however, said, 'IDotor (pause) 
cycle." The teacher smiled at them and said~ "say it fast." 
Again, the children said, ''t-k>tor (pause) cycle. U And again, the 
teacher said, "say it fast." Before the children could respond 
again, the teacher said, "I can do it. Watch me. Motor (pause) 
cycle (pause) say it fast ••• Motorcycle." With a smile, she con­
tinued. "I did it. I said it fast. Your turn. Listen. ''!btor 
(pause - cycle (pause, pause, pause) say it fast." The children 
responded, "motorcycle." The teacher almost yelled, "That's saying 
it fas t. Here's another word. Lis ten ••• " Within two weeks, this 
teacher had all of the children in her group perfonning consistently 
on "say-it-fast" tasks, including very difficult tasks. 

36 



The example above illustrates the teacher's passion for perfect 
performance from the children. It also illustrates her crisp use 
of signals, and her treatment of signals as just that -- signals 
with a very precise meaning. Note that the teacher set the task 
up so that there was a pause before she presented the signal, "say 
it fast." This meant that the children had to wait for the signal. 
They could not perform in the task by chance or by memorizing the 
cadence. The pause before the presentation of the signal varied 
in length. The children were therefore "hooked" on the signa10 
The teacher made sure that they were hooked. She also made sure 
that the children understood the meaning of the signal. After the 
children made a mistake, she repeated the signal, in much the same 
way one would repeat the signal, "Get out of the street," or "pull 
the cord." Before providing the correction, she demonstrated to 
the children that they were to produce a very specific response 
to this signal. She did not "shape" the children. She did not 
accent "sort of" responses. She accepted only true "say-it-fast" 
responses. When the children produced these, she reinforced them 
vigorously. 

5. The final major difference between the good teacher 
and the not-so-good teacher was that the good teacher paced her 
presentation so that she presented examples quickly. When the chil­
dren were required to produce complex responses, she did not rush 
them. However, when she was introducing a new concept, she struc­
tured the task so that the children could initially respond using 
only yes-no responses. She then presented examples as quickly as 
possible. For example, her introduction of the concept "over" . 
took only a few minutes, but within the few minutes, she presented 
over fifty examples. 

She started out with an eraser. '~at's this? •• Watch the 
eraser. 1,8 the eraser over? •• " She moved the eraser over the 
table. "Yes. Is it over?" She moved the eraser higher over the 
table. ''Yes. Is it over?" She moved it over another part of the 
table. "Is it over?" She moved it on the table. ''No. Is it 
over? No." Keeping it on the table, she slid it to another part 
of the table. "Is it over? •• " Back to the middle of the table. 
"Is it over7 ••• " Above the table. "Is:l. t over? •• " Higher. "Is 
it over?" On the table. "Is it over? •• " And so forth. 

Note that she answered the first few questions. After these, 
she never led the children, never prompted them -- simply asked 
the questions and waited for their response. They did not make a 
mistake throughout her presentation, either on the group work or 
when she called on them individually. 

The not-so-good teacher tended not to pace the instances as 
well. During the time that the good teacher presented over fifty 
examples, the not-as-good teacher presented only four. She re­
quired five statements from the children. She kept the examples 
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more static. The good teacher almost provided children with a 
"picture" of what "over" meant. '!be not-ao-good teacher did not 
paint so good a picture, prfmarily because she did not pace her 
presentation so that the children were exposed to as many examples 
of the concep t. 

SUMMARY 

The present investigation dealt with "trouble-shooting" tech­
niques for improving the Bereiter-Enge1mann curricula. The inves­
tigation was mostly informal. The procedure was to identify curric­
ula &nd teaching problems as they arose and to work out possible 
remedies. 

The results of the investigation were qualitative in terms of 
the techniques for effective program construction that deriv~d from 
the investigation. That these changes were at least partia11~' 
successful \Olas reflected in the improved performance of the children 
on achievement and IQ tests. During part of the grant period, the 
language curriculum was studied in great detail. This study wa~ 
conducted in connection with the project dealing with the achieve­
ment component of the Stanford-Binet (See Table 3). During this 
part of the investigation, a more detailed check was kept on the 
teachers' behaviors and on the performance of the children, as 
measured by check lists of all of the skills taught in the pro­
gram. Since the teachers were responsible for bringing every child 
to criterion performance on as many skills as possible, the study 
afforded the investigators an opportunity to note the effects of 
curricula changes and teacher-behavior variables on the performance 
of the children. Although these variables were not quantified, they 
were observed. The investigators felt that many interesting leads 
derived from qualitative studies. 

From the studies, the investigators distilled procedures for 
effective program revisions and noted teacher behavior that tends 
to lead to better achievement performance of the children. The 
investigators feel that more carefully controlled experiments are 
needed to give more accurate data on the influence of the various 
variables noted in the present investigation. They feel, further, 
that such experimentation would be more fruitful, since it would 
carry implications both for effective skill programming and for 
teacher training. 
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The Dual Kindergarten 

Ernest D. Washiagten 
and Jean Osborn 

INTRODUCTION 

The Dual Kindergarten was a pilot study for a public school 
program. Children who exhibited special educational needs would 
spend one-half day in a traditional kindergarten and one-half 
day in a special class which would be directed toward giving them 
extra preparation needed for successful achievement in the first 
grade. 

The pilot study was undertaken with the cooperati,on of Unit 
4 School District, Champai.gn, Illinois which at the time was study­
ing an integration plan for its community. The integration plan 
included busing children from economically poor neighborhoods into 
schoo~throughout the community. The dual kindergarten c1asse., 
which would give selected children a full day of kindergarten, 
had two objectives as a public school prog:ram. 

1. 'Die integration of socio-ecollomic and ethnic groups 
in the public schools. 

2", Equa1iza tion of the readinessl of children in all group. 
for participation in the educ:ationa1 process which 
would begin in the first grade. 

The Unit 4 School District was particularly interested in the 
Dual Kindergarten program as a meaas of reach1.ng the six to twelve 
percent of the di.trict's children (dependilllg upon the subject 
matter area and the grade level) who were ~)re than one grade level 
below their peers on standardized achievemel1t te.t.. Even with a 
comprehensive elementary education progr. "hich met the needs of 
most of the children in the community, 80 to 100 children entered 
the Champaign Schools each year who began achieving below grade level 
and continued that pattern throughout their Ichool experiences 
(Champaign Community Unit School District No.4, 1968). 

The two-c1a •• all-day ki,ndergarten program manit:i;~,'jted leveral 
advantages over a single-class all-day program: by spending one­
half-day in a community kindergarten the children selected for the 
dual-kindergarten program would establish social relations with 
the dlver.e kind. of children who would be their c1a.smatee in 
years to come. In these classes they would take part in the learning 
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experiences and readiness activities commonly associated with 
kindergarten. In the other part of the day, the children would be 
assigned Lo special classes according to their needs. Which chil­
dren would be eligible for the classes, and what type of classes 
they would attend would be determinad by diagnostic testing anJ 
teacher evaluation of the perforrnance of the children in their 
regular kindergarten classes. It was felt that most children who 
would be eligible for the program would need classes which em­
phasized language, concept development, and pre-academic and pre­
reading skills, but that other classes that focused on social adjust­
ment and behavior modification or on the remediation of some special 
handicap would also be established as a part of the program. 

The second half-day program would be made available for all 
children in the community, not just the children from the neighbor­
hoods that were being bused into new schools. The classes would be 
held in a regular school building. Children who did not demonstrate 
the need for special classes would continue to attend kindergarten 
for half-day sessions only. 

OBJECTIVES 

The University of Illinois pilot study was for a class in the 
development of language, reading and arithmetic skills. 

The specific goals of the pilot study were: 

1. To investigate the feasibility of combining a two­
year compensatory education program into a one­
year program. 

2. To compare the gains made in academic and intellectual 
growth of two groups of children, one group attending 
a half-day public school kindergarten session, the 
other attending a half-day public school kinderg3rten 
session plus a special class at the University of 
Illinois. 

Work that had been done the previou. thr~~ years bv Bereiter 
and Engelmann (1966) at the University of Il11.nois indicated that a 
highly organized and structured direct teaching progr.n in which 
groups of children enterE!d at age four and continued in for 'tWO 
years resulted in large gains in intellectual capacity as .... ~d 
by the Stanford-Binet and in first and second grade scorea ift 
reading and ari thmetic Ofl standardized achievement tests. The 
classes, which were held daily for ~o and a hAlf hours, consisted 
of carefully programmed instructional units in reading, arithmetic 
and language which were carried on in small groups, and in larger 
group activities which involved related and reinforcing activities 
in art, music, games and seatwork project •• 
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The feasibility of compressing this two-year program into one 
year was to be examined as a part of the pilot study. 

To measure the effect on educationally disadvantaged children 
of a special class which emphasized academic skills, twenty chil­
dren were selected from summer Head Start classes. All twenty 
attended kindergarten in the public school every morning, ten of 
these children were placed in the special class at the University 
which met every afternoon. 

The following were the objectives for each of the three sub­
ject areas: 

A. Language: The language course was designed to teach each 
child, directly and systematically, the language of the 
public school. The following description of the language 
course comprises the minimum objectives for all of the 
children in the language program. At the end of the year, 
each child was to be able to handle both the concepts and 
the language of the following: 

1. Statement of what an object is: 

a. First order statements 

Identification statements. 
Not statements. 
Plural statements. 

b. Second order statements 

Classification statements. 
Shape statements. 
Color statements. 
Pattern statements. 
Polar statements. 

c. Instructional statements 

Prepositions. 

Conjunctions. 

Other function words. 
only, one 
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This is a cup. 
This is not a cup. 
These are cups. 

This dish is a cup. 
111 is cup is round. 
This cup is red. 
This cup is striped. 
This cup is big. 
This cup is little. 
This cup is made of 

plastic. 

'This cup is on th(t! 
table. 

The cup and the spoon 
are on the table. 

All the cups are white. 
Some of the CUpR are 

pink. 



Same-different. These cups are the 
same because they 
are all made of 
plastic. 

These cups are dif­
ferent because some 
are white and some 
are pink. 

2. Statements of what an object does: 

Use of doe! and £!B. 

Use of verb tenses. 

Use ,of pronouns. 

Situations of function and 
use. 

3. Statements of what an object has: 

Part-whole relationships. 

Does a cup hold milk? 
Can a cup ho ld mi,lk? 
Is there milk in the 

cup? 
Was there milk in 

the cup? 
'Is he drinking from 

the cup? 
Is it in hi.s hand? 
Do we drink from a 

cup? 
Do we wear a cup? 

A cup has a handle 
and body. 

The preceding is thE! format by which a larger number 
of objects, instructional words, and related descriptive 
concepts are taught. It was anticipated that by the end 
of the dual-kindergarten period, the children would enter 
first grade with a language competence that would enable 
them to learn in a middle-class public school setting. 

B. Reading: The objective for the reading program can be 
expressed rather s~p1y -- to teach children to read 
(decode) words. 

However, this objective implies a number of sub­
objectives that had to be met. 

1. To identify letter symbols (identifying them as 
so~) using tbfi! short vowels, long vowels, and 
the consonant sounds. 

2. To sequence action events in time& 

3. To read a symbolic representation of action events, 
ordered on an arrow that proceeds from right to 
left. 
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4. To identify words that are presented "slowly.DI 
(Tell IDe what it i,s and you can see the picturE!: 
motor----cycle. What is it?) 

5. To say words that are presented at a normal. s:pc!alt­
ing rate slowly. ''Lil:Jten: me. Say it slow .•• " 

6. To slide continuous sounds, without l[>ausing between 
sounds (The chf.ld reads the symbols f a sma s 
fffffaaaaassssstnIIIliIDIIl, with no pause). 

7. To read words that do not involve stop sounds. (The 
child reads the w~)rd ,fan first by reading the symbols 
without pausing---fffaaannn--and then saying it fast, 
identifying what he has said as a word. What word is 
it? Fan.) 

8. To handle words that begin with a stop sound (can). 

9. To read irregularly spelled words. (These are intro­
duced only after the child has cracked the code and 
can handle· regula:rly spelled words.) 

10. To read groups of wOI:ds. 

11. To identify upper'· al1ld lower-case letters by their 
conventional namelJ. 

12. To recite the alphaUet. 

13. To WTite the letters presented in the reading program. 

c. Aritimletic: There was assumed to be a range of individual 
differences within any group assigned to the Dual Kinder­
garten. Some children will proceed more rapidly than 
others. Some will know m()re initially than others. There .. 
fore, two sets of objectives are implied -- one for the 
slower children and one for those who proceed more rapidly. 

The objectives for the slower children: 

1. To identify the numerals 1-10. 

2. To be able to handle verba,l problems of the following 
form: If you had four raisins and I gave you one more 
raisin, how many raisins would you have? 
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Subjects 

3. To solve written proble~ of the form: 

3 .... 2 = 

3 - 2 = 
4. To handle problems of changing such statements as 

4 + 6 = 

so they are true. This objective is extremely impor­
tant for disadvantaged children. Often they fail to 
learn what the equal sign means (namely that what is 
on one side is the same numerically as what is on the 
other) • 

5. To work problems of the form: 

5 + 3 = 

using finger operations. 

The objectives for the faster children included all 
of the objectives for the slower children and in addition: 

1. To identify the numerals 11-100. 

2. To learn basic multiplication operations (using a 
multiplication chart). 

3. To g'roup a fixed number of objects into two piles and 
state the addition facts that derive from the grouping .. 

4. To handle 0 and 1 problems that are presen~ed verbally. 

5. To handle problems of the form: 

3 + a = 5 

3 - a = 1 

Table 1 shows some of the characteristics of the 20 children 
who participated in the study. 

Ireatment 

The children in this study were randomly assigned to the exper­
imental dual kindergarten program or the control kindergarten class. 
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The experimental dual kindergarten group attended a regular public 
school kindergarten class in the morning and an ac~demically orien­
ted kindergarten class in the afternoon at the Univ~rsity of Illinois. 
The control kindergarten class attended the same kinaergarten cla.ses 
in the morning as the experimental dual kindergarten group, but did 
not attend any kindergarten program in the afternoon. 

'!be ten children selected were placed in a clas,;, of fifteen 
five-year-old children who had attended the experimerltal class as 
four-year-olds. These fifteen second-year children Elttended only 
the afternoon class. Being placed in a class of expfHrimental chilo 
dren had several advantages: the experienced childrf'ln helped the 
new children beca.e acquainted with the routine of the school; the 
experienced children were famf.liar with the subject IIlatter; and the 
combined classes enlarged the grouping possibilitieso All of the chil­
dreli .. ere grouped for subject matter dreas. After the first few 
weeks, it was possible to combine some of the slower children from 
the first- and second-year classes into one group. The twenty-five 
children were taught by three experienced subject-matter teachers, 
plus one teacher who handled activities other than subject matter 
areas. Twelve student teachers also participated in the progr~ 
under the direction of the experienced teachers. Th~3 children 
attended the class from September to early June and :followed a 
normal public school calendar. 

Testing Procedure 

The battery of tests used consisted of the Stanford-Binet, 
Illinois Test of Psycholinguistic Ability (ITPA) and the Califor­
nia Achie vemen t Tes t Lower Primary. The Stanford-Bille t and ITPA 
were used as pretest and posttest measures and the California 
Achievement Tests were added to the battery as posttt~st measures. 
Certified school psychologists administered the Stanford-Binet 
and ITPA while a specially trained teacher administered the 
achievement test. 

Result 

The Stanford-Binet, ITPA and the California Achievement Test 
w,ere used as pos ttes t measures to evalua te the progress of the 
groups. The groups differed somewhat on initial scores and the 
initial Stanford-Binet scores were used as an initial coveriate to 
statistically adjust for the initial differences betwteen the 
groups. 

A comparison of the experimental and control dual kindergarten 
groups on the California Achievement test is shown on Table 2. 
The P values from the table indicate that there are substantial 
differences in achtevement between the bwo groups. Because the 
titular descriptions of the various achievement areas are not very 
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Table 2 

Unadjusted and Adjusted Mean Grade Placement Scores on California Achievement Test 

Experimental Control Adjusted 
Dual Dual Mean p* 

Kindergarten Kindergarten Difference , 

Reading Vocabulary 1.19 1.20 .88 .87 .33 .01 

Reading Comprehension 1.21 1.24 .45 .42 .82 .01 
"',: Or • 

~~ 

Arithmetic Reasoning 1.24 1,,24 .93 .92 .32 .005 
-

Arit~~eticFundarnentals .99 1.00 .15 .14 .86 .005 
" 

Spelling .75 .79 .00 -.04 .79 .01 

P* based on analysis of covariance of posttest scores using initial Stanford-Binet IQ as the 
single covariate (d.f. = 1.16). 
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informative, a brief descript:f.on of the various subtests seems in 
order, along with the report of the accomplishments of the two 
groups. 

The adjusted mean reading vocabulary scores for the experimen­
tal and control dual kindergarten groups were 1.20 and .88. This 
data would seem to indicate that the groups differed by approximately 
three months in reading vocabulary. This is somewhat misleading; 
the reading vocabulary consists of four separate subtests and the 
groups differed markedly on several of the subtests. 

Reading vocabulary consis'i.:s of the following subtests: word 
form, word recognition, meaning of opposites and picture associ­
ation. Word form consists of twenty-five items in which two words 
are separated by a dotted line and the child is required to write 
"S" or "D". Word recognition is made of twenty sets of three 
words and the child's task is to underline the word pronounced by 
the examiner. Meaning of opposites contains fifteen boxes in 
wh i l~) 'of '~' ;) l"I'sponse word and two dis tractors. The chi Id rna tcht-s 
the key word with its opposite a' The picture association subtest 
"onld ln~ fifteen item~ and rt:quires the child to identify objects 
or interpret pictures. 

The raw scores on Table 3 show that the groups differed hardly 
at all on the word form subtests but differed consistant1y in word 
recognition, meaning of opposites and picture association. Per­
formance on the word form subtest, which involves simply saying 
whether the forms of words are the same or different, is little 
related to other subtests which involve making use of the meanings 
of words. Not one of the subjects in the control group gave a. 
correct answer to the items on the word recognition and meaning 
of opposites subtest. One of the children in the control group 
made one correct response to the picture association subtest. 

The reading compr~hension test requires a written response to 
a missing letter or the reading and understanding of a few sentences 
or a brief paragraph. There was a difference of over eight months 
in grade placement scores on this test between the two groups. The 
experimental group averaged 2.9 correct responses while the control 
group's average was .66. 

These data from the comprehension test camp1ement the data 
from the spel,lir:ag test which should be viewed as a test of skill 
in the use of phonics. The spellin'E'*~~~:S(';' begins wi th the words: 
as, it, can, cat and fox. As Table 2 indicates there is a signi­
ficant difference in performance between the groups in spelling. 
None of the children in the control group was able to sound out a 
single word while the experimental group spelled an average of 
1.4 words. 

The difference between the two groups on the arithmetic rea­
soning test was highly significant at the .005 level. This subtest 
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Table 3 

MEans and Standard Deviation of the Raw Scores of the Four subtests 
of Reading Vocabulary 

Experimental Control 

M. S.D. M. S.D. 

Word Form 13.30 4.9 11.11 3.33 

Word Recognition 9.50 6.2 0.00 .00 

Meaning of Opposite \1.30 .17 0.00 .00 

Picture Association 5.90 2.33 .11 .33 



also is composed of a meanings and a problemB section. The mean­
ings subtests involve numerically identifying objects, reading 
number words and comprehension of size, sequences of numbers, 
value of coins and ability to tell time.· The problems section· in­
volves simple arithmetic problems in which the answer is found by 
manipulating the objects on the page. The raw scores indicate that 
th~ two group~ rlid not do f?quallv well on thf? "'wo subt~sts. Th~ 
E.D.K. group had an average of 13.9 correct responses on the meaning 
subtest of the aritl'lDMatic reasoning test 'whi1e the C .. D.K. group had a 
mean of 7.2 correct responses. Neither of the two groups performed 
well on the problems section of the arithmetic reasoning test. The 
E.D.K. averaged 1.1 correct respon:-'t-s v,"hile Lhe C.D.K. group had 
no correct responses. It would seem that most of the differences 
between the two groups on arithmetic reasoning can be attributed 
to the meanings subtest. 

On the Arithmetic Fundamentals Test the differences between 
the two groups were substantial and significant at the .005 level. 
The E.D.K. group had an adjusted mean score of 1.00 while the 
C.D.K. group had an adjusted mean score of .14. This subtest con.­
sists of sections on addion and subtraction. The E.D.K. group 
had a raw score mean of 8.3 in addition and a raw score of 3.7 in 
subtraction while the C.D.K. group had a raw score of .11 in 
addition and .00 in subtraction. These data seem to indicate that 
the E.D.K. group learned a considerable amount about beginning 
addition and subtraction but that C.D.K. group learned very few 
facts in this area. 

The scores reported in Table 4 are I.Q. scores for the 
Stanford-Binet and Language Age scores' for the I.T.P.A. The two 
groups differ significantly from each other only on the auditory 
vocal association ~ubtest. This task ~ppears to be a test of 
'verbal analogies, however, an acceptable response from the child 
requires only that the child respond with an "obviously" related 
answer. This subtest then seems to measure ability to understand 
extended sentences. 

CONCLUSION 

The consistently higher scores of the experimental children 
on the california Achievement Test indicate that the academically 
oriented program taught those children many of the skills eSSen­
tial to doing arithmetic and reading. Such skills and concepts 
would hopefully be of imnediate benefit to the educationally dis­
advantaged child when he arrives in firs t . g'rade" . ... ., . .. ," , 

There was no significant difference in the gain on the Binet 
and the ITPA between the two groups, although both groups made 
good gains on both tests. This seems an indication that the chil­
dren in all the classes received strong instruction and language 
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Table 4 

UNADJUSTED AND ADJUSTED MEAN SCORES FROM STANFORD-BINET AND I.T.P.A. 

~ 

Exp. Dual Kindergarten Control Dual Kindergarten Adjusted 
Unadjusted Adjusted Unadjusted Adjusted Mean 

Difference p* 

Stanford-Binet 99.50 100.59 97.44 96.22 4.37 N.S. 

l.T.P.A. 

Auditory-Vo~al Automatic 57.60 59.10 52.44 50.78 8.32 N.S. 
-

Visual Jecoding 72.10 71.32 68.11 68.97 1.35 N. S. 

Motor Encoding 61.10 61.00 61.77 61.89 • 89 N. S . 

Auditory-Vocal 69.40 71.07 60.78 58.92 12.15 .05 
Association 

Visual MOtor Sequencing 65.60 66.34 59.00 58~18 8.16 N.S. 

Vocal Encoding 60.70 61.71 74.89 73.76 -12.05 N. S. 

Auditory Vocal Sequential 64.10 65.27 67.44 66.14 - . 87 N.S • 

Visual MOtor Association 70.50 71.32 72.89 71.99 - • 67 N.S • 

Auditory Decoding 65.00 65.48 
I 

66.66 66.12 - • 64 N.S . 

-

p* is based on analysis of covariance of posttest scores using initial Stanford-Binet scores as the 
single covariate (d.f. = 1.16) 

I 
I 

I 

I 
I 

I 
I 
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and concept development. The gains made by the experimental chil­
dren were less than had been experienced in the first year of 
instruction by groups in previous years. Several explanations for 
this are possible: the children were five instead of four when 
they entered the program, the long school day for five-year-old 
children, the presence of a large number of student teachers. The 
experienced teachers all felt that the work required of them in 
training the student teachers, and in making time available for 
the student teachers to work with the children, compromised their 
efficiency in their work with the children. They felt that the 
children did not get the intense, concentrated kind of teaching 
that previous groups of children had experienced. Finally, the 
compressing of a two-year program into a one-year program could 
be an important reason for less gain 011 these tests. The investi­
gators did not feel that enough evidence was available at the end 
of the year to truly assess the feasibility of this acceleration. 
Some of the children were able to progress at a rapid rate through 
the early stages of the program, and a few of .i!em were able to 
join the middle group of the second-year children. It was not 
possible, however, to get the lower children through the entire 
two-year curricultun. 

As a program for the public schools, the Dual Kindergarten 
seems a plan worthy of further investigation. It is strongly 
recommended that if such a program were adopted by a school system, 
that there be strong articulation between kindergarten and first 
grade so that the skills and concepts acquired in kindergarten 
could be continued systematically and without interuption in the 
first grade. Such articulation would be palticularly beneficial 
to slow children who needed a longer period of time to be taken 
through the special curriculum. It would seem, however, that a 
strong and continuous kindergarten and grade school program for 
educationally disadvantaged children would be the best possible 
way to maximize and strengthen the early gains derived from lntense 
and! direct instruction in academic skills in the kindergarten year. 

SUMMARY 

From a group of twenty children attending morning kindergarten 
in the public schools, ten were placed in 2n experimental class 
every afternoon held at the University of Illinois. The ten control 
children attended only the public kindergarten. The study was a 
pilot investigation of a proposed Dual-Kindergarten program for the 
Champaign Unit 4 Public School District. The curriculum for the 
experimental class was developed from a two-year language, reading 
and arithmetic progrrun which had been developed for preschool and 

I 
kihdergarten age children by Carl Bereiter, Siegfried Engelmann 
and their co-workers at the Univeraity of Illinois. The feasibility 
of compressing the two-year program into a one-year program for 
older children was a part of the investigation. The program ran 
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from September to June. A regular school schedule was followed. 
The ~enty children were selected from .ummer Head Start c1aase •• 

The Stanford-Binet and the l11inoi. Test of Psycho1ingui.tic 
Abilities were used as prete.ts and po.ttest.. The Ca1iforni. 
Achievement Test, Lower Primary, w •• used as a po.ttest measure of 
reading an~ arithmetic skills. Substantial differences between 
the two groups of children on the California Achievement Tests 
indicated that the experimental group learned consi,derab1y more 
than did the control group about word recognition, meaning of 
opposites, picture association, reading comprehension and spelling. 
In arithmetic skills the experimental group performed significantly 
higher, at the .005 1eve1,on arithmetic reasoning and fundamentals. 
Both groups made gains on the Stanford-Binet and the ITPA. The 
difference between the gains was not significant, except for the 
Auditory Vocal Association subtest of the ITPA, in which the 
experimental group scored significantly higher. 
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Follow-Up Data on the Achievement of Disadvantaged 
Children Who Participated in an Academically­

Oriented Preschool Program 

Ernest D. Washington and Helen B. Bereiter 

IN"..cRODUCTION 

This report summarizes data collected on the achievement of 
children two years after they participated in a presc~hool devised 
to teach academic content to the disadvantaged. This effort, 
initiated by Carl Bereiter and Siegfried Engelmann, may best be 
described as an attempt to extend instructional technology to the 
area of preschool education. 

In recent years, there has been a vast expansion of res~arch 
into the needs and characteristics of disadvantaged children; this 
study was a part of that expansion. It differed from most, however, 
in that it sets as its goals the teaching of specific academic con­
tent rather than a general cultural enrichment. The assumption 
underlying this effort was that disadvantaged children lack lllClny 
of the prerequisite skills for academic learning and that a care­
fully sequenced curriculum could fill in the gaps and unsnarl thl':'se 
impediments to efficient learning. With this objective in min~, 
the experiment had two major purposes: 1:0 detect and elj:mi.nat~ 

deficiences in learning, and to determine how much academic mat~rial 
could readily be learned by disadvantaged. preschool children. 
Bereiter and Engelmann decid~d to center their curriculum around 
language, reading and arithmetic -- not because they were certain 
that these areas were the key to el~inating cultural deprivation, 
but because they knew that these areas wlere ones in which d i sad­
vantaged children often encountered problems in schools. 

C. Bereiter and S. Engelmann '1.968) des<?ribed the evoluti Oil of 
the preschool, sketched tht! curricultan .11I~d have' presented sorn., data 
on the achieveael1t of these children dur1.ng thei r two years in' he 
preschool. The task at hand, therefore, i. to describe the ;1('('0111-

plishments of these children in prillary school, to discuss SO!llP of 
the problems they encountered there, and to provide foll~w-up data 
from the Stanford-Binet and ITPA. 

METHOD 

It should be remembered that this initial group was somewhat 
unique and was chosen on a different basis from subsequent experi­
mental groups. Teachers in schools of a predominantly lower-class 



Negro neighborhood in Champaign-Urbana, Illinois, were asked to 
list students experiencing difficulty in learning who came from 
families in which "cultural deprivation" was a factor and who had ,-
a four-year-old child in the family. On the basis of these lists, 
showing the children's family history and current circumstances, 
staff members of the preschool initially selected those four-year-
old s who would be mos t 1 ikely to encounter d ifficul ties in school, 
They then contacted the parents of these children and explained 
the nature of the preschool program. In only one case did the 
parents elect not to send their child to the preschool. 

As a result of the method of selection of the experUmental 
group and the absence of a contrast or control group, the usual 
inferential statistics do not apply and test norms seem to be the 
most appropriate standard with which to compare the current ac­
complishments of this group. In addition to the standardized 
tests, a questionnaire was available on which the second-grade 
teacher rated the children on their academic achievement, work 
habits and social development. Also available was a comprehensive 
case study follow-up of these children by H. Bereiter (1968)e 
Material from each of these sources i3 used in describing the ac­
complishments and adjusement of the children. 

Follow-up data are available for only twelve of the fourteen 
children who were reported on by C. Bereiter (1968). One child 
moved from the community; another is in a behavior modification 
class and arrangements could not be made for his testing. 

RESULTS AND DISCUSSION 

Table 1 shows the achievement test data for the California 
Achievement Tests (lower primary). These data rather than data 
from Intelligence and Language Tests will be the focal pOint of 
this report because it is achievement that is the goal of the 
preschool and of the public schools. 

In looking at these data, then, scores should be interpreted 
with an averag~ grade placement of 2.7 as a reference point. A 
glance at the total grade placement scores shows that five chil­
dren in the two-year group are achieving at or above their grade 
level; three children are somewhat below grade. placement but 
functioning at a second grade level~ and four children are func­
tioning at a first grade level. It should be noted that Child D 
was in the first grade during the past year while the others were 
in s~cond gradt.'. 

In addition to the achievement test results, data are avail­
able at four intervals on the Stanford-Binet and Illinois Test of 
Psycholinguistic Abilities. Mental Age scores for the Binet 
(Table 2) and ITPA Language Age scores (Tables 3-12) are presented 
to glv~ ~am~ indication of the progress made by the children while 
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Table 1 

California Achievement Teet. (Lower Primary) 

Reading Reading Total Total Total Total 
Subject Vocab. Comp. Reading Arith. Lang. Batt. 

A 3.0 4.0 3.3 3.0 2.8 3.0 
B 1.3 1.2 1.3 1.2 1.8 1.4 
C 1.3 1.5 1.4 1.6 1.7 1.6 
D 1.6 1.6 1.6 1.8 2.0 1.8 
E 3.3 2.8 3.3 3.1 3.2 3.2 
F 2.3 2.3 2.3 2.0 2.3 2.2 
G 3.3 4.0 3.6 2.4 3.6 3.3 
H 2.2 2.1 2.2 1.8 2.0 2.0 
I 2.4 2.5 2.5 2.0 2.0 2.1 
J 2.6 2.3 2.5 2.5 2.9 2.7 
K 2.3 2.1 2.3 3.0 3.4 2.9 
L 1.8 1.9 1.8 1.9 1.8 1.8 

Table 2 

Stanford-Binet Mental Age 

Subject CA 1964 1965 1966 1968 
• uuaz 

A 4-0 5-0 4-7 6-8 8-8 
B 4-8 4-5 5-0 6-0 6-6 
C 4-2 4-1 5-1 6-6 7-0 
D 3-11 5-0 4-7 5-4 6-2 
E 4-11 4-7 5-5 5-8 7-8 
F 4-11 5-3 5-11 6-11 8-6 
G 4-10 ,4-9 5-4 6-2 9-2 
H 4-2 4-1 4-10 5-7 7-4 

I 
I 4-1 4-5 5-4 6-2 8-2 

I J 4-6 4-7 5-9 6-8 8-6 
K 4-8 4-4 5-2 6-2 8-2 
L 4-10 4-6 5-3 6-2 7-6 

", 
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Table 3 

ITPA Auditory-Vocal Automatic 

Subject CA 1964 1965 1966 1968 

A 4-0 4-3 6-1 6-1 6-6 
B 4-8 2-4 3-10 3-10 5.0 
C 4-2 3-6 4-3 4-3 6-1 
D 3-11 2-4 3-1 3-6 4··1 
E 4-11 4-1 6-1 5-4 8-0 
F 4-11 2-4 4-3 5-0 . 8-0 
G 4-10 4-3 4-1 5-9 8-0 
H 4-2 3-6 6~10 4-3 6-6 
I 4-1 3-10 5-0 5-0 8-0 
J 4-6 4-3 5-9 6-10 1-3 
K 4-8 3-10 5-0 7-3 9-1 
L 4-10 4-3 4-1 6 .. 1 6-1 

Table 4 

ITPA Visual Decoding 

Subject CA 1964 1965 1966 1968 

A 4-0 4-5 6-8 5-10 8-9 
B 4-8 4-1 3-4 4-9 6-3 
c 4-2 4-1 4-5 5-10 6-3 
D 3-11 4-1 5-6 6-3 5-1 
E 4-11 2-8 4-9 4-1 6_8 i 

F 4-11 3-4 6-3 8-9 8-9 
G 4-10 4-5 4-5 4-9 1-3 
H 4-2 3-8 4-9 6-8 6-3 
I 4-1 2-8 5-6 5-6 8-9 
J 4-6 4-5 6-3 5-10 1-3 
K 4-8 4 .. ·1 5-2 6-8 7-1 
L 4-10 2-8 2-8 5-6 7-3 
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Table 5 

ITPA Motor Encoding 

Subject CA 1964 1965 1966 1968 

-
A 3-11 5-5 4-2 6-4 6-10 
B 4-8 2-11 4-2 3-2 5-5 
C 4-2 2-11 2-11 5-10 5-5 
D 3-11 2-9 4-2 4-2 5-0 
E 4-11 3-6 4-2 5-5 5-10 
F 4-11 5-0 5-5 6-10 8-8 
G 4-10 2-6 2-6 2-6 5-10 
H 4-2 3-2 4-2 3-10 6-4 
I 4-1 3-6 4-7 5-0 7-4 
J 4-6 3-2 5-5 4-2 7-4 
K 4-8 2-11 3-10 6-4 8-8 
L 4-10 3 .. 2 4-2 6-10 8-8 

'w' 

Table 6 

ITPA Auditory-Vocal Association 

Subject CA 1964 1965 1966 1968 

-
A 4-0 3-8 4-11 6-1 8-3 
B 4-8 2-8 4-5 5-3 5-10 
C 4-2 3-1 4-5 5-3 6-10 
D 3-11 2-10 3-6 4-8 6-6 
E 4-11 4-8 5-10 6-10 9-0 
F 4-11 4-8 5-3 6-10 7-3 
G 4-10 4-8 5-6 6-6 7-8 
H 4-2 3-8 4-11 5-6 6-1C 
I 4-1 3-11 4-8 6-10 7-3 
J 4-6 4-2 4-5 7-3 7-8 
K 4-8 4-11 4-2 5-3 8~3 

L 4-10 3-11 4-8 5-10 6-6 
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Table 7 

ITPA Vi.ual~Motor Sequencing 

Subject CA 1964 1965 1966 1968 

-
A 4-0 3-11 3-0 4-10 5-8 
B 4-8 4-7 4-4 6-4 6-4 
C 4-2 4-7 5-8 5-1 5-4 
D 3-11 2-7 4-2 5-4 5-4 
E 4-11 5-1 5-1 5-1 5-8 
F 4-11 4-2 4-10 5-8 6-9 
G 4-10 4-10 5-4 4-10 8-5 
H 4 ... 8 3-8 3-4 5-4 9-0 
I 4-1 4-10 3-4 5-1 6-4 
J 4-6 3-11 5-8 5-4 5-4 
K 4-8 4-7 2-7 3-11 8-5 
L 4-10 3-0 3-8 4-4 5-8 

Table 8 

ITPA Vocal Encod ing 

Subject CA 1964 1965 1966 1968 

A 4-0 5-4 8-11 5-8 8-11 
B 4-8 3-2 5-1 6-4 4-9 
C 4-2 3-2 5-4 5-1 5-1 
D 3-11 2-3 6-4 6-7 4-5 
E 4-11 5-1 6-0 6-7 ·8-11 
F 4-11 4-5 5-1 6-11 8-11 
G 4-10 3-10 3-6 5-1 6-7 
H 4-2 2-3 6-0 4-9 5-4 

'I 4-1 3-2 5-4 8-11 6-7 
J 4-6 2-3 5-4 6-4 6-11 
K 4-8 3-10 5-1 6-11 7-4 
L 4 .. 10 2-7 5-4 4-9 7-4 
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Table 9 

ITPA Auditory-Vocal Sequencing 

n LA ,dMI 

Subject CA 1964 1965 1966 1968 
= 

A 4-0 5-11 8e6 8-6 8-6 
B 4-8 3-3 2-11 5-11 5-1 
C 4-2 6-7 6-7 8-6 8-6 
D 3-11 3-1 3-7 5-4 5-11 
E 4-11 4-7 5-11 6-3 7-4 
F 4-11 6-3 8-6 8-6 8-6 
G 4-10 3-9 3-7 5-4 6-3 
H 4-2 3-5 4-7 5-1 6-3 
I 4-1 5-4 8-6 8-6 8-6 
J 4-6 6-7 5-11 7-4 8-6 
K 4-8 4-7 4-7 5-1 ' 5-11 
L 4-10 4-2 4-10 4-10 5-11 

Table 10 

ITPA Visual-Motor Association 

Subject CA 1964 1965 1966 1968 

A 4-0 4-4 6-6 5-5 8-7 
B 4-8 2-11 6-1 7-10 7-6 
C 4-2 3-8 4-8 4-8 6-1 
D 3-11 2-11 7-2 6-1 6-1 
E 4-11 4-4 5-9 5-1 7-6 
F 4-11 4-4 5-9 5-1 5-9 
G 4-10 2-11 6-6 5-5 8-7 
H 4-2 2-11 7-6 7-6 7-6 
I 4-1 5-1 4-0 5-9 8-3 
J 4-6 4-0 5-1 7-6 8-7 
K 4-8 4-4 4-0 4-4 SCl7 
L 4-10 4-4 8-3 4-8 '7-6 

£ 
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Table:~ 11 

ITPA Auditory Decoding 

.. • 
Subject CA 1964 1965 1966 1968 

A 4-0 5-2 6-2 7-11 8-1 
B 4-8 4-5 4-7 5-5 5-1 
C 4-2 4-1 5-2 6-9 4-5 
D 3-11 4-5 3-10 5-0 8-1 
E 4-11 4-1 5-8 4-7 7-1 .' 
F 4-11 5-0 4-7 7-11 7-1 

'I? 

G 4-10 4-5 3-10 4-5 7-6 
H 4-2 5-0 6-9 5-2 5-5 
I 4-1 4-7 4-9 6-9 5-0 
J 4-6 4-7 4-3 7-1 8-1 
K 4-8 3-10 3-10 6-5' 8-1 
L 4-10 4-9 4-9 4-3 8-1 

Table 12 

ITPA Total 

Subject CA 1964 1965 1966 1968 

'" 

A 4-0 4-9 5-11 6-6 8-3 
B 4-8 3-5 4-3 5-6 5-9 
C 4 .. 2 4-0 4-11 5-9 5-9 
D 3-11 3-1 4-6 5-3 5-1 
E 4-11 4-4 5-6 5-5 7-3 
F 4-11 4-6 5-5 6-8 8-1 
G 4-10 4-0 4-3 4-11 7-4 
H 4-2 3-7 5-4 5-4 6-8 
I 4-1 4-3 5-1 6-7 7-9 
J 4-b 4-3 5-3 6-5 7-9 
K 4-8 4-2 4-3 5-8 8-5 
L 4-10 3-7 4-9 5-1 0-1 
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in the preschool alld in the public schools. In examining these 
data, it should be remembered that the first complete testing of 
these ch1.ldrt,n occurred atter four··to-f.ive weeks of schooling, 
rather than at the very beginning of the preschool experience. 
It is during these initial few weeks that the children generally 
become less concerned about their new surroundings, learn to attend 
to the teacher and generally get on with the business of becoming 
students rather than observers. Weikart (1967) includes a charac­
terization of the adjusbnent of children to a preschool in a very 
interesting fashion: Stage One -- Silence; Stage Two a_ '~es god 
damn peaches am burning"; and Stage Three --- "These god damn 
peaches are burning." B¥ this cryptic description, he shows that 
the child 1s at first anxious, he then begins to talk and, finally, 
he begins to learn appropriate classroom behavior. The fir.t two 
stages are traversed very quickly. and it is here that mo.t pre­
school proBl"ams make their gains and their 1mpact~ 

When one looks at these data, it i, quite noticeable that 
.ome of the subtesta of the ITPA show a great deal of variabi1i~. 
The tables which .bow the least ,rariabi1ity .. 00 which B!,rethe most 
reliable are the ~nta1 Age scores of the Binet and the Total .core 
of the ITPA. It also happen. that thea. .cores are the most diffi­
cult to interpret. On both of these test., the children .how a 
fairly consistent shift from below average to above ~verage during 
their preschool yeara • 

These data on Mental ABe and ITPA Total also indicate some­
thing about the differential effect of the performance of the chil­
dren in the preschool and in the public schools. While in the 
preschool, all of the children sh~wed gains in the Binet and rrPA, 
although there va. aame indication that the 10iler-acb.leviD8 .tudeat. 
were doing 1es8 well. With the change from pre.choa1, thoae chil­
dren who have not been doing v.ll in the preschool began to ~ 
even less progre •• on the Binet and lTPA. The data fram the aub­
tests of the ITPA mainly corroborate the data from the ITPA, with 
the added disadvantage of a ceiling effect. On se.eral of the 
.ubtests, one or more of the children have reached their ceiling, 
and little additional information can be gained from giving all of 
the subtests when the children are re-... 1uated. 

Since the children are .0 few in omUber, it would not be 
inappropriate to malee a f"'" comment. about each one. This may 
be1p give greater in.ight into their behavior in the preschool 
and the public achao1 aDd a180 point out t.:he effect the children's 
home. may ba" had on their behavior in th" 8chool setting. While 
it i. true that the ca.e .tudy approach can be somewhat misleading 
becau •• it ipore. normative kinds of data "uKi may concentrate 
OR 1dioayncratic beha~or, thi. is not nece •• ari1y a flaw in tbe 
caae of dia8dftntas_ children. For it i. juat such stu.ff with 
whicb the achoo1 .. at deal. To ignore the.. da ta ia to ignore the 
realitie. of the circumat4nce. in which the child lives. 
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!t'our of the children who participa.ted in the initial academic 
pres1chool at"e func tioning well below grade level j and it is impor­
tant to examine their current status and try to learn something 
that will be of help in teaching other chil.dren. It isn't enough 
to say that these children are not successful; one must look to 
find the shortcomings of an approach and then search for ways to 
remedy the inadequacies in the programc 

First we ought to consider Child D, for it now appears that 
she is a full year younger than the other children who participated 
in the preschool. The moth~r was not available when D entered the 
preschool, and n's birthdate was recorded incorrectly~ Her progress 
was very slow during her first year) but she began to move at a 
faster rate dur.ing her second year g She functioned somewhat below 
average during her year in first grade. Because she ~tTa8 younger 
than her classmates, her teacher and her mother decided that D 
should repeat first grade even though she was functioning at a 
higher level than some of the children who went on to second grade. 
When considering her grade placement score of 1.8, therefore, it 
should be remembered that while somewhat below expectation for 
someone repeating first grade, it is appropriate for someone of 
her chronological age. 

L lives with mot~er, father,and four siblings. The father 
is a seasonal truck driver, and the mother works in a hospital 
laundry. Their home is a depressing structure» among the worst in 
the community. During his years in the preschool, L's performance 
was very disappointing. He learned things slowly and could not 
seem to transfer his learn.ing to new situations. He applied him­
self diligently and constantly sought positive attention and feeda 
back, but he seemed to learn very little. His educational perfor­
mance did not change during first grade. He learned very little 
and was eventually placed in the lowest group in his class. During 
first grade, his behavior became more and more disruptive, and he 
was placed in a behavior problem class during his second year. 
With the judicious use of positive reinforcement, he is no lenger 
a disruptive influence in the classroom. His teacher now reports 
that he is adjusting well in class and that his educational perf'or­
mance 13 improving. 

Band C, cousins, are both performing 'at the first-grade 
level -- a performance, we should note, that is in line with the 
expectations of their families. Neither of these children made 
very much progress during the preschool, but for seemingly opposite 
reasons. C learned quickly but seemed to retain very little from 
day to day, while B learned with agonizing slowness but seemed to 
retain what she did learn. Both come from the same large extended 
family which exists in extreme poverty. B is being reared by her 
grandmother who is less and less able to provide supervision and 
direction. Her mother. has never been available to provide infor­
mation about the family, and the grandmother could, or would, 
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provide very little such information. B did very poorly in first 
grade and did not get along well with her teacher or her peers. 
Her teachers feel that she is uninterested in school, and her 
inappropriate behavior and dress have alienated her from her peers. 

C lives with his mother, father,and four siblings, but much 
of his supervision comes from his grandmother. His mother has 
told staff members that he is "dumbu and she does not seem to 
believe that C can learn very much. While in the preschool, his 
IQ changed from 95 to l17j but this change in score seemed unre­
lated to his learning in the preschool, for he learned very little. 
When he entered the public schools, his teachers quickly found out 
that he knew little and seemed to make the quick judgment that he 
could not learn. 

What, then, can we surmise about the reasons for the failure 
of B, C, and L1 In looking at their classroom behavior, we find 
that they have not been successful for varied reasonSj but we can 
say generally that they knew little when they came, the learned 
very little, and, probably most important, they seemed to have 
little interest in learning. It is obvious that very little can 
be concluded from such a small sample, but if we look at the other 
groups of children who participated in the Bereiter-Engelmann pro­
gram, we find almost always that 20 to 25% of the children do not 
seem to profit from the preschool experience. Weikart (1967) also 
reports that about the same percentage of children in his experi­
mental program appear t? derive no benefit from the experience. 

One has only to look at these children to understand why 
there is so little success in this group. These are the children 
who are deeply tmmersed in poverty. These children come from 
multiple-problem homes. Their families are on the bottom of the 
socio-economic scale and neither they nor their families see much 
chance of improving their lot in life. These children and their 
families require more than a preschool experience to help them out 
of the depths of their disadvantage. It is unrealistic to hope 
that any preschool program, or anything the public schools can do, 
can have much ~act on their lives without help on a massive scale. 

As contrast to the children described above, let us now give a 
brief account of the children who have been functioning nearer to 
their grade level, or above it. 

Child A comes from a family which is intact; his father is a 
construction-laborer and his mother works as a waitress. The child 
has four older siblings who have consistently performed very poorly 
in school, but his achievement tests place him above grade level. 
His scores are also well above average on the Stanford-Binet. At 
the end of the preschool, he ranked at the class median in aobieve­
mentj and the few problems he has had during preschool and in public 
school have had mor.e to do with motivation than with "ability to 
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learn." While it is difficult to separate motivational considera­
tions from learning, it is possible to su~ise that the child 
probably benefits most from gaining a greater perception of his 
own competence. His brothers and sisters had always performed 
poorly in school, and his parents had no reason to believe he would 
do any better. But when he began to return from the preschool and 
demonstr,ate his new knowledge at home, path he and his family 
appeared to gain new insights into his abilities. The belief that 
he could. do well at school began to reinforce his achievements. 

E is now performing well above grade level, but she began 
preschool as a hyperactive student who had difficulty adjusting 
to academic instruction. Under more "traditional" circumstan~es 
she might have been labeled in some fashion and placed in a special 
class; ins~ead, a serious attempt was made to teach her academic 
materials c!tnd p.ppropriate behavior. During her second year in the 
preschool, her parents were divorced. It is possible that tensions 
created by this situation at home were reflected in her erratic 
performance at school. After a while, the defiant behavior at 
school all but disappeared and the child responded well to class­
room instruction. E is now participating in a class for promising 
disadvantaged children. 

Child G, whose father is a cook and whose mother occasionally 
works as a waitress, learned easily and well during her owo years 
in the preschool and is now performing well above grade level. 
When she entered an accelerated middle-class white school, she 
encountered many of the problems common to disadvantaged ch:f.ldren. 
Although she was ahead of her peers in knowledge of academic sub­
ject matter at the beginning of first grade, she lacked the breadth 
of experienc(~. her peers possessed. During first grade she was ahead 
of the class for some time, but gradually her classmates began to 
catch up. She is now functioning at about an average level in the 
class. It is highly likely, however, that she would not have been 
able to remain in an accelerated class if she had not possessed 
some academic skills when she entered the public schools. She 
would have lagged behind from the beginning and never had a chance 
to ca t(~h up 0 

In contrast to her first grade performance in the middle track 
in her school\) Child H is now functioning below her grade level in 
the second grade" A member of a large extended family, she saw 
very lIttle of her mother during her preschool years. After her 
mother q s xem.al'riage just before H entered first grade, H went to 
live with her mother, step-father, and two younger siblings in an 
attractive bungalow in a lower-middle class neighborhood. However, 
H was assigned to attend a school located in a different neighbor­
hood, one which was considered very anti-Negro. She encountered 
great difficulty adjusting to this school, and for second grade, 
her mother placed her in a Catholic school. Her teacher there 
reports that her reading skill is that of an average second grader, 
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but that she reads very slowly. Her slow reading rate often 
reflects itself in poor reading scores. 

Child I has recently COO1lleted second grade and is functioning 
s~hat below his grade level. Both parents are emplOyed full­
t~e in rather menial jobs and have little tfme to devote to their 
four children. Though the child is not functioning to expectations~ 
he is the star pupil 1-n his home and often helps his older siblings 
with their homework. He was not highly motivated to achieve during 
the preschool; and teachers in the public schools nave noted that 

.... " 
he has the ability to learn but rarely has much interest in learning. 
An important factor in this lack of motivation can doubtless be 
found in the attitude of his parents: they assume their children 
will probably never finish high school ar~ have expressed tthis 
opinion both to child I and to his older siblings. 

J is completing second grade in a class for intellectually 
promising lower-class children. She learned a great deal during 
her years in the preschool and was held in high esteem by her 
classmates for two unrelated reasons: she was smart and she was 
light-skinned. Because of her fair skin and preferential treat­
ment at home, she fastened on to the notion that she was white. 
For obvious reasons, this notion caused her some problems in a 
racially-mixed elementary school. While she was in first grade, 
her father's long illness and subsequent death affected her interest 
in attending school. Her year in second grade, however, seems to 
have been more productive, and she currently enjoys school more 
than she ~~S in the past. 

K was completing second grade ~t the t~e of testing and ranked 
in the top third of the children, well above grade placement. His 
achievement scores in the preschool had also placed him in the top 
third of the class. During his time in the preschool, he lived 
with his mother and seven siblings. His father had not been living 
in the home and, as a matter of fact, was killed during his first 
year in the preschool by a close relative of two other children 
in the cla~s. His father's desertion and death did not seem to 
affect K's behavior or learning in class, but very likely did 
affect that of his older brothers and sisters. K and his younger 
brother, who also attended the academic preschool, are doing quite 
well in school; the older children are all having difficulties. 
Ironically, it was discovered only late in his first grade year 
that his progress has probably been ~peded by a severe hearing 
loss. 

SUMMARY 

This report provides some follow-up data on the achievement 
of the initial group participating in an academically oriented 
preschool. The children for this experiment were chosen because 
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they came from homes where their siblings were doing poorly in 
school and where cultural deprivation seemed to be a factor in their 
failure. They received instruction in reading, aritmnetic and 
language for one hour per day over a span of two years and then 
entered the public schools. Data for this report covers the chil­
dren two years after they participated in the program. 

A goal of the preschool was to bring the children up to 'J;heir 
age norms on school-relevant language and intellec'tl~al s'bilities. 
At the end of the preschool, the children had accomplished this 
goal, as indicated by their scores on the Stanford-Binet and the 
Illinois Test of Psycholinguistic Abilities. They also made con­
siderable headway in arithmetic and reading. 

Two years later, twelve of the original fifteen children were 
available for follow-up. Five of these children were functioning 
above grade level, three were somewhat below grade level, and four 
were well below grade level on the California Achievement Tests 
(lower primary). Data from re-administrations of the Stanford-
Binet and the Illinois Test of Psycholingui,stic Abilities showed 
thst children in the lower-achieving groups had not maintained 
their gains on those measures as we.ll as the high achieve:rs. 
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Achie'vement Components of Stanford-Binet 
Performance 

Ernest D. Washington, Siegfried Engelmann, 
and Carl Bereiter 

PROBLEM 

Strodtbeck (1964) has introduced a useful term for discussing 
the school-relevant aspects of social-class differences. He speaks 
of the "h1~dden curriculum" of the middle-class home, which pro­
vides children with those unspecified learnings that constitute 
adequate cognitive lind behavioral preparedness for school. What 
is this hidden curriculum and what are the crucial pat'ts of it 
that disadvantaged children miss? So far the question has been 
answered mainly by conjecture and the conjectures have tended to 
fasten upon the grossest and most obvious differences between 
middle- and lower-class childhood experience. 

The hidden curriculum is, of course, a hypothetical construc­
tion~ and so it would be futile to argue about what it ~ea11y 
comprises. The most that could be hoped for in the way of defini­
tion is a set of specifications that 1) are in accord with the 
facts of childhood experience and behavior, 2) have some demonstrable 
relevance to subsequent academic perforw~nce, 3) are expressed pre­
cisely enough to permit objective evaluation, and 4) can I'ather 
directly be translated into pedagogical procedures or plans. Most 
of what is done in the name of "stimulation" or "enrichment" in 
early compensatory education can be viewed as an attempt to ~p1e­
ment a hypothetical, hidden curriculum. But this underlying cur­
riculum, to the extent that it is described at all, is specified 
in ways that fail on all or most of the above criteria. 

In light of the hopes currently invested in preschool educa­
tion, it would seem mandatory to explore more systematic ways of 
formulating the content of the implicit curriculum that the pre­
school pu!'ports to teach. In our work to date we hav'!'~ attempted 
to do this through the analysis of key bodies of subject-matter-­
expository language, reading, and arithmetic~ The strategy has 
been that of working backward from more advanced curricula. 
Through this analysis and the ensuing curriculum experimentation, 
we have, it is believed, identified some of the critical preschool 
learnings relevant to these particular areas of achievement. We 
now propose a different approach to identifying the content of 
this hidden curriculum, which promises to encompass learnings of 
more general utility for acedemic achievement. It amounts to 
working upward from test content rather than backward from more 
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advanced curriculum requirements. It should thus add another 
dimension to the work done previously., 

The central idea behind the new approach is that the Stanford­
Binet ma~e considered as an achievement test for thi~ hidden 
curriculum. Ordinarily the Stanford-Binet, along with other tests 
of general intelligence, is considered as a measure of basic 
capacity for intGllectual attainment. Howe,rer, the Stanford-Binet 
purports to measure this basic capacity by testing the child's 
achievement in a number of areas not directly touched by the school 
curriculum. It 'was assumed that what the child just "picked up" 
from incidental experience would provide a surer index of his basic 
intellectual capacity than what he had bt~en taught in school (since 
the latter might be influenced by the kind and quality of instruc­
tion he had received). As many recent critics have pointed out, 
this asswnption only holds if children's out-of-school environments 
are faily similar Q But turning this point around, we may say that 
for children of different cultural backgrounds, who are presumably 
equal in basic mental equipment, differences in Stanford-Binet 
scores reflect the differential success of cultural environments 
in promoting those learnings that undergird academic ach1.evement. 

If, therefore, we wish to identify those elements of the out­
of-school curriculum that are significant for school success, the 
content of the Binet items may provide us wi.th some valuable 
.8!!idance. We cannot presume that the authors who have taken part 
in development of the Stanford-Binet had the outlines of a "hidden 
curriculum" in mind in constructing the items. But the items that 
have gained a place in the Binet had to pass certain empirical tests 
that afford some reason to believe that they may validly reflect 
the content of such a curriculum nevertheless. They had to show 
a sharp age progression, indicating that the achievements were 
obtained at about the same time by most children. In addition, they 
had to have predictive validity for later academic performance, 
which does not necessarily mean that the achievements tested are 
themselves instrumental for later achievement, but it makes the 
hypothesis tenable. Other intelligence tests meet the same empirical 
criteria, but they do not contain the great diversity of substantive 
content that the Binet does, and, therefore, they are less promising 
as a guide to the identification of relevant content in the hidden 
curriculum. 

The problf~ to which the present study is addressed is that 
of deriving a curriculum from a test. It is much like the problem 
one would face if he were sh~¥n the final examination for a high 
school course and was asked to deduce from it the course content. 
If the test satisfactorily sampled,what was actually taught, the 
job would not be impossible and one could expect different people 
to came up with similar, though not identical, appro:Kimations to 
the actual curriculum. If the test were good but the curriculum 
was shoddy or not followed by the teacher, the inferred curriculum 
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might bear lictle resemblance to the actual one; but one would 
then be inclined to say that the inferred curriculum is the one 
that should have been followed if the test indeed reflects the 
hoped-for outcOOles. That is the situation with deriving a cur­
riculum from the Stanford-Binet: it does not represent a validat­
able guess as to what actually goes on in the middle-class home; 
it represents an ideal construction of what curricul\Dll ought to be 
followed, in some fashion or other, in home or at school, if the 
Stanford-Binet indeed reflects the hoped-for outcomes of early 
learning experience. 

In using a test as the basis for curriculum planning, it is 
~portant to distinguish curricula generated from content specifi­
cations and curricula generated from item types. Much current 
remedial wO'rk on learning disabilities uses curricula generated 
from item types. If a child exhibits inferior performance on a 
certain kind of item, say verbal analogies, he is given practice 
on a variety of verbal analogy tasks. Such practice often results 
in improved test scores, although it is always questiona~e whether 
such training will generalize beyond performance on the particular 
item type used in training. The assumption behind this kind of 
training appears to be that it will alter basic organismic charac­
teristics, thus resulting in a change in school performance. Thus, 
supposedly, what the child gets out of training on verbal analogy 
tasks is not simply learning relevant to performance on these 
tasks, but some change in central nervous system funct:l.oning that 
will increase his capacity for other kinds of learning and perfor­
mance. The stmilarity of this assumption to that of faculty 
psychology should be obvious. When applied to compensatory educa­
tion for disadvantaged children, this assumption carries the impli­
cation that lower-class children differ from middle-class children 
in organismic characteristics a.nd not merely in what they heLve 
learned. This hypothesis is tenable, although there is no evidence 
in its favor. 

If a compensatory curriculum is to be based on hypothesized 
learning deficits rather than hypothesized organi~ic deficits 
however, this requires that test items be analyzed into learnable 
content components and not treated as integral units of learning. 
The hidden curriculum of the home does not teach or fail to teach 
verbal analogies as such. Indeed, the verbal analogy task, l:l.ke 
most other test talks, was deliberately chosen as one on which 
children would E£! have received specific training. Such specific 
training would simply destroy the predictive validity of the it.em, 
while teaching a skill that was selected because of its periphe~al 
and hence very likely useless nature. We must assume, instead, 
that what the home environment typically teaches are certain bodies 
of information, relational concepts, skills, and attentional and 
procedural habits, which help the child execute verbal analogies 
tasks ~s well as a number of school tasks. The job for curriculum 
developn.ent, therefore, is to identify these underlying bodies of 
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content and teach them rather than treat the test items 8S if they 
represented the ulttmate tasks for which ch~ldren were being pre­
pared. 

OBJECTIVES 

This study began with three related objectives: 

1. To carry ou.t a task analysis of the achievement 
components of the Stanford-·Binet items in the three-to-six year 
old range. 

2. To construct and ,implement, through direct instruction 
techniques, a curriculum based on content categories identified 
through the above analysis. 

3. To evaluate and revise the original analysis on the 
basis of comparison of test it~Jm performance and achievements 
in the curriculum. 

As has been mentioned previously, the Stanford-Binet was 
chosen because of its diversity of content$ It was assumed that 
this :!:snge of content would lead vi.a task analysis to a curriculum 
which encompassed a wide range of verbal skills. As the analysis 
proceeded, it became clear that this was indeed the case. Moreover~ 

it was also apparent that 1nany of the achievement components of 
the Stanford-Binet could be taught in a very rars~onious manner. 
The discussion here will focus on the verbal items of the Binet 
because as one inspects the ch~lnge8 in item content from year 
three through six, the required responses change from predominantly 
nonverbal to verbal. The verbal items have the highest validity 
for predicting later school achievement and this is reasonable 
because the schools are institult:ions based on oral and written 
verbal materials. 

The task analysis of the vocabulary subtest provides an 
example of the manner in which the task analysis began and the 
final direction it took in being incorporated into the curriculum. 
Concrete nouns from the Dolch (1936) list of liThe First Thousand 
Words for Children's Reading" were chosen to teach vocabulary. 
This list waa chosen because it avoided many of the problems in­
volved in sampling from dictionaries and a useful vocabulary 
could be taught without the tmplication that the vocabulary of 
the Stanford-Binet was being expressly taught. 

When one looks to what are considered correct responses for 
the vocabulary subtest at the six-year level, nine of the first 
ten words are concrete nouns and the requirements for a correct 
response is usually that an attribute of the noun be given. Look­
ing over the first fifteen words, the following attributes were 
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found to generate questions whose answers were frequently sufficient 
for a plus response. 

1. What are its physical dimensions? 
2. Where is it found? 
3. What are its uses or what purposes does it serve? 
4. What is it made of? 
5. What are its parts or of what things is it a part? 
6. What are its special sensory or personal characteristics? 

As the analysis proceeded, the teaching of the above attributes 
served two purposes. It aided in teaching knowledge which was ap­
plicable and u.seful for responding to other subtests. In addition, 
these questions implied other dimensions which should be taught 
in addition to those above. Thus, if use or purpose was taught, 
then this task m.ight include comprehension as it occurs at year IV 
in the Binet. Tbe teaching of "Where is it found?" also i~Lferred 
the teaching of locations, ''What is found in this location'l" Thus 
the teaching of these attributes with the analysis of the other 
items led eventu~lly to a more general list of attributes or con­
cepts. 

The final list of attributes was expanded to include the 
foll~~ing: size, color, shape, part of, action, location, use, 
material, number and order. Teaching each of these concepts 
requires a knowledge of certain terms and grammar. After these 
basics were taught, each of the concepts was used in teaching 
similarities, differences and absurdities. We thus had a. twelve 
by three matrix in which many different kinds of things could be 
taught in breadth and reinforced in both the similarity-difference 
and incongruity format (Table 1). 

A second and very important characterist:f.c of the content 
implied by the matrix is that the content can be taught alt various 
levels of difficulty. Concepts and At·tributes could thus be 
taught at the various levels in the slme-different and inc~ongruity 
format. Consider the various levels of difficulty at whic~h Ma­
terials could be taught. 

A~ Same-Different 0 

1. a. Which one is th~ same--as this one? 
b. Which ones are the same? 

2. Yes-no. Are these two the same? 
3. Description. How are these two the same? 

Different? (Used with pictures) 
4. Materials from memo~. What kinds of 

materials are used in ? 
5. Description from memory. Like number 

three but without pictures. 
6. Which materials could be used for ? 

Which ones could not be used for ? 
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Attribute 

A. size 

B. color 

c. shape 

Table 1 

Similarities, Differences; and Incongruiti~ 

This is a basic knowledge program built entirely around judgments of 
sameness and difference and detection of incongruities and absurdities. Same­
different judgments and incongruity judgments run in parallel, covering the 
same set of attributes, as illustrated in the following list: 

Language 

tenns: big, little. 
short, tall, etc. 
graumar: second­
order statement 
patterns, multiple 
polars: later com­
paratives -- this 
pencil is wider than 
this pencil 

color names 
grammar: second­
order statement 
patterns, multiple 
polars, comparatives, 
superlatives 

names of shapes 
grammar: second-order 
statement patterns, 
multiple polars 

Same-Different 

Find the ones that are/are not 

the same size 

the same color 

the same shape 
(pumpkin and apple) 

Incongruity 

What's wrong in this 
picture? 

Disproportionately 
large or small (shoe 
too small for foot) 

Unnatural color (pink 
tree) 

Wrong shape or mis­
shapen (square wt~els, 
bent pencil) 

D. part of basic statement: A is 
a part of B 

part of the same thing 
(pedal and handle-bars) 

Missing or wrong part 
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Attribute 

E. action 

F. location 

G. use 

H. material 

I. number 

J. order 

K. genus 

Language 

tense, person, number 
adverbs: fast, slow, 
hard, soft, etc. 

terms: place names, 
prepositions. grammar: 
second-order statements 
with prepositions 

terms: examples of uses 
of various objects. 
grammar: second-order 
statements, multiple 
polars 

names of materials 
grammar: second-order 
statements, multiple 
pola~s 

terms: rate counting, 
counting of objects, 
numb~r identification -­
first, second, third, etc. 

examples of sequences 

learning of class names, 
example: truck, car are 
included in class of 
vehicles 

(Table 1 continued) 

Same-Different 

doing the same thing 
(at more advanced l~vel, 
find cues that do or 
don't do same thing, 
action not shown) 

found in the same place 
(stove and fridge vs. 
gas pump) 

used the same (spoon and 
fork vs. umbrella) 

made of the same thing 
(plastic pen and comb) 

'~ind the ones that have 
the same number of s." -
In the same order (large to 
..all, or arbitrary order 
of given figures) 

in the same class (antmals 
furniture, etc. -- will 
overlap with other attri­
butes) 

Incongruity 

lmpossible or inappro­
priate action (dog 
reading book) 

Out of place (ship in 
forest) 

Inapprop~iate use 
(eating a book) 

lmpossible or ~prac­
tical material (brick 
airplane) 

Wrong number (six 
fingers or not 
enough cookies for 
each child) 

Wrong order (wrong 
sequence in action 
or growth series) 

Foreign element in 
class (bird among 
mammals) 



7. Compound mat~rial task: F'ind the one that 
is located in the same place. 

8. C()mpound verbal identification tasks: I'm 
thinking of something that's the same size 
as A and is made out of the same material 
as B. 

B. Incongruity. (Materials) 

1. Point to the material th,at does not belong. 
2,. Yes-no. Is there anything wrong with this boat? 

Yes. 
3. Explanation: What I s wrolng with ? ---4. Which material does not belong? 
5. Description from memory" What are ___ made of? 

Language usage, same-different and incongruities do not ex­
haust the formats for teaching the attributes and concepts. 
Bereiter, Case, and Anderson (1968) have suggested four other 
promising formats for teaching these concepts. The first they 
call knowl~dge, that is teaching the facts and principles which 
go beyond what the child alr~ady knows so that through guided 
cues the child can learn to extrapolate his knowledge. The second 
is productive thinking, that is, teaching the child to usc concepts 
to solve problems. The third is operations or nonverbal tasks 
which involv~ getting or using information related to concepts. 
Finally, questioning is a format which teaches the child to ask 
questions about the concepts being taught. 

The concepts and attributes are not mutually exclusive and 
certainly the various formats for presenting the concepts are not 
finalized. Lt remains to be seen whether these formats are more 
fruitful than others or if some combination of two formats is 
sufficient. Little effort was mad~ to use the first three addi­
tional formats suggested by Rereiter a1 though some attempt TN'as 
made to teach th~ children s~lf-questioning. That is, how does 
one go about teaching disadvantaged children to ask a question 

" and to use the answer to formulate yet another question to solve 
a problem. Some beginning was made in this problem with th~ game 
which the children played analogous to twenty-questions in which 
the teacher r~sponded only with yes-no. 

At a low level of difficulty, the game began with the teacher 
placing two figures on the board and saying, "I am thinking of 
one of these figures." At the beginning the children often will 
claim that they know which of ~he figures the teacher is thinking 
about. These children are told that they can not know what figure 
the tearcher is thinking about unless she gives some clue. It is 
possible to dramatize the point by showing the child two closed 
hands a,nd asking the child, "Which hand has the raisin?" In the 
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beginning neither hand has a ra:Ls in and the child is rewarded for 
saying "I don't know." 

Later figures which differ on two dimensions are pre8.~D.ted 
on the blackboard and the child is taught that if one dimerlsion 
is eliminated, the correct response i8 the remaining dtmention. 
This general approach is extended to several dimensions with the 
child learning to eliminate alternatives. The terminal task of 
interest is verbally presenting the child with a class name such 
as animals and having the child figure out which an~l the 
teacher is thinking about. 

METH<D 

Subjects 

Subjects were 20 children selected according to the same 
socioeconomic criteria as in previous studies in this project. 
Table 2 shows some of the characteristics of the children who 
participated in this the "Binet" study and in two other approaches 
to preschool education in the larger research program at the Uni­
versity of Illinois. 

Treatment 

The preschool ran for two hours a day, five days a week for 
the academic school year. Eighty minutes were devoted to instruc­
tion while forty minutes were used for supporting activities. 
During the first four months of the program, the children remained 
with one teacher for instructional purposes; during the remaining 
three months the children went from one class to another in much 
the same manner as children in the upper grades. 

Testigg Procedure 

The Stanford-Binet (S-B), Wechsler Preschool Intelligence 
Scale (WPPSI), and Illinois Test of Psycholinguistic Abilities 
(ITPA) comprise the battery used to evaluate the progress of the 
children. The testing schedule used is presented in Table 3. 

Qualified school psychologists administered the WPPSI, S-B 
and ITPA while undergraduate assistants administered the curriculum 
test. The S-B was given four times so that the effectiven~ of 
the curriculum could be repeatedly assessed. The Wechsler pro­
vided an independent check of the effectiveness of the curriculum 
to provide learning with some generality. The Achievement Test 
(Appendix C) was devised by the staff to assess the content of the 
curriculum. 
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...... 
00 

Program 

Binet 

Traditional 

Bereiter 
(Direct Verbal) 

N 

20 

27 

29 

Mean 
Binet Mean 

CA Binet IQ 

48~9 92.8 

52.4 94.1 

50.7 93.2 

Table 2 

Initial Group ~omposition 

Intelligence Strata Means 

High N Middle N Low 

105.0 4 95.3 
I 

10 ~ 80.6 

107.6 8 93.2 12 83.0 

1088 5 8 94.1 9 82.4 

. 

Race - Sex 
Black White 

N M F M F 

6 6 8 4 2 

7 10 7 5 51 

12 9 9 4 7 

1 



Instruments 

WPPSI1, i.-Bit ITl-'l 
S-B2 

Curriculum Achievement 
Test 

WPPSI2' S-B4' ITPA2 

Table 3 

Teating Schedule 
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Time 

0-3 months before schOol ',. 
2 months after tht~ start" 
of school 

5 months after the start 
of school 

8 months after the start 
of school 
at end of school 



RESULTS 

Table 4 indicates a mean gain of 1259 on the Stanford-Binet 
over the year. Almost half of this gain (5.9) was achieved within 
the first two months of the program. During the follow:l.ng three 
months the children gained an additional 4 points. It is of some 
interest to note that the children gained, on the average, only 
2.8 points during the final three months of the program. 

The t~e periods are of some interest. The data indicates 
that the 6 pOints gained in the first three months represent the 
total gain of most preschool programs. The data also corroborate 
the findings of Kohlberg (1968) who noted that children in most 
structured preschool programs tend to gain from 12 to 16 points 
during the first year. 

<. 

I' 

Table 4 

Mean Stanford-Binet Scores for the Binet 
Group at the Four Intervals 

Months of 
Intervention 0 2 5 

Mean 92.8 98.8 103.0 

S.D 9.67 10.77 9.21 

8 

105.8 

10.50 

Table 5 gives the scores on the Verbal, Non-Verbal and Total 
scores for the WPPSI. Table 5 shows that the children gained 
15.4 points on the Verbal, 7.0 on the Non-Verbal and 12.6 on the 
Total score. These dat,a indicate clearly the emphasis in the 
preschool program upon '~rbal skills and the relative de-emphaais 
on non-verbal skills. n,e total score is s~ly a combining of 
the verbal and non-verbal scores and 1.s not nearly as informative 
as looking at the verbal and non-verbal scores. 

Table 5 

WPPSI, Pre- and Post-Test Scores 

Pre-Test Post-Test 

Verbal Mean 82.5 97.9 

Non-Verbal Mean 85.3 92.4 

l'ota1 Mean 82.2 94.8 
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It should also be noted that the Binet and WPPSI data are 
similar in terms of total gains but differ markedly in terms of 
level. The final Binet IQ is 105.8 while the final WPPSI total 
IQ is 94.8. The ten point difference between the WPPSI snd the 
Binet is in line with other data obtained in other studies when 
both of these tests were used. Disadvantaged youngsters generally 
s(:or~ ahout ten point:-l lowt'r on tht! Wechsler [ntelligence Scale 
for Children than on the Binet. 

Table 6 shows an analysis of Binet and WPPSI IQ gains by IQ 
strata or level. The data [rom the Stanford-Binet indicate that 
the high grc)up, those children with initial IQ's over 100, had a 
mean gain of 3.7; those with IQ's between 90 and 99 had a gain of 
14.7, and those children with IQ' s below 89 had a mean gain of 
16.2. These data suggest that the program was more effective 
for children with IQ's below 100, and that children with IQ's over 
100 tended not to benefit as much from the program. 

The WPPSI data present quite another picture. The,WPPSI was 
included in the analysis to give an independfmt measure of the 
effectiveness of the preschool effort. The WPPSI verbal data 
indicate that all three strata benefited substantially from the 
program. The WPPSI non-verbal data suggest that limited gains 
were made by each of the strata. The total WPPSI scores indicate 
little difference in gains by strata. 

A paired t test was used to measure the differences on the 
WPPSI between the pre- and post-tests (Table 7). On the verbal 
score this difference was significant beyond the .001 level. The 
difference between pre- and post-testing on the non-verbal 
WPPSI was smaller and significant at only the .05 level. The 
total score reflects the large gains in verbal skills and again 
the difference between the pre- and post-test was significant 
beyond the .001 level. 

PREDICTION OF STANFORD-BINET PERFORMANCE 
FROM COORSE ACHI.EVEMENT 

To the extent that (a) the original conception of the Stanford­
Binet as an achievement test is valid, (b) achievement components 
of Stanford-Binet performance were accurately identified, (c) the 
experUnenta1 curriculum embodied these components, and (d) the 
Achievement Test given at the end of the experimental program 
accurately indicated the children's degree of mastery of these 
separate components, then it should be possible to predict from 
Achievement Test results which Stanford-Binet items individual 
children would pass and fail. Accordingly, as a check on whether 
or not the1.bove conditions jointly obtained, a small study was 
conducted on prediction of S-B item scores from Achievement Test 
item scores. 
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Table 6 

IQ Gains by Intelligence Strata 

Initial Stanford- WPPSI WPPSI WPPSI 
I 

IQ Strata Binet Verbal Non-Verbal Total 
I 
I 

High 3.7 14.5 5.5 10.0 I 

, 
I 

Mediwn 14.7 17.1 7.5 13.8 

Low 16.2 13 .. 2 7.3 11.8 
I 

Table 7 

Paired t Tests on Verbal, Non.-Verbal and Total Scores of the WPPSI 

Pre-Test Post-Test Paired Level 
IQ IQ Difference Standard E:r-Z'or ... of Significance ~ 

Verbal 82.5 97.9 15.4 2.22 6.91 .001 
I 

Non-Verbal 85.3 92.3 7.0 2.45 2.86 .05 

I 
Total 82.2 94.8 12.6 1.91 6.59 .001 
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One of the investigatorb (Bereiter), who was not present 
during the conduct of the experiment and thus was not acquainted 
with the subjects, but who was acquainted with the curriculum, 
constructed prediction formulas for predicting success dI: failure 
for separate items on the Stanford~Binett over age levels IV through 
VII, employing item response data from the Achievement Test. Ob­
tained scores on the Achievement Test were con8ulte~ in devising 
the prediction formulas, but ~ obtained S-B scorc8~ In other 
words" the predictions WCI'e carried out in ignorance of the indivi­
dual SaB scores. The formulas, instead of making a dichotomous 
prediction of pass or fail, assigned probabilities 'of success, 
ranging from .00 to 1.000 The following are the prediction for­
mulas used: 

Item IV (I)!) Pi.cture Vocabulary: Statementsl -- .2 for 
each item correct in excess of 50 

Item IV (2), Objects from l~ry: No prediction. 

Item IV (3), Opposite Analogies: Polars _n .3 for each 
correct o 

Item IV (4), Picture Identification: Objects -- .2 for 
each object for which at least one ''why'' question 
was correctly answered. 

Item IV (5), Disc'rimination of Fonus: Shapes -- .2 for 
each correct. 

Item IV (6), Comprehension II: Instrumentc:l.l Acts -- .2 for 
each correct. 

Item rV-6 (1), Aesthetic Comparisons: No prediction. 

Item IV-6 (2), Opposite Analogies I: Polars -- .2 for 
each correct. 

Item IV-6 (3), Picture Similarities and Differences: Same 
and Different -- 1.0 if both parts of any item correct; 
06 if at least one same and one different correct, but 
not on same it~~; .3 if at least one correct; .0 if 
none correct. 

IThis and corresponding terms in subsequent items refer to the sec­
tion of the Achievement Test to which the prediction formula applies. 
Thus, to estimate the probability that a given subject will pass S-B 
Item IV (1), find out how many items he got right on the NS~atementsli 
section of the Achievement Test and give h~ .2 point for every one 

. right over five. There are 10 items on the "Statements" sectiOll. 

If a- subject got I right, that would be two more than five. Count­
ing .2 point for each of these give. an esttmated probability of 
.4 for passing S-B Item IV (1). 
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Item IV-6 (4), Materials: Lower of the probabilities 
obtained by (a) Materials -- .7 for items 2 and 5 
correct, .1 for each additional; .3 for 2 or 5 
correct, .1 for each additional; .0 for neither 2 
nor S correct; (b) Objects: .5 if correct material 
given for house; .2 for each additional object for 
which material correct; 80 if incorrect material 
for house. --

Item IV-6 (5), Three Commissions: Function words -- .3 
for eacho 

Item IV-6 (6), Comprehension III: Instrumental Acts, 
items 6-10 -- .3 for each correct. 

Item V (1), Picture Completion: Objects: .2 for each 
object for which at least two correct parts mentioned. 

Item V (2), Folding Triangle: No prediction. 

Item V (3), Definitions: Categories -- .4 for each cor'rect. 

Item V (4), Copying Square: No prediction. 

I'tem V (5), Picture Similarities and Differences: Same 
and Different -- ".5 for each item with both parts 
correct. 

Item V (6), Patience: rectangles: No prediction. 

Item VI (1), Vocabulary: Categories -- .3 for each correct. 

Item VI (2), Differences: Same and Different -- 82 for 
each correct difference. 

Item VI (3), Mutilated Pictures: Objects -- .8 minus .4 
for each Absurd Question missed. 

Item VI (4), Number Concepts: Counting -- .3 for each 
correct .. 

Item VI (5), Opposite Analogies II: Polars -- .1 for 
each correct. 

Item VI (6), Maze: No prediction. 

Item VII (1), Picture Absurdities: Objects -- .1 for each 
Absurd Question correct plus .1 for each Object with 
at least one correct response for each part. 

Item VII (2), Similarities: Same and Different -- .2 for 
each correct similarity. 
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Item VII (3), Copying Diamond: No prediction. 

Item VII (4), Comprehension IV: Instrumental Acts, 
items, 6-10 -- .2 for each correct. 

Item VII (5), Opposite Analogies III: Polars and Catego­
ries -- .1 for each correct. 

Item VII (6), Five Digits: Memory for Unrelated Words 
and items 3 and 4 -- ~5 for each correct. 

It will be noted that no predictions were made for 7 of the 
itemso These are performance items for which no clearly relevant 
achievement data were available. The construction of these predic­
tion formulas was necessarily carried out intuitively. The rele­
vance of the Achievement Items to the S-B Items is usually obvious, 
but the particular weights assigned to Achievement Items reflect 
complex and possibly idiosyncratic judgments. Once the formulas 
were set down, however, the making of individual predictions from 
them was a perfectly objective procedure. Accordingly, for each 
of the 20 subjects, probabilities of success were calculated for 
each of 23 S-B items. 

If the 23 probabilities for a given subject are totaled, they 
give a prediction of the total number of items out of the 23 that 
he will get right. The mean predicted score obtained in this way 
was 16.08 correct, with a standard dev'i,ation of 3.44. The actual 
mean number correct was 13.90, with a standard deviation of 3.46. 
Thus, there was a mean over-prediction of 2&18 items. This dis­
crepancy is highly significant (t m 4.45, d.f. • 19), suggesting 
a consistent over-prediction. Indeed, scores were over-predicted 
fat' 17 subjects and under-predicted for only 3. The product­
moment correlation between predicted and obtained total scores 
for the 20 subjects was .80. 

If the 20 probabilities for a given item are totaled, they 
give a prediction of the number of subjects who will pass the item. 
The predicted and actual numbers passing each item are shown in 
Table 8. Success of prediction ranged from perfect on item IV-6 
(5), where all but one person was assigned a probability of 1.00 
of passing the item and all but that Onl\ person did, to disastrous 
on item VI (1), where no one passed although the average assigned 
probability of passing was .92. In spite of the overall tendency 
to over-predict success, the formulas actually under-predicted the 
number passing on as many items as they over-predicted it, the 
largest errors, however, being ones of over-prediction. 

It may be profitable to examine same of the largest errors 
for what light they may shed on the substance of the study. The 
failure of any children to pass the level VI vocabulary item, 
when almost all had been predicted to do so, was the most puzzling 
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Table 8 

Results of Prediction of Success on Stanford-Binet Items 
from Performance on Achievement Test Items 

Mean Probability Score 
Predicted Actual Error of Subjects Subjects 

~ No. Jassing No. Passing Prediction Passing Item FaUlog Item 

IV (1) Pic t. voeab. 19.0 18 1.0 .94 1.00 

(3) Opp. anal. I 17.3 18 - .7 .90 .45 

(4) Pict. ident. 17.8 19 -1.2 .92 .40 

(5) Discr. forms 19.2 20 - .8 .96 -
(6) Compr. II 19.8 18 1.8 1.00 .90 

IV-6(2) Opp. anal. I 14.2 18 -3.8 .73 .50 

(3) Pict. s. & d. 16.3 19 -2.7 .81 •. 30 

(4) Materials 8.7 16 -7.3 .54 .00 

(5) 3 cOlllDls. 19.0 19 .0 1.00 .00 

(6) Compr. III 16.3 19 -2.7 .81 .90 

V (1) Pict. cOlJH)l. 16.4 12 4.4 .88 .72 

(3) Definitions 19.4 17 2.4 .98 .93 

(5) Pict., s. & d. 11.0 16 -5.0 .66 .12 

VI (1) Vocabulary 18.3 0 18.3 - .92 

(2) Differences 7.8 3 4.8 .,67 .34 

(3) Mut. pict. 11.6 15 -3.4 .59 .56 

(4) Number Conc. 9.6 4 5.6 .90 .38 

(5) Opp. anal. II 7.1 s~ -1.9 .41 .31 

VII (1) Pict. absurd. I 10.0 2 8.0 .75 .47 

(2) S~i1arities 11.4 6 5.4 .83 .53 

(4) Compr. IV 13.4 1 12.3 1.00 .65 

(5) Opp. anal. II 14.9 5 9.9 .92 .69 

(6) 5 dlllt. 0.0 2 -2.0 .00 .00 
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result. Note that 17 children passed the Definitions item at 
level V, which is of the same type. This would suggest that the 
difficulty was lack of specific vocabulary rather than inability 
to gtve definitions. The Achievement Test provided no systematic 
inventory of vocabulary. The section on which predictions were 
based was Categories, in which the child is required to provide 
the class label, given a series of instances of the class. It 
was reasoned that this was a necessary, though certainly not 
sufficient constituent of S-B vocabulary test performance. But 
it would also appear that all children were able to perform this 
task to a certain degree, since every child got at least two of the 
five Category items correct. Be that as it may, it is plain that 
the program was not successful in building general vocabulary up 
to the point of the other components. 

Large over-predictions are also found for the number of chil­
dren passing absurdities, comprehension, and opposite analogies 
items at level VII. S~ilar types of items are passed with under­
predicted frequencies at lower age levels, however, suggesting 
that the difficulty with prediction at level VII is that the sub­
tlety and complexity of the items exceeds that of the related 
kinds of material dealt with in the program, so that mastery of 
these easier materials is no assurance of success. 

In general, it may be said that prediction for items was not 
nearly so accurate as prediction for individuals. The product­
moment correlation between predicted and actual numbers passing 
each item was .58, compared to .80 for the correlation between 
predicted and actual scores for subjects. The total error of 
prediction is, of course, the same in either case; but in the case 
of persons the variance of predicted and actual scores was virtually 
identical whereas in the case of items the variance of predicted 
item totals was only half that of the variance of actual item 
totals, indicating that the prediction formulas were more sensi­
tive to individual differences in ability than to differences be­
tween 1 tems. 

As a final test on the efficit'rlcy of prediction, the correla­
tion was computed between total number of items correct out of the 
23 S-B items under consideration and the total number of correct 
responses out of the 192 responses recorded for the Achievement 
Test. The obtained correlation was .79, almost exactly the same 
as that obtained from the formula-derived est~tes. Thus, aa far 
as predicting an individual's overall performance on the S-B is 
concerned, his overall undifferentiated performance on the Achieve­
ment Test is as good a predictor as the sum of the spe~ific item­
by-item predictions. This is even more tellinlly demonstrated if 
the 192 achievement items are subdivided into the 124 which at 
some point or other entered into the item-by-item prediction formulas, 
and could thus be judged to be more relevant to Binet performance, 
and the 68 items which were not so used and could accordingly be 
judged less relevant. Scores on the "relevant" achievement items 
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were found to correlate .77 with Binet performance and scorea on 
the "less relevant" items were found to correlate .76. 

CO~WSIONS 

If the present study has accomplished nothing else, it should 
at least help to silence those inevitable critics who sneer '~eaching 
for the Test" every time they hear a report of substantial IQ gains. 
Here for once, was a program which was avowedly devoted !a to~~ to 
"teaching for the test" -- not in the trivial sense of drilling 
children on test-like items, but in the sense of attempting to pro­
vide training in the full range of conceptual content and skills 
which the test was believed to draw upon. Results indicated that: 

1.. The "Binet curriculum" was not more successful in 
raising Binet IQs than an academically-oriented program that made 
no direct attempt to teach Binet-related material and that was in 
largest part devoted to the teaching of reading and arithmetic 
skill~ which could be expected to have virtually no transfer to 
Binet items. 

2. The "Binet curriculum" was not any more successful 
at raising IQ scores on the test toward which it was directed than 
it was in raising them on another test (the WPPSI), the content 
of which was unknown to teachers and c.urriculum writers. 

3. Although achievement in the "Binet curricuhnn" proved 
to be highly predictive of post-test performance on the Stanford­
Binet, the relationship seemed to be between overall performance 
on one and overall performance on the other rather than being a 
matter of specific connections between items of curriculum content 
and test items 6 

These results would suggest that "teaching for the test" is 
not a very adequate or meaningful way of accounting for the IQ 
gains obtained in other studies. It does not even seem to be a 
good way of accounting for the gains in this one. It is possible, 
of course, that some other way of generating a curriculum from the 
Binet test or some other way 01: teaching it would produce more 
positi-.le results. Anyone who !;hinks so is welcome to try. 

The results are much less informative on the question of 
what does account for large IQ gains. Motivational and test­
wiseness effects could easily account for the 6-point gain obtained 
in the first two months of this study, as they may wel~count 
for gains of this magnitude in all other compensatory preschool 
studies (Zigler, 1968; Jensen, 1969). Gains continued, however, 
throughout the re.aining six months. In light of the newative 
results concerning curriculum specificity, it seems reasonable 
for the present to entertain the possibility that these additional 
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gains reflect the accelerated leall."ning of bailie thinking skills. 
It is also possible that these bal~ic skills are taught equally 
well by concentrating upon academ:lc subjects like reading and 
aritlwnetic rather than upon Binet''''related material, aa suggested 
by resul ts with the academically-c)riented preschool program. If 
this is true, then an academically-oriented program would be 
preferable because of its more direct contribution to scholastic 
achievement. 

SUMMARY 

A curriculum was devised by working backward from Stanford­
Binet items to specification of a universe of content for which 
the StanfOI'd-Binet could serve as a cont.ent-val id achievement test. 
It was reasoned that this curriculum shc.uld correspond in effect 
to the hypothtatical "hidden curriculum" of the middle-class home. 
The curriculwm was tested on 20 four-yeCir"'old disadvantaged children, 
selected acco,rding to the samE' criteria as other children in the 
current series of investigations. The program was conducted for 
eight months, two hours daily, with a teacher-pupil ration of one" 
to-five. The Stanford-Binet wat) administered four times during 
the course of the experiment, curriculmn content and procedures 
being modifled in the light of results. The Wechsler Preschool 
and Primary Scale of Intelligence (WPPSI) was administered at the 
beginning and end as a control measure for non-specific effects 
on IQ. Th(' content of this test was not: known to curriculum 
writers and teachers and p're-test scores were not made known to 
Uwm either. An Achievement Test of 192 items was administered 
at the end of the program, testing the amount learned in the 
specific areas touched on in the "Binet curriculum" -- since these 
art.!as did not correspond to Binet items but rather to tht-' organiza­
t.ion of thv curriculwn. 

Total IQ gain was 13 points on the Stanford-Binet -- no better 
tha~l Ula t achieved previously wi th the academically-oriented pro­
gram which made no effort to teach Binet-related content. Gain on 
tht~ WPPS I turned out to he of t he same magn i tudt>, thus ind iea ting 
that the gains were in no wise test-specific. PrL'diction fonnulas 
were constructed for deriving from an ind:lvidual's performance on 
relevant sections of the Achievement Test 21 estimates of the prob­
ability of his passing specific Stanford-Binet items. Predictions 
were made for 23 items in the age-level ra.nge of IV through VII. 
Actual and prt>dicted numbers correct, for the 20 subjects in the 
study, correlated .80. Actual and predicted item difficulties for 
the 23 items, howevt:!r, correlated only ~58. It was furthermore 
found that total number of items correct on the Achievement Test 
correlated as well wlth Hinet performance as did the fonnula-derived 
estimate, and perforrn~nce on Achievement Test items judged most 
relevant to Binet performance yielded no better correlation with 
Binet performance than those not judged relevant to it. 
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These results were taken as indicating that there was not a 
close relationship between curriculum content and intelligence test 
performance, leaving open the poss!bility that what accounted for 
the non-trivial part of the IQ gain, in thi. aa well as in the 
other studies in this series, might have been the accelerated 
acquisition of certain basic thinking skill •• 
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A Model for the Interpretation of IQ Changes l 

Carl Bereiter 

PROBLEM 

Changes in IQ associated with compensatory education programs 
have been variously interpreted as transitory effects on the ex­
pression of genetically determined intelligence (Jensen, 1969), 
as the result of motivational effects on test-taking behavior 
(Zigler, 1968), or as indices of achievement in a broad area of 
conceptual learning (see "Achievement Components of Stanford-
Binet Performance" in this report). Very likely a nwnber of fac­
tors are involved, some of which may eventually be isolated experi­
mentally. In the meantime, one way to test possible interpretations 
is to attempt to derive from the interpretations formal models that 
can be tested against actual data on IQ changes before, during, and 
after educational treatment. The gross general finding that IQs 
tend to rise during special educational treatment and to decline 
toward their original levels after treabment ceases could be 
accounted for equally well by any number of hypotheses. But per­
haps not all hypotheses can account equally well for the actual 
observed magnitudes of gains and losses. 

OBJECTIVE 

The objective of this study was to develop a simple mathemati­
cal model that could account for the IQ changes observed in the 
preschool experiments carried out in the present project, using 
parameters that were interpretable in terms of plausible or current 
hypotheses concerning the nature of IQ changes. It was hoped that 
this effort might provide suggestive evidence as to the validity 
of such hypotheses and furthermore provide a useful conceptual 
framework for the examination and evaluation of these and other 
exper~ental results. 

METHCI> 

The method was to begin with the simplest and most parsimonious 
model that could account for the gross pattern of results and then 
modify it by the introduction of additional theoretically-derived 
assumptions until the model gave a good fit to actual data. The 

lIn the proposal this project was titled, "Analysis of the Nature 
of IQ Gains." 
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model would then be tested against available data from other studies 
in order tel (~heck its generalizability. 

For simplicity, it was decided to develop the model only for 
error-free da\ta, so that random fluetuations and regression to the 
population t:ne6\n would not be taken i~to account. In practice, this 
should mean th~t the model ought to fit group mean scores but not 
individual ncores, on the assumption that mean scores based on 
representati,ve groups of reasonable size ought to be essentially 
free of meaSUrtDent and sampling error. Since the immediate pur­
pose of the lmodel would be for the interpretation of group trends, 
this did not seem to be a serious lUmitation. It should be noted, 
however, that a model developed on the assumption of error-free 
data cannot he expected to fit group means where the groups have 
been selected on the basis of extreme scores on IQ test itself so 
that regressilon to the mean will figure as a major factor in IQ 
changes. Sevtaral major studies have used groups thus selected 
(Weikart, 1967; Hodges, MCCandless, Spicker, 1967). Although the 
internal validlity of these studies may not be impaired by the 
method of subject selection, their external v2I.lidity n.ecessarily 
suffers and the construction of a model that would permit comparison 
of their results with other results would present forbidding 
difficulties. 

Two typel; of model. One interpretation of the IQ score is as 
an index of rc~lative brightnesj!, that ma~ fluctuate in response to 
various influE~nces but tends to hover about a fixed value for a 
given individual (Wechsler, 1944, p. 24). FollCMing this interpre­
tation, a model of IQ changes would take account of the duration, 
strength, and interaction of various factors hypothesized to have 
positive or negative effect on intellectual efficiency or test 
performance. To have any strength, such a model would have to make 
use of independent measures of the hypothesized factors and relate 
these to IQ score changes. 

Another interpretation of the IQ score is as an index of rate 
of intellectual growth (Kuhlmann, 1939), based on a comparison of 
the level of intellectual growth actually achieved (mental age) 
with the amount normally expected (chronological age). According 
to this interpretation, IQ changes from one occasion to another 
are to be explained in terms of factors that increase or decrease 
the amount of intellectual growth taking place over the interveni,ng 
period. Models based on such an intempretation are obviously 
applicable only to developing children. This kind of model has 
been used to good effect by Bloom (1964) in accounting for develop· 
mental trends toward stability in IQ score. As applied to longi­
tudinal data it is an intrinsically stronger model than an "index 
of brightness" model, since it is based on c1.DIlulative and irrevers­
ible effects rather than fltH.:tuating variables. It would thus 
seem ~ ~ior! to be the preferred type of model to use exper~ntally 
in studying IQ changes induced in young children. 
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Simple form of the mental age incr!!le~ts model. Although tbe 
Stanford-Bi:net IQ, like most other IQ scores, now represents a 
standardizei score of fixed mean and standard deviation, it is 
more approp:t'iate in working with a mental age increments model 
to treat IQ:s in the old Stanford-Binet manner as a ratio of mental 
age to chroltlological age (Terman and Merrill, 1937). Nmnerically, 
the differellce between standardized and ratio IQs is not large 
enough to ble of much concern in the present context. According!" 
an IQ of 90 for a child of 4, say, is taken to indicate that the 
child has a mental age (MA) of .90 x 4 or 3.60 and that on the 
average his yearly increment in MA has been .90 year. Assuming 
stable cond:Ltions, we expect the child to continue to gain .90 
year of MA :for each additional year of life, up to maturity, so 
that his IQ will remain at 90. Now if, for a certain period of 
time, condi11:ions change (for instance, through his reciving special 
compensato~, education) so that during that period he gains more 
than the usual .90 year of MA per year, his IQ will rise above 90. 
If conditions then revert to what was "normal" for the child, he 
might then, according to the most parsimonious assumptions, be 
expected to go back to his previous rate of int~llectual growth, 
.90 year of MA per year. His IQ would then decline toward its 
original lev'el of 90, although in principle it would never quite 
get back to it, because the extra-sized MA increments gained during 
special treabment would not be lost; they would merely count for 
progressively less when added in with all the other "nonnal" 
increments. 

Table 1 presents hypothetical data illustrating the simple 
model of IQ chang~s described above, for a child with an IQ of 90 
who, beginning at the age of 4, is given two years of compensatory 
education. ''Compensatory'' is here taken literally as education 
which alters conditions sufficiently to produce mental growth at 
the normal rate of one year of MA per year. This produces a rise 
in IQ to 93.3. Following cessation of special treacment, the 
yearly MA increment reduces to .9 and IQ declines, but very .gradu­
ally, 80 that by the age of 15 it is still at 91.3. 

Table 1 

H¥pothetical Data Illustrating IQ Changes 
Following a S~p1e MA Increments Model 

CA MA IQ 6MA 
3 2.7 90.0 .9 Period of 4 3.6 92,,0 1] Compensatory 
5 4.6 92.0 1.0 Treatment 
6 5.6 93.3 .9 
7 6.5 92.9 09 
8 7.4 92.5 .9 
9 8.3 92.2 .9 

10 9.2 92.0 .9 
15 13.7 91.3 .9 
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This s~ple model accounts for the gross pattern of rise and 
fall in IQ scores during and after special educational intervention. 
It also predicts that gains will be greater the younger the age of 
intervention, the lower the initial IQ, the more "enriched" the 
treatment, and the longer treaenent is continued. However, the 
model clearly does not fit the actual magnitude of change. In 
the hypothetical example the gains are too small and the rate of 
decline is far too gradual tto fit actual data. Indeed, an examina­
tion of mental age increments in the longitudinal data obtained 
in the present program of re\s~arch iIIlllediately pOints up a funda­
mental failing of the sUmple incremental model. According to the 
simple model, the yearly mental age increment would never fall 
below what it had been before treatment, unless the children were 
to encounter conditions less fa.vorable than those they would 
normally be expected to encounter. But in the present study, 
children who prior to treatment had been gaining on the average 
.96 year of MA per year were found, during the year iDllediately 
following cessation of special treatment, to gain considerably 
less than this -, •• 48 year in one experimental group and .78 in the 
other. Clearly, some additional assumptions are needed to account 
for such discrepancies. 

Elaborated.form of ~he mental age increments model. At a 
minimum, it would appear that a rational model of MA increments 
would have to include assumptions or estimates with respect to 
each of the following: 

1. .§2;E.ec,t~d IQ (IQE). For a given group of children in 
a stable social condition, it ought to be possible to arrive at an 
estimated IQ score that is nOl~l for them, that tends to be main­
tained in the absence of notable changes for better or worse, and 
toward which individual IQ scores tend to regress ... 

2. Environmental effectiveness (E). This refers to the 
combined effectiveness of enviroluoental influences working on the 
children to promote mental age g~lin. It refers to home as 'well as 
school influences, and refers only to effectiveness with respect 
to MA gain, not to other aspects of development. Moreover, it 
refers to effectiveness for the (!hildren in question and not to 
effectiveness in any universal SE~nse. If we set E - 1 for those 
envlromnentatl conditions which wlintain MA growth at the level 
indicated 'by IQE, then environmental conditions with E>l would 
produce rising IQs, while conditjlons with E<l would produce the 
opposite effects" Judging from data in the Coleman ~ !l report 
(1966), for a variety of different student subpopulations in a 
variety of areas in America, E = 1. That is, there is little 
indication i.n any of the subsampl.es of upward or downward trends 
in standard score on mental te:3tti~. This does not necessarily mean, 
hQiWever, that all environments aX"e effecttvely equalol It could 
merely be that the environment, i,ncluding the school environment, 
is in all cases attuned to mainta,in11.ng things as they are with 
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reapect to intelligence, so that an environment of E • 1 for the 
children who are normally in it might have E greater or les. than 
1 for other children if they were transferred into it. Studies of 
school integration have in fact provided evidence that this i. the 
case (U.S. Commission on Hmnan Rights, 1967; Nichols, 1968). 

3. Effect of IO chaJUte (B). If, in response to environ­
mental effects, IQ is increased or decreased from its expected 
level, IQE, it may be that this alteration in IQ will itself have 
some effect on futureMA increments. Thus, if children of IQE • 90 
undergo a, 10 pOint increase in IQ, it might be expected that some 
or all of this increase ~10uld be reflected in increased ability 
to learn. from the environment, increased potential for further 
growth, or what have you, so that in the succeeding year their 
expected gain in MA would be not .90 year but something more in 
the direction of the lQOO year that would be predicted from their 
obtain.ed IQ. The coefficient, Ih may be regarded as a weighting 
factor to be applied to deviations from IQE, indicating their 
effect on subsequent MA increments. B = 0 would Umply that IQ 
changes reflect only transitory effects on amount learned (Jensen, 
1969) and have no effect on how much will be learned in the future, 
whereas B = 1 would Umply full validity to IQ gains so that if 
IQs were raised to 100 children would be expected to function like 
average children regardless of their former or expected IQ levels. 
!, could of course, take values between zero and 1 and, theoretically, 
even greater than 1; thus it could be interpreted loosely as repre­
senting what proportion of obsE:rved IQ change "really counts." 

4. Credit drawn against future MA increments (Cl. If, 
during one year, a child gains more than his expected increment 
in MA, this could be taken to mean that he has mastered certain 
tasks, learned certain things, that he would not normally have learn­
ed until a later year. Having already &otten credit for them, he 
will not get any further credit for them in later years, and so it 
is possible that his MA increment in a later year will be less 
than it would otherwise have been. To take a concrete example, 
the child who at age four has been involved in a lot of work on 
counting may at age five pass the "Nmnber Concepts" item on the 
Stanford-Binet and receive his two~nths credit in MA for it, 
thus receiving a boost in IQ o"er his less-favored peers. But at 
age 7, when his peers are able to pass the item for the first 
time, the child in question would have to pass some additional 
item which his peers cannot in order to receive the same MA incre­
ment as they. There is nothing in his early mastery of counting 
that enables him to pass some other item at age 7, and so he has 
a lesser MA increment and loses the IQ advantage over his peers. 
The coefficient, £, may be taken as an index of the general extent 
to which acceleration or deceleration of learning has this self­
correcting tendency. Its magnitude could depend on characteristics 
of the children, of the environment, or of the test. That is, 
with respect to the children there could be built-in restrictions 
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on what can be learned when, with respect to the environment there 
might be restrictions on what the children have an opportunity to 
learn when, and with respect to the te!st the relations among items 
at different levels of difficulty may influence the extent to which 
early mastery of items at one level is or is not conducive to early 
mastery of items at a higher level. 

5. ,Initial effect (P). Jensen (1969), Zigler (1968) and 
Bereiter and Engelmann (1966) have all remarked on the appearance 
of a 6 to 8 point IQ gain for disadvantaged children after such 
brief exposure to preschool education that it could not possibly 
represent mental growth in any usual sense. In the study of 
"Achievement Components of Stanford-Binet Performance," included 
in this report, a 6-point gain was observed after two months of 
schooling. Without 8pecifyin~ the nature of this initial effect, 
we may neverthele8s represent it in the model as a special increment 
occurring with the onset of schooling and independent of other 
factors. 

The following is an algebraic model for predicting MA incre­
ments derived from the lines of reasoning set forth in the five 
points above: 

(1) ~t. Et rrQE + B ( IQt-l - IQ
E)l - C (MAt~l _ IQ

E 
• CAt_i) + P t 100 j 100 

For simplicity it is ass!~ed that the elapsed tfme between tel 
and t (the intervals between which the MA increment occurs) is one 
year. MA and CA are expressed in years, not months. Adjustment 
for intervals other than one year involves merely multiplying the 
first two terms on the- right by the actual tfme interval. Environ­
mental effectiveness (E) is taken to act as a mu~tiplier on growth 
expected ~rom IQ score; B acts as a multiplier on the difference 
between obtained IQ on the previous testing and expected IQj C act~z 
as a multiplier on the difference between obtained MA on the previous 
occasion and the MA that would be expected on the basis of CA and 
expected IQ. P is an absolute increment in MA, presumably with a 
value of zero except for the first period of compensatory education. 
This model reduces to the s~ple model used to generate the data 
in Table 1 by setting B, C, and P all at zero and IQE at 100, thus 
rendering variations in MA increment entZ.rely dependen.t on varia­
tions in E. 

Applying this model to group mean scores requires the aasT~p­
tic)n that mean IQ is proportional to mean MA divided by mean CA. 
ThjLs assumption is generally invalid, of course, but it is valid 
in the case where all individuals have. th~ same CA. Since this is 
ap~lroximately the case with the groups of subjects to be connidered, 
the CA range being less than one year, the assumption is made for 
c~utational cenvenience. 
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FINDINGS 

The main empirical concern of this study was with fitting 
the model to Stanford-Binet IQ scores of the three preochool groups 
on which first-grade folluA-up data are available. (See Volume II 
of this report, "A Follow-Up of Three of the Five Preschool 
Interventions: Evaluations Over Three Years.") Since the model 
calls for the esttmation of 5 parameters and there are only 4 data 
points to fit for each group, it would be a trivial exercise to 
fit the model to the data without the addition of some independent 
constraints. Since the groups were presumably rpndomly equivalent, 
it appears reasonable to require that IQE, B, Cp and P be the same 
for all groups, on the assumption that they reflect subject and 
situational characteristics that are standazd throughout. On the 
same assumption, it may be required that IQE, B, and C remain 
constant over occasions. Finally, we may derive an independent 
estimate of P, for the occasion when it is not zero, from the study, 
"Achievement Components of Stanford-Binet Performance," which, as 
noted previously, was in agreement with a number of other studies 
in finding an initial IQ gain of about 6 points early"in treaement. 
Translated into MA increments for a CA of 5 and an IQ of 90, this 
gives P • .3. Given these requirements, the only factor that can 
vary from group to group is E, and that only for the periods during 
which groups are receiving special treatment (otherwise E • 1.0, 
following ev:f.dence presented in the preceding section). 

Taking the initial IQ scores as given, there. are 3 additional 
scores for each group to be estimated, or 9 in all. If IQE is 
either estimated from the initial scores or independently of the 
data, that leaves B, C, and five different values of Et free for 
adjustment in fitti,ng the model to the data. 11lus there are just 
two fewer coefficients than there are data points to be fitted. 
What this amounts to in practice is that there is no problem in 
fitting the model to the treatment-produced IQ gains for all three 
groups and to the post-treatment losses for one of the groups, but 
it remains to be seen whether any coefficients that do this will 
fit the post-treatment losses of the other two groups as well. 

As a first attempt at fitting the model to data, IQE was set 
at 96, the approximate pre-test mean of the combined groups. Trial 
values of B and C were set at .2 and .4 respectivelys Values for 
Et were set at F except during pe:riods of e'xperimental treaement. 
Values of Et for experimental pe~riod8 were determined analytically 
by solving equation (1) for them.. This fitting led to (;~ver-pre­
diction of the drop-off in IQ following termination of treatment, 
particularly for the Traditional group. 

Alternatively, IQE was set at 100 and, after some trial and 
error, Band C were both set at .4. Results of this fitting are 
.hown in Table 2. The maximum error of f~stimate is .10 year of HA 
and a corresponding 1.46 points of IQ, for the final test scores 
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Talb1e 2 

Actual and Predicted Mean MAs and IQs 
for 'Three Preschool Groups 

+ CA MA IQ(R) E A'MA ~ 

Amelioration Group (N=24) 

0 4.34 4.22 97.24 

1 5.00 5.47 109.40 1.41 1.25 5.47 

2 6.02 6.49 107.81 1.15 1.02 6.49 

3 6.93 7.27 104.91 1.00 .77 7.26 

Direct Verbal Group (N=10) 

o 4.26 4.16 97.65 

1 4.88 5.36 109.84 

2 5.92 7.00 118.24 

3 6.83 7.48 109.52 

1.42 1.20 5.36 

1.70 1.64 7.00 

1.00 .58 7.58 

Traditional Group (N=25) 

o 4.37 4.17 95.42 

1 5.03 5.16 102.58 1.00 1.00 5.17 

2 6.05 6.06 100.17 1.00 .97 6.14 

3 6.95 7.02 101.01 1.00 .87 7.01 

98 

A 
IQ 

109.40 

107.81 

104.76 

109.84 

118.24 

110.98 

102.78 

101.49 

100.87 

~ 
IQ-IQ(R) 

.00 

.00 

-.15 

.00 

.00 

1.46 

.20 

1.32 
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of the Direct Verbal group. It should be noted that the IQs in 
Table 2 are ratio IQs and thus do not agree precisely with the 
standard-score IQ. cited in other sections of the report. 

For validation, the model was also applied to several other 
sets of data. nata from the original Direct Verbal pilot group, 
which spanned four years instead of three spanned by the groups 
referred to above, could also be fitted accurately by the model, 
retaining the same values of B and C and with Effectiveness values 
of 1.3 and 1.4 for the first and second yea~s of treatment. However, 
it was necessary to assign that group an Expected IQ of 94, in8tead 
of 100. This is perhaps not so surprising, considering that they 
were selected according to • criterion which included having sibl:f.ngs 
with school prob1e~. The model could also be fitted to the data 
of Long (1966) by assigning an Effective,ness of 1.)0 to the treatment, 
which is in accord with the failure to find significant treatment 
effects in comparison with a control group. Data supplied privately 
by Robert L. Spaulding from the Durham Educational Improvement 
Project were especially interesting because they provided twice­
yearly test data, from testings in the fall and spring. A good 
fit could again be made to the data, using the same values of B 
and C, yielding high Effectiveness values for the winter periods 
and Effectiveness values of less than one for the summer periods 
when school was not in session. This, again, is reasonable, because 
the hypothetical Effectiveness of 1.0 is intended as an average 
over time in school and out, but in the case of semi-annual testing 
this average would not be expected to hold. 

Finally, the model was use,d to extrapolate the trends indicated 
in Table 2 _m in other words, to answer the question of what may 
be expecte.d to happen to the IQ scores of those groups ill the future, 
assuming the model to be valid. According to the model, the 
Traditional group had already by the end of first grade returned to 
its expected IQ level and is therefore expected to show no further 
change of significance. The model predicts that the Ameliorati.on 
group will decline to within a point of its expected level in three 
more years and the Direct Verbal group in five more years. 

DISCUSSION 

It would be foolhardy to claim that the model stands validate.! 
on the basis of the tests to which it has so far been subjected. 
Howeve:r, if one accepts the plausibility of a mental age increment.. 
model, it would appear that the finding. so far are enough to 
indicatelthat a simpler version of this model will not be adequate. , 
Without some notion of an expected IQ level, there is no reason why 
IQs, once raised, should ever decline, considering the range of 
educational environments which seem capable of maintaining IQs 
at constant levels. Without some factor corresponding to the 
coefficient B in our model, representing a forward-reaching benefit 
from. 'induced IQ gains. it would be necessary to posit an altogether 
unre,~onab1e Effectiveness value for the second year of treatment 
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in the Direct Verbal group (its derived value of 1.7 is already 
suspiciously high, if this is taken to mean that the prograul was 
1.7 times as effective as a normal kindergarten in promoti~1 
mental age growth). Without some factor corresponding to C()­

efficient C in our model, representing credit drawn against future 
MA gains, the incremental model would be incapable of accoul1ting 
for the sharp post-treatment IQ losses that are coomonly fo1J'oo, 
without positing some unlikely violent negative reaction prloduced 
in the children by their change frOOl the compensatory to the normal 
school prf"gram. 

Accordingly, taking the model as at lee~st plausible ff not 
necessarily accurate in the values it assigns to various coefficients, 
we may con.ider what contribution if any, it: appears to make to the 
interpretation of IQ changes. If the Effectiveness coefficient 
can be interpreted Ii tera11y, which it is pl:esumed in the model that 
it should be, then structured programs like the two experimental 
programs involved in the current series of studies and the Durham 
ElP program are about half again as effective as a traditional 
enrichment program in promoting mental age growth, while traditional 
programs are not appreciably more effective than the normal school 
curriculum. IQ gains for the Traditional group, it will be noted 
in Table 2, are accounted for by the model by assigning the pre­
school treatment an Effectiveness of 1.00, the same as regular school­
ing. The gain is attributable to (1) the .3 year gain in MA due 
to factor P and (2) the fact that the children were initially 
scoring below their expected IQ value of 100. 

The fact that an expected IQ (IQE) of 100 fit the data better 
than an IQE of 96, based on their pretreatment scores, is of 
considerable importance in interpretation of further follow-up 
X"esults on the children in question. An IQE of 100 implies that 
their IQs would have risen to & mean of 100 under normal school 
treatment and that they will not fall back below 100. If IQs 
do decline below 100, of course, this will indicate a defect in 
the model. Should they level off at 100, one would normally 
be tempted to clatm some credit for the preschool programs in 
producing a lasting improvement. According to the model, however, 
no such credit would be owing, since IQs would have been expected 
to level off at that point without special treatment. 

It is more difficult to assign any interpretation to the 
obtained valuea of coefficients B and C. At a crude surmise, 
they would suggest that something less than half of experimentally 
induced IQ gain carries over into increased potential for MA growth 
and something les. than half of experimentally increased MA increment 
is sub.equently offset by decreased MA increments. 

If the preaent model or SQrAa modification of it should be found 
to provide an adequate fit to longitudinal IQ data in various 
educational expert.ents, it would have important advantages in making 
comparisoo. of re.ult.. IQE would be a more significant basi. for 
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judging the comparability of groups than would pretest IQ alone. 
E would provide a basic index of program effectiveness, theoreti­
cally independent of pupil characteriatica or time of intervention. 
The model applies, of course, only to the effectiveness of progr .. 
in promoting tested Ml growth, and program. equally effective in 
thia respect could differ considerably in other kinds of effective­
neas. 

SUl+IARY 

A mathematical model of IQ changes was developed and tested 
on data from the current series of preschool experiments as well 
as on data from other studies. IQ gains during treabnent and 
losses following termination of treatment are treated as a function 
of expected IQ for the group, effectiveness of treatment, the extent 
to which induced IQ gains carry forward into increased potential 
for future growth, aDl the extent to which induced mental age 
increm~nts are offset by subsequent reduced increments. 
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Verbal and Nonverbal Factors in Cultural Deprivation: 
Evidence from Children with Sensory Handicaps 

Carl Bereiter 

PROBLEM 

This study is a follow-up to an earlier study of the same 
title, an unpublished report of which was included as an appendix 
to the project proposal. The original study proposed that d~af 
and blind children might constitute "natural experiments" in 
the relative importance of language and sensory experience for 
cognitive growth, since each group is severely deprived of one 
kind of experience but not the other. In addition to citing 
well-known evidence on the superior scholastic attainment of 
blind as compared to deaf children, the original study cited 
three investigations (Myklebust, 1960; Quigley & Frisina, 1963; 
Templin, 1950) which provided indirect evidence that the usual 
correlation between socio-economic status and IQ did not obtain 
among the deaf. This conclusion was inferred from the failure 
of these investigators to find mean IQ differences between 
residential and day school populations which differed sub­
stantially in SES of parents. If the IQ-SES correlation were 
severely attenuated in deaf children, it was reasoned, this 
would suggest that language was the principle medium through 
which SES-related differences in intelligence were transmitted. 

More direct empirical evidence was obtained by correlating 
IQ with mid-parent educational level for 219 institutionalized 
deaf children. The obtained correlation of .23 was lower than 
that for hearing children reared apart from their natural parents, 
suggesting that the correlation could be accounted for entirely 
by heredity and reflected no SES influence on IQ scores. An 
alternate hypotheses, that the attenuated correlation might be 
due to a high incidence of brain damage unassociated either with 
heredity or SES, was rejected because the distribution of IQs 
in the sample fitted the normal IQ distribution almost perfectly. 

Applying the same reasoning to the blind, it would be pre­
dicted that blind children, being even more dependent than normal 
children on language as a learning medium, should have IQ scores 
that are correlated to an exceptionally high degree with parent 
educational level. The present study was carried out to teat this 
additional inference. 

METlDJ 

Using data on file at two different residential schools for 
the blind and partially sighted, IQ scores and mid-parent educational 
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levels were obtained for the five groups indicated in Table 1. 
''Discharged blind" refers to students in the Illinois residen­
tial school who had been discharged during the prededing five 
years. As had been the case earlier with data on the deaf, no 
effort was made to screen out individuals suspected of brain 
damage, since in almost all cases the sensory handicaps resulted 
from centr~l impairment, and so to rule out the possibility of 
further organic impairment was a virtual tmpossibility. The 
only restriction was that for a given semple, all individuals 
should have IQ scores on the same test~ 

RESULTS 

The last colunm in Table 1 reports th.e correlations between 
IQ of child and mid-parent educational level for the five visually 
handicapped groups as well as for the dea:E group imrestigated 
previously. It will be observed that the correlations for the 
two institutionalized blind groups are al~ost identical to those 
for the institutionalized deaf group, while that for the dis­
charged blind group is somewhat higher a~nd those for the partially­
sighted groups are lower. In fact, however, none of the correla­
tions are statistically significantly di.fferent from the correla­
tion obtained for the deaf (the largest difference giving a + of 
only 1.4). 

IQs for the visually handicapped g'l'OUpS tend to be lower than 
those of the deaf group and also to l1ave a greater standard devia­
tion. As the co1tmm in Table 1 marked "% 70" indicates, the 
visually ha~~icapped groups have exceptionally large percentages 
of children with IQs below 70, especially the partially-sighted 
groups, where aver a fifth of the children have IQs below 70. 
These high percentages would suggest a high incidence of the kinds 
of organic or emotional impairments that would not be found 
correlated with parent intelligence or educational level. 

CONCLUSION 

The data on the blind clearly do not support the hypothesis 
that blind children's IQs will be highly correlated with parent 
SESe The fact that the correlations becween child IQ and parent 
educational status ca~ out to be about the same for blind and 
deaf children and in both cases substantially lower than those 
for normal children, casts doubt upon the deaf data and the 
interpretation that was earlier put upon them. The most war­
ranted conclusion of this study would appear to be that child­
ren with sensory handicaps are not good natural experiments for 
the investigation of the relative-importance of various experi­
ential factors in mental growth because of the unknown likelihood 
of direct organic impairment of intellectual functioning. 
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Table 1 

Comparative Data on Deaf, Blind, 
and 

Partially Sighted Children 

IQ 

Group N M S.D. % 70 

Institutionalized 
Deaf 219 99.0 15.5 3.7 

Institutionalized 
Blind 

Missouri 73 93.2 17.7 10.9 

Illinois 62 91.6 17.2 8.1 

Discharged 
Blind 36 96.4 20.6 8.3 

Partially Sighted 

Missouri 49 86.7 19.6 22.4 

Illinois 14 89.3 19.0 21.7 
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Mid-Parent Educ. 

M S.D. r 

11.6 2.5 .23 

10.4 2.,1 .24 

10.3 2.0 .27 

10.7 2 .• 5 .46 

10.6 2.7 .15 

11.8 2.1 -.02 
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SUMMARY 

A previous study had found a very low correlation between 
child IQ and parent educational level among deaf childr1en, 
leading to the inference that language was the primary medium 
through which social-class related differences in intel.ligence 
were transmitted. The present study was conducted as It further 
check on this hypothesis, examining comparable correlations for 
visually-handicapped children. The expectation was thiat these 
children, being more than normally dependent on the language 
medium, would show unusually high correlations of IQ with parental 
education level. Correlations in five groups revealedi no 
significant differences from the correlation obtained among the 
deaf. The appearance of high percentages of children with IQs 
below 70 suggested that organic intellectual impairment may have 
been responsible for the low correlations. It was concluded that 
for this reason, children with sensory handicaps were not suit­
able subjects for testing hypotheses concerning experiential 
factors in mental growth. 

106 

I • .... \ , ,~" \ ~ • ',' 
< • 

Ia. , .j.. • ., 

• < 



The Performance of Advantaged and Disadvantaged 
Preschool Children on Tests of Sound Pattern 

and Speech Sound Auditory Discrimination 

Girvin E. Kirkl and Carl Bereiter 

Deutsch (1964) has postulated that disadvantaged children 
raised in a crowded, noisy urban environment are not only deficient 
in their discrimination and recognition of speech sounds, but are 
relatively inattentive to other auditory stimuli as well. Further­
more, she suggests that this deficiency may be caused by an organic 
or functional defect in that part of the child's brain receiving 
sound signa~s" Raph (1965) in her review of sensory-motor research 
conducted with disadvantaged chi.1dren concluded from her inspection 
of the Deutsch (1964) study that educators should consider non 
auditory m~ans of instruction when teaching subject matter skills, 
such as read Lng. 

It is surprising to find such acceptance given to the notion 
that disadvantaged children have a generalized defect in auditory 
discrimination when past auditory discrimination studies with 
young disadvantaged children have been limited to the use of 
auditory discrimination instruments composed chiefly of speech 
sound stimuli as opposed to non-speech sound pattern stimuli. 
Without comparative research on speech sound and non-speech sound 
pattern auditory discrimination, it is difficult to evaluate either 
the Deutsch or the Raph position or to come to any conclusion 
regarding the developmental pattern of disadvantaged children in 
dcquiring specific auditory discrimination skills. 

PROBLEM 

Two issues are investigated in this study. The first issue 
is concerned with a general versus a specific auditory or 
discrimination defect: Do disadvantaged children have the same 
or more difficulty on a test with speech sound discrimination than 
on a test of non-speech sound pattern discrimination? The second 
question focuses on the pattlern of speech sound auditory discrim­
ination test performance: Do disadvantaged children have the same 
difficulty in discriminatin~ speech sound contrasts,when t~e speech 
sound changt~ occurs in the final position of words than when it 
occurs in the beginning position? 

lResearch Assistant Professor, Department of Educational Psychology, 
University of Illinois 
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It was hypothesized: 

1. That the advantaged group would show significantly superior 
performance C>.05) on the Speech Sound Discrimination Test 
compared to the Sound Pattern Discrimination Test. The 
reverse was predicted for the disadvantaged group. 

2. The performance by the disadvantaged group on the Speech 
Sound Discrimination Test should reveal a significantly 
greater number of correct responses for the speech sound 
contrasts which occur in the beginning rather than in the 
final word position. No significant differences were 
expected for the advantaged group between the ~ber of 
correct responses for speech sound contrasts occurring in 
the~ginning and in final word positions: 

PROCEDURES 

~lection of the Sample 

Fifteen disadvantaged Negro children were randomly selected 
from the class lists of two preschool control classes established 
for an Institute for Research on Exceptional Children (IREC) project 
at the University of Illinois. Fifteen advantaged white children 
were randomly selected from a class list of a preschool class 
established in another IREC research project. The mean chronological 
age of the advantaged and the disadvantaged 'group was 58 months 
with an age range of 54 months to 65 months. 

Measuring Instruments 

The Preschool Auditory Discrimination Test was constructed 
for this study and includes two subtests: a Sound Pattern Discrim­
ination Test and a Speech Sound Discrimination Test (see Appendix D). 

The Sound Pattern Discrimination Test was designed to measure 
the ability of the preschool child to perceive differences between 
nonverbal sound patterns where the task is to discriminate berween 
sounds of the same basic character (eDg.) sounds of water pouring 
from the same or different containers p Sixty sound pair contrasts 
were employed in the test. Each sound pair contrast was administererl 
individually to each subject by means of pretaped cards on the Bell 
and Howell Language Master Machine. 

The Speech SDund Discrimination Test was designed to measure 
the preschool child's ability to discriminate speech sound contrasts 
which occur in the beginning and in the final word position 
(e.g., gruel tool and jewel vs. webs, weds, and wedge). Twenty 
of the word pair contrasts were the same while forty were differ­
ent. E~ch word pair contrast was prerecorded on ~ Bell and Howell 
Language Master card. 
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Test Procedur~ 

Both the Sound Pattern Discrimination Test and the Speech Sound 
Discrimination Test were administered individually to the advantaged 
and to the disadvantaged preschool children by the investigator who 
had had past clinical and research testing experience with auditory 
tests. The total battery required a maximwn of forty minutes for 
administration and was divided into two equal segments. The Sound 
Pattern Discrimination Test was administered first, followed by 
the Speech Sound Discrimination Test. 

The task presented to the child for each item was to identify 
which of three Language Master cards contained the same sound as 
a given model card. Early discrimination tasks were given as pre­
training to insure that the child grasped the intent of the task. 
Cards were presented in pairs, the model card randomly preceded or 
followed by one of the comparison cards. 

The directions for both tests were specifically devised for 
preschool children to avoid any requirement on the part of the child 
to make a vocal same or different statement in response to a test 
item. In.stead, the child W8!S allowed to give a "yes" or "no" test 
response by either saying "yes" or nodding his head to signify 
"yes H "Then he thought the sound pair contrasts were the same or to 
say "no" or shake his head to signify "no" when he thought the 
sound pair contrasts were not the same. This test procedure was 
devised for two rl~asons: to avoi.d the use of the concept "different" 
in the test direction~ and to gi.ve the disadvantaged child who 
could not or would not talk an equal opportunity to give a test 
response. 

·RESULTS AND DISCUSSION 

. The results of the data analysis of the fifteen advantaged 
and fifteen disadvantaged children are presented in the following 
sequence: 

1. A chi square test for observed difference in the perfor­
mance on the Sound Pattern Discrimination Test and the 
Speech Sound Discrimination Testu 

2. The "t" test results on six tests of significance for 
various auditory discrimination tasks. 

In a comparison of the advantaged with the disadvantaged 
preschool children on the differences on the Sound Pattern Discrim­
ination Test and the Speech Sound Discrimination Test, the members 
of each group were tabulated in a 2x2 table according to whether 
the child did better on one or the other test. The chi square 
test of significance with correction for continuity was applied 
for each group. 
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When the chi square test loTas applied to these observed differ­
ences in number of superior sound pattern auditory discriminat~on 
or speech sound auditory discrimination performances, significant 
differences in the predicted direction were found in the advantaged 
and disadvantaged groups (p>.OI); i.e., the advantaged children 
were found to do better on the Speech Sound Discrimination Test 
than on the Sound Pattern Discrimination Test and the reverse was 
true of the disadvantaged children. Therefore, the first hypothesis 
was supported. 

An analysis of differences between the means of the two groups 
was conducted by a "t" test on the differences between the two 
groups on six tests of significance for six auditory discrimination 
tasks: (a) speech sound discrimination, (b) sound pattern discrim­
ination, (c) beginning sound changes in the speech sound discrtmina­
tion test, (d) final sound changes in the speech sound discrimina­
tion test, (e) sound pattern auditory discrimination minus speech 
sound discrimination performance and (f) beginning minus final 
speech sound changes in the Speech Sound Discrimination Test. 

All of the differences between the two groups were significant 
(p>.05). It is noteworthy that when the "t" test was applied to 
the auditory discrimination tasks within the speech sound discr~­
ination stimuli, i.e., beginning minus final speech sound changes, 
significantly greater differences were found (p).OOI) for the 
disadvantaged than for the advantaged preschool children indicating 
a greater discrepancy for the disadvantaged children between their 
ability to perceive differences occurring in the beginning and in 
the final word position. Therefore, the second hypothesis that the 
differences within the speech sound discrimination tasks between 
the beginning speech sound changes and the final speech sound 
changes would be greater for the advantaged than for the disad­
vantaged preschool children was supported. 

The disadvantaged children responded, correctly to 80 
per cent of the speech sound contrasts involving beginning 
consonants, but only 37 per cent of those involving final con­
sonants. 

This study suggests that the auditory discrimination diffi­
culties of disadvantaged Negro preschool children are largely 
confined to words and, among words, to those differing in the 
final consonant. It would Seem more plausible and parsimonious 
to explain this difficulty on the basis of dialect characteristics 
rather than on the basis of defective intellectual functioning. 
This conclusion would favor remedial efforts dealing directly with 
language problems rather than ones involving generalized discrim­
ination training. 
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StJl.I.fARY 

Fifteen disadvantaged Negro children of kindergarten age were 
compared with fifteen advantaged white children of the same age 
on their ability to discriminate speech and non-speech sounds. 
The test task called for children to identify which of three sound 
cards bore the same sound as a model card. Each choice card was 
paired separately with the model card and the child indicated 
whether it was or was not the matching one. Advantaged children 
were found to do better on discrimination of speech sounds than 
non-speech sounds whereas the reverse was true of disadvantaged 
children. Disadvantaged children had relatively much more diffi­
culty discr~inating final consonants than beginning consonants, 
as compared to advantaged children. These findings were interpreted 
as favoring an explanation in te~s of Negro dialect characteristicB, 
rather than in terms of a generalized auditory discrimination 
deficit, as Cynthia Deutsch has proposed. 
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Appendix A 

Examples of Instruction in Part - Whole Relationships* 

*From Engelmann, S., Osborn, J., and Lundeen, B., Learning 
Language: Part-Whole Relationships. Urbana, Illinois: 
University of Illinois Press, 1967. 



object: 

SAILBOAT 

questions: 

1. What parts does a sai:boat have? 

2. Where do we find a sailboat? 

3. Why does a sailboat have a rudder? 
Why does a sailboat have a sail? 
etc. 

4. Is a sailboat a vehicle? 

5. What is a sailboat made of? 
What is a sail made of?· 

Absurd questions (e.g.): 

6. Do we ride in sailboats on the 
street? 

parts: 

hull, sail, mast, rudder 

answers: 

A sailboat has a hull. 
A sailboat has a rudder. 
etc. 

On the lake. 
On the river. 
On the ocean. 
On the water. 

To turn the sailboat. 
So the wind will make 

boat move. 

Yes. 

Wood. 
Metal. 
Cloth. 

the 



.... ... --::---:.:. ::---------,..",."",... , . 
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object: 

SHOVEL 

questions: 

1. What parts does a shovel have? 

2. What do we do with shovels? 

3. Where do we find shovels? 

4. Why does a shovel have a handle? 
Why does a shovel have a scoop? 

5. Is a shovel a tool? 

6. What is the scoop made of? 
What is the handlE' madE-- of? 

Absurd questions (e.g.): 

parts: 

handle, blade or scoop 

answers: 

A shovel has a handle. 
A shovel has a blade. 

Dig. 

In the yard 
Outside 
On the fann. 

To hold it. 
To dig. 

Yes. 

Me tal. 
Wood. 

7. Do we. dig into the floor wi til shove' ls? 
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Appendix B 

Cri te rion Te s ts 

1. Parts 

In testing the names of the parts of an object, the test­
er first pointed to the picture of the object and asked '~at 
is this?" The subject responded with the object's name. 
Po:f.ntlng to each part of the object, the teacher then said, 
"An tmlbl:ella (for example) haf~ a _ _, II and the subject 
c!omplc!ted the statement with the name of the part of the 
object being pointed to. 

The child was given credit for each correct object and 
part name on the Parts Che ck L:1.s t. Failure to produce the 
correct name was taken as an indication that the subject did 
not know the name. 

2. Prepositions 

The test of understanding of prepositions consisted of two 
parts. Sunple objects were manipulated in both. In the first 
part of the test, the tester told the subject where to put a 
given object in relation to another, using the statement "Put 
the (object) .2!l the (obJect)." The subject was given credit 
for correctly following these directions. 

The second part of the test required the subject to des­
cribe the position of a given object in relation to another. 
'rhe tester placed the object over (for example) another object 
and said "Tell me about the (object). Where is it?" The sub­
ject had to respond with "over the table" or "the car is over 
the table" in order to receive credit. 

The prepositions tested w€:re: in, on, next to, over, 
under, in front of, in back of, beside, and between. 



" ~ I '., " .. I '~.. \ 

I -I ________ ~_.I....,. ______________ f _______ ~) ______ • ____ ~ ___ ...... ________ ~ _______ ~_~_~ ______ • __ ,, __ ~_~ .... __ I ...... _ •• ___ .;. ......... ,....-..".., __ .,,_...,~_~_,._~. ___ ~ ... ' _.>< 

Date -----_._' Parts Check List Group __________ __ 

I I I 
Names I I I I 

, 
1. Umbrella 

\..-I--
I 
r j I I top , .\ 

\ 
, 

i 
: ! I 

handle ! 

=~ 
r 

I~ " 
, :, I 

2. Wagon I , , 

, 

body ! 

! I 

wheels I 

, i I 
handle I r 

I 
i 

I 

3. Kite I 

i I 
kite r 

,,-

H i 

string 
, I , , 

tail 
r 

4. Apple i 

stem 

leaf 

apple 

5. Sailboat 

hull 

sail , 

mast 
.L-, . 
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Parts Check List Group ____________ _ 
Date -------

Names 

6. Shirt 
~- , 

collar 

sleeves ~j 1--' , 

~ I 

buttons , -. -
pockets 

.u:r~u 

, 

cuffs 

1. Shoe , 

lace 
i 

I 

sole . 
heel , 

I 
tongue 

top 

8. Coat 

collar 

zipper 

sleeves 

hood 

string 

9. Telephone 
! 

rel.;;;eiver 

base 

dial 

cord A 
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Da te ______ - Parts Check List Group ___________ __ 

Names II / 
10. Pot 

lid 
;........../ I-

I 
, 

I I 

handle f I I ! ! I , ,-)--
I I 

J~ 
I , 
1 I 

pot ! , 
i . a . :{= - 1== 1= ~, - I 

!I : 
11. Pencil ; j i 

....--..j 

t 

point 

I I : 
eraser i \....-- I 

t , 
I I 

shaft I 

I 

I 

12. Book i , 

! I I cover 

pages 

13. Pop bottle 

bottle 

cap 

14. Crayon Box -
front 

back 

crayons 

15. Broom -
bristles 

handle 
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Date ____________ _ Parts Check List Group ____ ~ ______ _ 

Names / II III 
16. Hantner 

handle 

head 

claw . . 
17. Toothbrush 

handle 

bristle 

18. Rake 

handle I 
., 

prongs 

19. Cat 

head 

body 

tail 

legs 

claws - paws 

ears 

whiskers 

20. Airplane I 
, 4 

I 

winoows 

wings 

tail 
i 

body 

propeller I 
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Date Parts ~heck List Grade ------

Names 1/1/11 / 
21. Chair 

back 
I 

~ __ L- I 
I seat l 

~ i I ! 
legs 

- -
22. Table I 

top 

legs 

23. Car 

fender 

lights 

grill I 

steering wheel 

24. Tree 

leaves I 

I 

branch 

trunk 

roots 
I 

25. Turtle \ 

shell 

legs 

tail 

head 

neck 
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Date __________ __ Parts Check List Group ____________ __ 

II I 11/, I I 

Names 

26. Dog 

head 
/ ! 

legs -,-, , 
! 

! 

paws 

tail 

body 

ears 

27. Freddie 

pants I 
shirt 

shoes 

socks 

28. Sink 

faucets 

drain --
bowl 

basin 

29. Ice Cream Cone 

ice cream 
" 

cone 

" 
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Date ------ Parts Check List Group _____________ _ 

Names / II 
30. Flower 

I 

stem I . 
petals -

, 

leaves t 

--'~ :-~ ---- i 
roots 

31. Pipe 

bowl 

stern 

mouth piece 
I 

32. House 
-+-

window : I 
J 

door 

roof , 
walls 

porch 

stairs .- steps 

chimney 

33. Cabinet 
, 

drawer 
r--"',-"''''", . 

\ , 
1 

handle I 

/ 
shelf 

j 

door 
f 

, 
"" 

I 

I 

counter 
1--' , 
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Date Parts Check List Group ______________ __ 

Names I, I11I ///// 
34. Stove 

oven 

burner .---. -i-

knobs 

35. Refrigerator 

door 

handle 
, 

body 

shelf 
, 

freezer 

drawer 

36. Corn 

roots 

leaves 

stalk 

ears 

37. Bird 

wings 

tail 
1-----4--..... ,-I--"'"--+---+--+--+--+_+---+----f 

head 

beak 

claws 
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Date ------ Parts Check List Group ____________ __ 

Names II. 11/ /, 
I 

' ..... 

38. Celery 

stalk 

leaves 
r- --

39. Place - setting 

knife 

fork 

spoon 

plate 
~ 

glass 

napkin 

40. Horse 

head 

body 

legs 

hoofs 
, 

tail 

neck 

(saddle and bridle) 
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Prepositions Check List 

IN Ot! NEXT OVER UNDER IN IN BACK BESIDE BETWEEN 
TO FRONT OF OF 

Names 0 I . . • . . . . 
of QI c: .... . . . . . . . . . 

,.. 0 .... !lO !l .... ,.. .... ,.. .... ,.. .... ,.. .... ,.. .... ,.. .... ,.. .... 
Children ........ Qlr:: ~ ·rot ~ .... ~ .... ~ .... ~ ·rot t) .... ~ 'M ~ ~~ Eo!·rot ~ ~ ~ ~ ~ ~ Eo! ~ ~ 

------ -
I - I 

- -
. -

- -
! -
! -
: 

-., 
II 
. \ 

.... 

-
" 

,-, 

0 

-



Appendix C 

Achievement Test 

Area I 

1. Statements (Child is to repeat after the teacher) 

----Hold up an object and say, "This is an 
object to the child and say, "Now you s-;'y it." 
ask child to repeat statement - ask only once.) 

." Hand the 
(If necessary 

Each child should have two chances to say the whole statement. 
In the space provided, place a plus or a minus to indicate 
whether the child passed or failed on that task. 

Trials 

Object 

zebra ---- cup -----pencil ---- eraser ----chalk car ---- -----block book ----spoon ___ _ ball----

2. Plurals 

If I have one apple we say, "This is an apple--if I have more 
than one apple we say, ." 

Present two of the following objects and say, "Tell me ." 
(If necessary, ask child to repeat: statement--ask only once.) 

Trials 

Qbject 

zebra ---- cup ____ _ 
pencil ___ _ eraser ----chalk ---- car ____ _ 
block book ----- -----spoons balls 

3. Prepositions (Place object betw~en two erasers and say, 
~'Where is the ? ") -----
1. Between 

zebra --- pencil block ---



2. On (Place object on a book and say, ''Where is the 1") -
chalk cup block 

3. Beside (Place object side by side with the car and say, 
"Where is the ?") 

eraser block spoon -'-
4. Inside (Place object in a cup and say, Where is the 

? ") 

ball ---
pencil car __ _ 

5. In back of (Place object in back of car. Specify: 
"This is the front of the car." (Point to front of car.) 

chalk --- cup __ _ ball ---
4. Polars 

Be sure to get the child's full attention before you start. 
Question may be repeated once. 

1. "Listen. If you are not tall you are (short)?" ----
2. "Listen. If a dress is not new then it is (old)?" ----
3.. "Listen. If a cloth is not wet then it is ~)?" ___ _ 

4. "Listen. If a stick is not straight then it is 
(crooked)?" ...... ____ _ 

5. "Listen. If a boy is not fat, he is (skinny)?" _____ _ 

5. Categories 

"1'm talking about something." ''What am I talking about?" 
(Tester names the examples.) May repeat list once. 

1. (Toys) ball, doll, blocks, whistle, games, 
little wagon -----

2. (Food) -- apple, hamburger, juice, cracker, french 
fries -----

3. (Vehicles) -- train, car, bus, boat, bicycle, wagon, 
tractor _______ __ 

4. (Containers) -- sacks, boxes, cups, bags, purse, 
cartons -----
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-~ ~---~ -~ -~-- 'I,~I'~_- - - ______ "- ___ .. _._ - _~ ____ ~ _____ -'-~ ___ ~ ____ - - ______ - ' _ '" ____ • __ ~ ."' __ ~T ______ ~_' • _ ~ __ " ~ ___ , _____ 'V .... 

5. (Farm animals) -- cow, pig, duck, horse, sheep _______ __ 

6. Function Words (Use two blocks and three pencils.) 

1. Say, "Hand me a block and a penc! 1." " --------''What did you do?" 

2. Say, "Hand me a block ~ a pencil." -------_. 
3,. Say, "Give me some of the pencils." -- -------_. 
441 Say, "Give me all of the pencils." -------_. 
5. Say, "Give me both of the blocks." - ------_. 
6. Picture story on board. Hanging the wash: 

dress sheet sock pants 

~i I JhtU I '-~ ----d 1 

a) What did I hang first, second, third, fourth, last? 

b) What did I hang before I hung the sock? The sheet? 

c) What did I hang after I hung the sheet? The pants? 

d) If I had bung the pants first, then the sock, then 
the sheet, then the dress. If the pants are first, 
what is second? What is last? 

7. Same and Different 

Ask the child, "How are and the same and how 
are they diffel'ent?" May be repeated once. 

Horse and a cow. Same Different . 1. 
2. 
3. 
4. 

Red block and a green block. Same Different -----
Tall man and short man. Same Different ---Wood and glass. Same Different ----

5. Cup and box. Same Different ____ __ 
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Area II 

1. Lo~ations 

2. 

. 

A. I see water in frot1'f: of me and behind me. I see water to 
the right side and to ~he left side. I see water under 
me. I see a lot of water. all around me. Where am 17., __ , __ 

B. I see pigs, sheep, cows, and a barn. Where am 17 

c. I see erasers, desks, chai~q and a chalk board. Where 
am I? 

D. I see a giraffe and an elephant. Where am I? 

E. I see a sick man; men and women dressed in ~lI7hi te. 
Where am I? 

Memory for unrelated words 

Repeat each twice. 

1. boy, cup, draw 1. 2. 

2. horn, paper, fly, soft 1. 2. 

3. chain, bell, see, plant, 
face 1. 2. 

4. book, tree, shoe, 
map, dog, girl 1. 2. 

1. Instrumental Acts 

What do you do with your eyes? 
ears? 
legs? 
nose? 
teeth? 

What do you do if you are cold inside the house? 

What do you do if you want to cook a hot dog in a pan? 

What do you do if you want to find out if something is 

What do you do if you want to cross a river? 

What do you do if you fe,el sick? 
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2. Days of the Week 

What are the days of the week? 

What day comes before Thursday? What day comes after 
Saturday? 

3. What are the months of the y€~? 

What month comes after March? What month comes before 
September? 

4. Part - Whole Relationshi£ 

9b ject: 

TABLE 

~estions : 

1. What parts does a table 
have? 

2. Why do we. hav~~ tables?" 

3. Where do we use tables'? 

4. Why does a table have 
a top? 
Why doe.s a table have 
legs? 

5. Is a table a piece of 
furniture? 

6. What is a table made of? 

Absurd questions (e.g.): 
7. Do we sleep on tables? 

Object: 

LAMP 
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Parts: 

top, legs 

A t'dbll' has :1 t·op. 
A tab 1 (. h;JS 1 ~ l ' t., .: ~ • 

1\) vat (j 11 • 

1'1) S Ludy (1!1 • 

In the house. 
In school. 

To put things on. 

To ho ld thl? top. 

Yes. 

Wood. 
Plastic" 
Metal. 

Parts: 

Shade, light bulb, stand, 
cord, switch, plug, base 



Q.uestion£ 

1. What parts does a lamp 
have? 

2. Why do we have lamps? 

3. Where do we find lamps? 

4. Why does a lamp have a 
switch? 
Why does a lamp have a 
light bulb? 

5. What is a lamp made of? 

Object: 

CORN 

g,uestions: 

1. What parts does corn 
have? 

2. What do we do with corn? 

3. Where does corn grow? 

4. Do we eat the roots? 
Do we eat the ears? 

5. Is corn food? 

Absurd QueRtions (e.g.): 

6. Does corn have eyes? 

Object: 

SAW 
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Answers: 

A lamp has 
A lamp has 

To give us 

In a room. 
In a house. 
In a store. 

To turn 

To give 

Glass. 
Metal. 
Wood. 
Paper. 
Plastic. 

Parts: -

the 

us 

a shade. 
a light bulb, etc. 

light. 

light on" ,I' 
f 

/" 

light. 

/ 

Roots, stalk, leaves, ears 

Answers: 

Corn has roots. 
Corn has stalks, etc. 

We eat corn. 

In the ground. 

No. 
Yes. 

Yes. 

Parls: 

Handle, blade, teeth 



Questions: 

1. What parts does a 
saw have? 

2e What do we do with 
saws? 

3. Where do we use saws? 

4. Why does a saw have 
a handle? 
Why does a saw have 
teeth? 

5. Is a saw a tool? 

6. What is a saw made of? 

Absurd ~u~tions (e~): 

Answers: 

A saw has a handle. 
A saw has a blade, etc. 

Cut wood. 

In the house. 
Outside. 
Wherever they are building 
things or fixing things. 

To hold it. 

To cut better. 

Yes. 

Wood. 
Metal. 

7. Do we cut paper with a saw? 

Object: 

mUSE 

guest:~: 

1. What parts does a 
h.ouse have? 

2. lJhy do we have houses? 

3. Where do we find houses? 

4. Why does a house have 
a window? 
Why does a house have 
a door? etc. 

Parts: 

Window, door, chimney, porch , 
walls, roof, stairs (steps), 
shutter, garage, railing 

Answers: 

A house has a window. 
A house has a ioor, etc. 

To live in. 

On the s tree ts • 
In the ci.ty. 
On farms. 

To let the light in. 

So you can enter. 

5. Is a house a building? Yes. 
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6. What are houses made of? 

Absurd questions (e.g~): 

18 Do houses take you places? 

Area IV 

Brick. 
Wood. 
Stone. 
Shingles. 
Stucco. 
Glass. 

1. Ntmlber 

2. 

Recognition: 3 __ __ 5 7 -- 2 -- Ie -- 20 __ 

Counting: Place a group of objects before the child and say, 
"Gi.ve me ~" 

2 ____ _ 7 10 ____ _ 

Seguences 
Say to the child, "Do this!" Ask for demonstration not 
verbal response. 

A. Pat your knee, clap your hand. 1 2 

B. Pat your knee, clap your hand, tap your head. 1 2 

C. Clap your hand, stamp your feet, pat your knee, tap your 
head. 1 2 

3. Shap~ 
(The small colored pieces) 
Circle square ___ triangle ___ rectangle ___ trapezoid ___ oval 

4. Colors 
Use red, green, blue, yellow, black, white construction paper 

Red ___ green ___ blue ___ orange ___ yello~ ___ black white 

5. Materials 
What is this made of? 

Plastic wood metal glass ___ leather 
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Appendi.x IJ 

Sound Pattern and Sp~l>eeil Sound 
Discriminatioll l't!stl-i 

PRESCHOOL AUDITORY DISCRIMINATION TEST 

Girvin E. Kirk and Carl Bereiter 

Name of Child Birthdate -------, ------------------------- -----------
School _________ ...... __ , .. __ ......--____________ Age (CA) ______ _ 

Grade Test Da.te -------------------------------------------------- -----------
Examiner Sex (circle) M F -------------------.----------------------------

Test 1. Sound Pattern Discrimination ... 

Test 2. Speech Sound Discrimination .... 

Total 
Correct 

Total 
Incorrect 



PRESCHOOL AUDITOR Y DISCRIMINATION TEST 

This auditory discrimination test was designed to measure the 
ability of preschool children to detect sound patterns that are the same 
and sound patterns that are different. Designed for testing children 
who are four and five years of age, the tests are contained in a two page 
booklet cotTIprising two separate tests: Sound Pattern Discrimination 
and Speech Sound Discrimination. Each test consists of sixty sound­
pair contrast items. The child is asked to judg,e whether each sound 
pair contrast in each test item is the same or differen.t. 

Description of the Subtests 

Test 1. Sound Pattern Discrimination. This is a tpst of the 
preschool child's ability to discriminate between pairs of nOnVt:l"L)al sOl1nd 

discrimination stimuli. In each item, the child is to determine whether 
the pair of speech sound stimuli are the san1e or different. 

Test 2. Speech Sound Discriminatio.E,: This is a test of the 
preschool child's ability to discriminat.e between pairs of speech sound 
discrimination stimuli. In each itern, the child is to determine whether 
the pair of speech sound stimuli are the same or different. 

General Administration Directions 

1. The examiner should carefully examine a copy of each test, 
observe the directions and check the score sheet before administering 
each test. 

2. Each child should be te sted indi viduall y by the examiner in a 
quiet room taking care that the testing room is not situated next to a 
noisy hallway or on a street with passing cars. 

3. Each test should be administered with the provided standard 
di rec tions. 

4. When administering the test, the examiner should seat the 
child in front of a small table, sit behind the table, face the child, and 
hold the te st cards (on the same level of the child's eye s) above the 
testing machine on the table. 
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5. The directions to be read to the child are printed in large 
type. The instructions for the examiner are in small type. The 
directions are administered by the examiner exactly as they are printed. 

6. The examiner may administer both tests in one test session 
or administer each test in two or more test se ssions. This test pro­
cedure is employed to obtain information on the preschool child's ability 
to detect sanle and different sound patterns and not to measure his speed 
of response. For this reason the examiner gi ves ample opportunity 
for each child to respond to each test item. 

7. The examiner should administer the Sound Pattern Discrimina­
tion Test before administering the Speech Sound Discrirrrination Test. 

Directions for Test Administration 

Test 1. Sound Pattern Discrimination. The examiner selects the 
Speech Pattern Discrimination Test cards. He holds up the two cards for 
the first test item sound pair contrast in front of the child and says: 
LISTEN. The examiner plays the first card with his left hand. Then he 
holds up the played card and says: WE WANT TO FIND THIS ONE. 
Holding up the card in his right hand the examiner says: IS THIS THE ONE? 
The examiner plays the left hand ca~:d first, followed by the right hand 
card and says: IS THIS THE SAME (holding up the right hand card) AS THI~ 
ONE (holding up the left hand card)? The examiner notes the child IS response 
and places a "Y" for ~ or "N" for ~ on the score sheet in the appropriate 
item test box. Following the test the examiner notes the nwnber of correc.t 
test item responses by noting the number of "Y" responses in the shaded 
boxes and the number of "N" responses in the non-shaded boxes. The 
examiner places the total number of correct items on the bottom of the 
score sheet. 

Test 2. Speech Sound Discrimination. After selecting the Speech 
Sound Discrimination Test cards, the examiner follows the directions 
gi ven in Test 1. 
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TEST L SOUND PATTERN DISCRIMINATION 

SOUND PAIR CONTRAST 

1. 2. 3. 

L Fo -Horn 

2. Bird-

3 Truck-Start 

4 n-Shout 

5. Do -Bark 

6. Hamme r -N ail 

7. Door-Slam 

n. Man-Snore 

10. 

11. Knock-Door 

12. Man-Hum 

1. Train-

14 

15 Train-Start 

16 

17. Man-Gs. e 

18. Fi 

1. Water-Bottle 

Man-Cl 

SCORE SHEET 

\. 

Numbe r Correct ---
Number Incorrect ---



TEST 2. SPEECH SOUND DISCRIMINATION SCORE SHEET 

., 
SOUND PAIR CONTRAST 

1. 2. 3. 

1 Sin Kin 

2. Thin Tin 

3. Bun Done 

4. Webs 

5. 

6. t 

7 ~ Rift ft 

Barf Bark 

Lamb Land 

10. Gruel Tool 

11 Cud 

1 Tab Tat 

13. Sue Shoe 

14. Shod 

15. Fear Dear 

16. Face Faith 

17. Folk Joke 

18. Back Bad 

Mead Read 

ZOo Vat Th.at 

Number Correct 

Number Incorrect 
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PREFACE 

The studies and data presented in this report aim at two 
objectives. Firs t, is curriculum development and eVialuation; 
second is research on social and psychological factors in the 
intellectual functioning of cultllrally disadvantag4!d children. 

Under th~ overall direction of Dr. Merle Karnes a number of 
highly qualified investigators have pursued these objectives with 
diligence and ingenuity. Furthermore, they have, i.n important 
instances, pursued objectives to conclusions which are at the very 
least provocative. To many they will be startling and disturbing. 
Thus the 80ciologists, Farber, I~wis and Harvey conclude in 
Volume III: 

Technical emphasis in educational reform (partic­
ulary that which is intended for the dispossessed) may 
preclude any possibility of ed~cators making a positive 
contribution to the obliteration of the social and 
economic injustices which victimize milli.ons of 
Americans ••• Technical emphasis in education'l as it is 
in welfare services, is a symptom of a condition which 
may be termed progressiv~ status-guoism. 

Volumes I and II d~al largely with the first objective, 
curriculum development and evaluation, and as such are excellent 
examples of the hlghest quality of the "technical emphasis" to 
which the sociologists on the team refer. In Volume I, Karnes, 
Hodgins and Teska attack such concerns as the relative effective­
ness of five differing methods of preschool educational interven­
tion with the disadvantaged child. Other concerns are to determine 
how long such special intervention must be continued, the optimum 
age for intervention, and, how much can be done by paraprofessionals 
in the classroom and by mothers in the home. 

In Volume II, Bereiter, Engelmann, Washington and colleagues 
describe efforts to burrow deeper into the processes and products 
of educational intervention on behalf of the disadvantaged. Taking 
the view that the Stanford-Binet may be considered as an achievement 
test for the "hidden curriculum" ()f the middle-class home, they 
boldly se t about to cons truct a cfmpensatory curriculum geared to 
the Binet, and to test the curriculum. In so doing they throw new 
light aa the criticism that substantial I.Q. gains in programs for 
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the disadvantaged are merely a result of "teach:i,ng for the test." 
In another section Bereiter grapples with the theoretical com­
plexities of interpreting changes in I.Q. 

Volume III deals almost exclusively wi.th the description and 
analysis of family and kinship, neighborhood and c()llIl1unity variables 
that bear on children's readiness and competence to enter into 
:formal education. Farbe r examines this trans it ion from home to 
school in the perspective of the necessity of articulation and 
~lccorilllodation of private and public cultures. 'He posits that 
~,here private and public culture clash those families and individ­
uals whose way of life is incompatible with the public culture 
are superfluous population. Harvey describes life in a white, 
l,ower class, semi-rural corranuni ty. Because his frame 0 f re ference 
i[; the same as that of Farber and Lewis, his findings extend the 
implications of the total. report beyond the question of racial 
df.fferences. Lewis presents a sociologically derived model and 
delfinition of "competence." For him, competence is a social 
d:!,mension and in that perspective input from the family, neigh­
bo!rhood, and cOlllnunity sets severe limits on the part that fonnal 
schooling can play in the development of competence. 

This is a multi-disciplinary multi-volume work which on the 
ont~ han.d undertook, wi th fiuccess, to add to our knowledge of 
educational curricula and techniques which enhance the academic 
pel';'forrnance of cuI turally disadvantaged children. On the other 
hand, an equally important objective was to inquire into factors 
whi.ch underlay the intellectual functioning of children. In these 
volumes we are confronted with the cruel paradox that acceptance 
of ,~onclusions arrived at in pursuit of the second objective, 
raiBes grave doubts as to the value of present day endeavors aimed 
at the first objective. Resolution of this paradox will not be 
for the timid. 

iv 

William ~. Hurder 
Dire~tor, Institute for 
Research on Exceptional Children 
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Summary 

The three sociological studies included in this report focus 
on community aud kinship relations re1evan,t to educational problems 
of the lower class. The general approach taken is that in highly 
industrialized societies, the interdependence of the educational, 
economic, and political institutions requires a public culture to 
maintain efficiency of communication, rational organization of 
personnel and machin,es, and planning of future operations. Co­
existing with the inltegrated network of social relationships are 
small, fragmented, s:omewhat autonomous groupings that have bases 
for existence outside the public culture. Those people whose 
ways of life are inc::ompatib1e with the public culture are super­
fluous population; 1,.f anything, their p:Civate wor1ds--their private 
cultures--genera1ly inhibit the smooth operation of the major 
economic, ~ducationa1 and political institutions. The studies 
of Ch~mpaign-Urbana reported in this volume indicate how these 
private cultures ar4i! perpetuated and how they influence the 
socialization and ef~ucation of the urban poor. 

Part I. Kinship and Socioeconomic Status 

The study in Part I of this report dea1s with some aspects 
of t~e relationship between kinship and socioeconomic·status. The 
data used as a basis for analy~~s.were drawn from, three sources, 
two studies dealing with cOlDlllunity organization in Negro and whita 
81\1118 epd the third specific;~lly with 'family and kinship. Two 
hundred~and thirty-nine familie$ participated in the study of 
family and kinship organization. The cqmmunity studies are 
described in the second and third parts of tb,<E~ report. 

The analysis in Part I distinguishes between domestic and 
atructural symbolic aspects. ,of kinship. Domestic aspects of 
kinship are those which emerge in the course of living together; 
structural aspects of kinship are those which are defined in terms 
of descent) generation, sex, and affinity. ~rhe6e characte~istice, 
as well as information about specific re1atives"~ help to identify 
the community position of an individual and his family. Community 
poaition, in turn, contributes significantly to the iadividual's 
participation in the institutions of the community--its economic 
life, schools, politics, and so on. 

In general, the analyses indicated a greater tendency for 
faai1ies at higher socioeconomic levels to emphasize structural 
aapects of kinship in interacting with relatives '. This emphasis 

1 



~------"~"-'-'--------

is reflected in various findings--(a) a greater proclivity of: 
persons at higher socioeconomic level.s to use kinship terms j.n 
addressing relatives toward whom they feel close, (b) deteriora­
tion of relationships with the father's kin at low socioeconcmiic 
levels, and (c) a greater amount of information at higher socio­
economic levels about relatives' occupations. 

A further' analysis of respon..c;es from pal'ents with child'ren in 
an experimental preschool program revealed that emphasis upon 
structural aspects of kinship was associated with a sustained 
increase in IQ. These analyses included both base interpretations 
and statistical comparisons. 

The data revealed that although lower-class populations interact 
with relatives to a considerable degree, they generally show little 
regard for structural kinship characteristics. That is, lower-class 
populations pay litt1eattention to such factors as generation, sex, 
or relationship by affinity in their reference to and interaction 
with their relatives. 

This inattention to structural aspects of kinship appears to 
create problems in interaction, particularly in maintaining 
authority in the family. Moreover, status-differences between 
married and nonmarried persons have little significance and affinal 
ties are generally subordinated to consanguineal relationships. 

Since structural distinctions in kinship are of little importance 
among lower-class groups, the establishment and maintenance of 
kinship and cODlDunity relationships must occur on a diffe'rent 
basis. As domestic aspects of kinship are dominant among these 
populations,lik~or disliking persons becomes the basis for 
interaction 0 This emphasis on affect and eroticism as motivation 
for interaction interferes with the development of "instrumental" 
orientations toward other persons~ Continued emphasis precludes 
repression of sexual or affective aspects of relationships which 
is necessary for acquiring experience and skills associated with 
achieving and maintaining community status. Accordingly, continual 
development of "intellectual" competence has little significance 
for these lower-class populations. 

One conclus:f.on to be drawn from this study is that kinship 
or88;nization ~IJ a cultural entity may have a profound influence 
upon the preschool child's intellectual gevelopmen.t. Possibly, 
the relative suCCt~SS of some preschool programs itt raising the 
intellectual perfclrmance of: "disadvantaged" childx'en can be 
attributed to kinship and community factors rather than to the 
programs themselves. 
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A second conclusion is that preschool programs take into 
account the inverse relationship pertaining to early-childhood 
emphasis on sex differentiation (maleness versus femaleness) 
versus that on age-grading. 

Part II. Potter Addition: A_~rkingc1ass Urban-Fringe Communit~ 

Part II of this report presents an ethnography describing the 
life of a white, lower class, semi-l-UT.,a1, unincorporated cOUlllunity 
located on the fringe of Urbana, Illinois. The ethnography has 
been prepared with a focus towards understanding the re1ationsh:f.p 
between educational institutions and the lower class community. 

Data were collected during a one year residence of the writer 
and his wife in the community. Techniques of data collection used 
were: (1) participant observation, (2) in-depth tape-recorded 
interviews with inhabitants, (3) the collection of tape-recorded 
autobiographies, (4) analysis of documents, and {S) interviews 
with selected persons outside the community. 

The findings may be summarized as follows: 

1. Potter Addition, in that it is located on the fringe of 
Urbana, is in many respects isolated from the operations and sur r 

.. 

vei11ance of public institutions of the city. This physical isola­
tion and the social exclusion by the larger community have created 
the foundations for the emergence of a distinctive subculture. 

2. The life of the community, its social structure, and its 
suspicious orientation towards the outer world and the public 
culture were found to b~ shaped by hoth e poverty of re.sources 
and a capricious and variable input of re80urces. On the basis 
of the findings in this study and of comparative data on insti­
tutions which operate in variable environments, a model was 
constructed by which propositions about lower class life could 
be deduced: The li.fe of the 10wer-c1as8 community was seen to be 
a set of organized responses by which members of the community came 
to cope with highly variable economic and social environments. 

3. The variable environment placed certain restraints and 
restrictions on the complexity of groups in the area. Groups of 
a low order of structural and functional complexity were found 
to be the most effective forms of adaptation to the variable environ­
ment. This report suggests that the proliferation of many lower 
order, primary-baaed, non-hierarchically arranged groups was made 
necessary by the cost of interaction imposed on people operating 
with few resources in an environment where the ability to predict 
the success of encounters was very low. It was assumed (and data 
bore out the assumption) that the cost of interaction was minimized 
by restricting such interaction to groupings of a homogeneous nature. 
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4,) The most stable and enduring units were kinship groups 
and matrilaterally augmented families. The skills and techniques 
needed to maintain these elementary ~tructures in the fac~ of a 
variable environment were generally affectively-based. Primacy 
waa allotted to an individual's &bility to develop technique~ 
whereby he could express solidarity within primary groups ~ Thi.s 
primary group emphasis prevaded not only daily interaction but 
also served as an interpretive base by which to judge the activities 
of rational bureaucratic institutions. 

The main problem facing these groups was that of boundary 
maintenance. Interpersonal skills and perceptions which could 
"close off" the group from other groups were the main foci of 
interaction. Such skills as high verbal ability, ability to 
take th'e role of a wide variety of others, and the development 
of skills by which relat:tonships between various gl'oups could be 
articulated were not v.~lu.ed or rewarded. Thus skills learned in 
the formal educational. setting had little relevance or support 
in the comm,unity context. To this extent the schools did not 
meet the needs of the child. They instructed the child in a set 
of non-salient techniques which, while being a precondition for 
academic success~ had little bearing on what was needed to survive 
in the lQwer class community. 

5. Very little in the occupational world of men supported 
the basie for loyalty to the school system. The unstable relation­
ship of many males in the community to the occupational setting 
provided little support for seeing work in the context of orderly 
careers. The desired occupational traits were the development 
of a proliferation of wide ranging but shallow skills. 71 The 
good male" was a man who was a "jack-of-all-trades." As such, 
utility of orderly and stable careers, while verbally acknowledged 
to be superior, was not a practical orienting theme in the actual 
behavior of individuals. Hence, it may be concluded that the 
social, economic and community activity in everyday life provided 
few rewards which validated the need of the child to adjust and 
succeed in school. 

6. In that the po:pulation of Potter Addition was excluded 
from the institutional .and economic nexus of the larger c01lDJlunity, 
sets of strategies and adaptations were adopted which decreased 
dependence on the rational and bureaucratic ordered institutions 
of the larger society. Alternative techniques of survival were 
chosen which constituted the circumscription of modal American 
norms and values. Heav'y re.liance was placed on kin and friends 
to compensate for failure in the economic and occupational market 
places. The assumptions of interaction were not group-oriented 
but rather individualistically-oriented. , The display of individual 
traits which optimized operations in the world of the deal, of the 
barter, of the trade was highly valued. The acquisition of objects 
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through the bargain and the deal was a constant theme of interaction. 
The give and take of individuals locked in "combat" during such 
trading and bartering sessions ga'V'e economic activity a certain 
rit.ual aspect. That is, the means of acquiring necessary or desired 
objects often took on greater me.aning than the acquisition of the 
object itself. Thus the conununity provided not only a Sf.!t of 
independent resources for economic survival but it also supplied 
areanas for competence display. In these arenas competencies 
were rewarded which would not otherwise have been rewarded in the 
public domain. 

7. The population of Potter Addition has been stigmatized 
for twenty years. Much of the stigmatization had its sources in 
the 1940 influx of southe~n rural migrants. These people and their 
life style became a constant source of threat and economic hurden 
to the institutions of Urbana. Their dealings with the leg~l, 
welfare, and educational institutions of Urbana soon earned them 
the label of "low life" and "white trash." As such, the violent 
and deviant behavior of a portion of the population of Potter 
Addition have represented a constant threat to the efficient 
attainment of institutional goals. 

The major response and orientation of the educational system 
to the people of Potter Addition has been consistently one of 
defense rather than one of service~ The schools have sought to 
minimize the disruptive effects of academically inept and unmoti­
vated students rather than to deal with the social and community 
roots of such traits. First, isolation at the grade school level, 
along with a relative deficiency of resources vis-a-vis other 
districts in the school system have been one way of handling 
this problem. Large amounts of money are not risked on a group 
of children whose chances of meeting institutional standards are 
low. A second technique by which the school has protected itself 
is the formation of special classes. The special classes are 
devices by which the more disruptive and inept students can be 
isolated from other students, and classroom efficiency can be 
maintained. 

At the high school level such protective devices are no 
longer effective as the lower class child is now forced to 
compete on the basis of more universalistic criteria. Since 
his preparation has been poor, and there is little in the com­
munity which rewards academic excellence, it is only a matter 
of time before the child becomes alienated from the education 
process and drops out. Since the defense of the educational 
institution by formal allocation of resources is less effective 
at the high school livel, a set of informal ~nd unwritten codes 
become the main protective strategies for the high school. It 
is not considered the school's job to keep the child in school. 
In the past the practice has not been to encourage the lower class 
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child to return to school once he has made the decision to drop out. 
Indeed, in several instances the school personnel have been dis­
cretely discouraged from encouraging the child to remain in school. 
To bring the child back into school is only to reintroduce a dis­
organizing element back into the classroom setting. Given the 
assumed academic focus of the 'school system, the child from 
Potter Addition is a member of a superfluous educational popu­
lation. 

8. Officials justify strategies developed for their own 
protection by stigmatizing deviants. Due to the closed nature 
of Potter Addition and the need of dominant institutions to protect 
themselves from the members of that community, the tendency has 
been to label all residents of Potter Addition in an identical 
manner. Thus we have the foundations of the definition of community 
based on the exclusionary tactics of dominant institutions. 

9. Community in Potter Addition lies only in the eyes of 
external agencies. The restrictive effects of the variable environ­
ment preclude or heavily discourage the developmf"nt of structures 
above the family or kinship level by which a sense of "community" 
can be built. The definitions of reality, pictures of the outside 
world, and responses to stigmatic labeling are formulated at the 
lowest levels of social structure. Because there are no collective 
bases for consenaus of definitions or combating of stigma above 
the family level, stigma are rarely dealt with at this level. 
Usually stigmatization is reacted to only when members of the kin 
group run afoul of various agencies in the public culture. There 
is no development of collectively-based supra-family structures 
by which the threat of stigmatization and predation can be dealt 
with. Because of failures of collective action the population 
remains highly vulnerable to the prejudicial and discrimina,tory 
activities of the larger institutions. 

Thus a series of factors operate ,to impede the progress and 
adjustment of the Potter Addition child to not only the school 
but to most public institutions. The skills needed to survive 
in the lower class context, if learned well, create certain per­
ceptions and actions within the lower class individual which pre­
clude full participation in the public culture. If the child is 
to succeed in the public culture, he must not only learn the 
appropriate behaviors which allow him to operat.e succ,essfully 
in that culture, but he must also unlearn all those perceptions, 
orientations, and activities which contribute to h~s day-to-day 
maintenance in the lower-class community. Because of the exclusion 
of the individual from the public culture via the process of stigma­
tization, he has little access to the full complement of skills 
needed to work in the public culture. In a similar manner due to 
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the possessive and anti-public culture ideology of the private 
culture of the community, he is given little encouragement to 
learn skills which would separate him from the life style of 
Potter Addition. 

Part III. Problems of Competence Development Among Ghetto 
~esidents of a Middle-Sized City 

This study attempts to analyze the problems of the ghetto 
in a middle-sized city confront with regard to the development 
of conventional competence. The investigation is informed by 
the logic-of-influenc~ model developed in an earlier investiga­
tion of the same phen.omena in a slum-ghetto of a large metro­
politan area. The l2gic-of-influence model posits that the 
development of competence depends on a configuration consisting 
of (1) the efforts of formal competence agents, i.e., teachers, 
social workers, youth workers, etc., (2) the competence cues 
emanating from the indi.vidual' s immediate neighborhood environ­
ment, and (3) the competence milieu in his family. When the 
configuration is integrated in its positive impact the potential 
is greatest for the realization of competence potential; when 
it is integrated in its negative impact the potential for compe­
tence developn~ent is at its lowest. Variable configurations 
intermediate to these polar types increase or decrease (as the 
case may be) the potential for the realization of competence 
potential. 

After three years of intensive research our study concludes 
that all levels of influence in this commnnity--formal competence 
agents, the neighborhood milieu, and f.amilial competence milieu-­
operate to impede rather than enhance the development of conven­
tional competence among the ghetto residents. The formal compe­
tence agents impede their own effectiveness by adopting inappro­
priateness styles of intervention; styles which engender and 
sustain excessive social distance between the agents and those 
with whom they are working. The deprived character of the ghetto 
engenders and sustains competence default and status incursion 
among many of those who live within it. Consequently, the compe­
t,ence cues characteristic of the neighborhood and the family run 
counter to conventional expectations in American society. 

Given the serious contextual impediments to competence 
development, questions are raised with regard to the advisability 
of attempting educational and welfare innovations in this and 
similar communities without at the same time attempting social 
political and economic reform. Two reform models are presented 
and reasons are given for the recommended adoption of the per­
missive community separatism model. 
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Introduction: Multi-Dimensional Man in 
One-Dimensional Society 

The relationship between community life and the school has 
~een of much concern in recent literature dealing with problems 
of the poor. The perspective of the studies included in this 
report differs from that ordinarily held by educators. Gener­
ally, the school problem is seen by educators as one in which 
familial deficiencies are translated into intellectual and 
educational deficiencies. The line of reasoning ordinarily 
taken is that: (a) the basic patterns of learning are developed 
in infancy and early childhood in the family, (b) if members of 
the family are deficient as teachers or role models, the child 
will be deficient in his learning habits, (c) therefore, if 
these learning deficiencies are to be erased, the competence of 
parents as teachers and role models should be increased~ (d) 
however, if nothing can be done about parental competence as 
teachers and role models, school curricula should be revised 
to compensate for these deficiencies. A major assumption in 
this line of reasoning is that the institutional arrangements 
in the community--schools, businesses, government, welfare 
agencies, and so on--cannot be modified drastically to solve 
'tthe learning problems generated in these families. Given this 
constraint, any attempt at eliminating the deficiencies must 
be re.stricted to working with the individual children either 
bl school programs or in the context of the family. 

The three sociological studies described in this report 
are based on a somewhat different line of reasoning. In this 
imTestigat:i.on, the problem is seen as one pertaining to accul­
turation in modern society. 

Public Culture and Private Cultures (Farber, 1968, pp. 103-118) 

In highly industrialized societies, large-scal~ social 
networks develop to integrate the major institutions of that 
society. Industrial and political bureaucracies require parti­
cular kinds of behavior fur their operation. The educational 
system is necessarily connected with the industrial and political 
systems as well as with the religious organization of the society. 
With the diffusion of literacy, forms of worship and belief systems 
change, the relationship between government and the individual 
is modi.fied, and more complex economic organization becomes 
possible (Parsons, 1966). Consequently the emll~rgence of inte­
grative networks of institutions evokes the neled for a public 
culture to facilitate this integration. 



The public culture requj.red to sustain the interdependence 
of large-scale organization. consists of norms and skills associated 
with efficiency of communication', rational organization of personnel 
and machines, planning of :future operations, and maintenance of 
the individual's position in the system. (Position maintenance 
is necessary because the bureaucracy cannot operate effectively 
without stability of personnel in recognizable statuses.) This 
culture is supported by the system of rewards in the society. In 
American society, the distribution of rewards is justified in terms 
c~f ability of persons to perform successfully in the complex of 
integrated institutions (Parsons, 1940). Intelligent judgment and 
action are generally evaluated in terms of the system of distribu­
tive justice. In modern American society, intelligent action is 
interpreted in terms of the incorporation of the individual into 
this public culture. 

Coexisting with the integrated network of social relationships 
and its cultural paraphernalia are small, fragmented, somewhat 
autonomous groupings that have bases for existence outside the public 
culture. The family, for example, exists in almost all societies; 
but, in modern society, families do not have the particular political 
or economic production activities that would integrate them directly 
into the public culture. Instead, families are incorporated this 
way only tangenti.ally, through the fortuitous participation of 
individual members. There is, therefore, a great deal of variation 
in the extent to which fami.lies are integrated into the general 
public culture. 

Those families and individuals whos.e way of life is incompatible 
with the public culture are superfluous population; if anything, 
their private worlds generally inhibit the smooth operation of the 
economic, educational, and political institutions. The extent of 
integration :I,nto the public culture depends in part upon various 
other groupings with which the family is involved. For example, 
the father provides the major economic support in fostering family 
solidarity_ His absence may produce disastrous effects on the 
children; the intelligence of lower-class children from fatherless 
homes continually declines throughout grade school (Deutsch and 
Brown, 1964). In addition, some religious groupings have norms 
and patterns of conduct that are consistent with the public culture, 
while others are in conflict with it. TOI the extent that these 
religious groupings are consonant with the public culture, their 
members tend to act "intelligently" with respect to the dominant 
industrial and political systems. Similarly, ethnic groupings vary 
in the degree of their incorporation into the public culture. Some 
ethnic groups are characterized by norms and -"alues that facilitate 
their members' successful participation in modern educational, 
political, and economic institutions. O~hers have norms and values 
that run counter to the norms of distributive justice of the public 
culture. 
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If it were assumed that public culture is more efficient in 
meeting the needs of peoyle than deviant private cultures, the 
explanation for the persistence of a private culture would probably 
be that its proponents simply do not know better; they do not know 
what is best for them. The ameliorative response would then be to 
acquaint the children with the public culture and to stimulate 
acculturation by showing them how public culture is "good." This 
view assumes that the deviant private culture sprouts under its 
own power and sustains itself independently. 

Alternately, it may be assumed that the public culture itself 
nurtures and sustains private cultures. Public culture is generally 
considered as having emerged to accommodate the technological, com­
munications, and organizational developments in society. A question 
can be raised with respect to private cultures: How does society 
sustain the existence of deviant private culturest 

Private cultures seem to sustain the organization of economic, 
political, and educational institutions of modern society in various 
ways.. First, by their very incompetence and deviances populations 
with private cultures generate a variety of agencies to meet their 
legal, welfare, health, and educational difficulties. As these 
agencies expand in size and diversity, their elimination might 
produce severe economic dislocations in the society. Second, the 
efficient use of human beings in the basic economic, political, 
and educati.onal ins titutions in modern society depends upon a 
good fit between the social and intellectual competence of persons 
and the slots they fill in organizations. Accordingly, there must 
be a surplus in the population to permit a constant rearranging 
of persons to maximize efficiency; this surplus permits the emergence 
of a set of criteria--the content of the public culture--as a basis 
for selection. Third, the perpetuation of social ctasses occurs 
through the inheritance of privil.ege and wealth for an elite; since 
in a hierarchy someone always has 1,;0 be at the bottom, the subjugation 
of impoverished populations with private cultures is assured. 

In those segments of the society which do "ot receive the major 
rewards of the institutions related to the public culture, other 
justifications must be sought for living. Mysticism, chance, and 
fate, which emphasize the anti-intellectual norms and values to be 
found in the society, must furnish explanations for events. This 
anti-:Lntellectualism thus coexists with an intellectual tradition 
relatt!d to the dominant public culture. Since the intellectual 
explanations do not provide a satisfactory reason for existence 
for the population segment that does not receive the major rewards, 
this 9~gment is stimulated to rely on anti-intellectual justification 
for action. 
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With the continued automation of indust~y, education, and 
government of society, the gulf between those who are involved 
in the dominant public culture and those who are isolated from 
it may increase. The isolation itself enhances the use of private 
linguistic patterns to set the adherents of the private cultures 
apart as a reaction to their exclusion from the public culture. 
There is a glorification of private vocabulary and private semantic 
and granunatical structures. The language of the "hepcat" as opposed 
to the 'square" (or the "hip" versus the "straight") and the popularity 
of the anti-intellectual art forms thrive in the counter-cultures 
that develop in opposition to the public culture (Finestone, 1957). 
Moreover, as automation continues to expand, there is a concurrent 
trend toward the exclusion of the large bulk of the population from 
the public culture and this portion of the population feels less 
and less able to control its destiny. Here again, the elements of 
chance, disorder, and mysticism enter as factol~s in the outcast 
population's interpretation of the causation of events. In addition 
private cultures are not subject to the same kinds of proof or the 
same kind of evaluation to justify their existence. The public 
culture is required to be coherent and rational; however, empha­
sizing expressiveness social solidarity, the private culture can 
incorporate contradictory elements in its structure. Hence the 
social and cognitive processes that are basic to the continuity 
or persistence of the public culture need not be present in the 
private culture. In short, individuals immersed in deviant culture 
do not need to develop the capacity for intelligent judgment and 
action with respect to public culture. 

The transformation of deviance into incompetence can occur 
under various conditions. The plight of the Negro families in 
Harlem provides one example. In his study of Harlem YOllth, 
Michael Lewis indicates that the failure of Negro family members 
to carry out acceptable academic, familial, and economic roles 
derives from the patterns 6f family organization in the rural 
South. In the southern rural culture, Negro life exists as a 

I deviant pattern. The public white culture of the South demands 
the presence of a Negro private culture to sustain the social 
and economic structure. The Negro rural culture is one that denies 
social mobility to the Negro. As the Negro family moves into a 
community such as Harlem, the structural supports (such as white 
paternalism) which sustained the southern Negro culture and made 
it at least livable are removed. The institutionalized incapacity 
to develop modes of life appropriate to upward social mobility is 
transformed from a dev:!.ant pattern to one that is ill-equipped 
to meet the demands 0f an urban, open-class system. Family breakup, 
the inability to delay gratifications, and the unstable role of the 
male (which had been part of a deviant culture in the rural South) 
become a basis for personal incompetence in Harlem (Lewis, 1967). 

14 



In brief, in defining intelligence ill terms of the public 
culture, society regards as unintelligent all those who deviate. 
By its structure, modern society encouragE~s certain segments of 
the population to deviate from the public culture. This encourage-" 
ment of deviance promotes the development of fragmentary private 
cultures which conflict with the public culture. The conflicting 
private cultures involve, by definition, unintelligent action; and, 
since the private cultures are~ reflected in individuals, these 
cultures impede the development of "intelli.gence." 

Publ!.,c C}11ture, Privat.e Cultu~:'e, and Community 

'The definition of the p:r'oblem of intellectual and educational 
deficiencies among poor families as one pertaining to the socializa­
tion of children into the public culture places strong emphasis 
upon community life._ As the community is socially stratified and 
subdivided into subgroups, a variety of life-styles (representing 
different private cultures) t~erges. Some of these life-styles 
diverge markedly in norms and valu~s from the public culture which 
dominates the classroom. 

The three studies described in this report converge in their 
emphasis on the role of connnunity life in sustaining life-styles 
which have characterized the lumpenproletariat. Although these 
studies differ in the theoretical constructs applied in the data 
analysis, each in its own way indicates how economic and social 
proporitions in the ('.ommunity, set in the particular historical 
context of the families (as well as of Champaign-Urbana itself), 
mold and reinforce socialization practices which impede assimilation 
into the public culture. 

Part I of the report examines the varl.ations in life-styles from 
the perspective of norms and values pertaining to kinship. The 
analysis compares ways for organizing relationships with kin among 
people of different socioeconomic characteristics and suggests how 
these are related 'to the socialization of children. At higher socio­
economic levels interaction of kin (and perception of them) is organ­
ized on the basis of structural aspects of kinship--notably attention 
to generational differences--and the social characteristics of relatives 
is considered important to individuals. At lower socioeconomic levels, 
factors associated with living together are significant in organizing 
relationships between kin. These differences in the organization of 
kinship relations seem to be related t.o roles in the family and to 
the socialization of children at various socioeconomic strata. 

Part II of the report presents an ethnographic account of a. 
white lower-class community at the fringe of Champaign-Urbana. 
In this community, the basic problem.s are interpreted as stemming 
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from the variability of social and economic situations of the 
inhabitants. The precariousness of jobs, the social stigma ;attached 
to this community, the suspicion of the middle-class population 
all affect the life-style of the inhabitants. Much interaction 
is oriented toward kin who live nearby; activities are interpreted 
on the basis of the personalities involved (and not as expressions 
of bure~~cratic structure or impersonal forces)'; personal skills 
related to maintaining social solidarity are valued over those 
required to "get ahead." The gist of this analysis is that the 
variable environment of the lower-class sustains a mode of sociali­
zation children in ways inimic.al to successful participation in 
institutions based 0n the public culture. 

Part III of the report is concerned with problems in the 
development of competence among inhabitants of a predominantly 
black area in Champaign-Urbana. The theoretical model used in 
this analysis presupposes that thl': sources of competence extend 
from the family outward into the community. The social relation-
ships in the neighborhood provide a bridge between the individual's 
family and the formal agencies of the society--the schools, businesses, 
civic organizations--in which people seek successful participation. 
Impediments to competence development can occur either in the family 
or in neighborhood relationships (or both). The analysis indicates 
how the general community operates to inhibit the development of 
the kinds of competence requtred in the public culture (a) by 
diverting attention and energy to activities which will impede 
success and (b) by isolating the black community physically and 
socially from experiences which would permit the development of 
competence. 

The conclusions drawn from the sociologiB~1 studies necessarily 
involve recommendations for the revision of communities--as well as 
changes in educational programs. The implication is that any 
educational program will be ineffectiv€\ if existing life-styles 
continue to be sustained by the organization of the community. 
If so, so-called compensatory educational programs would have 
little meaning fo~ the very people they would be expected to serve. 
Accordingly, sweeping recommendations are made at the conclusion of 
the report. While some of them may not be feasible, they may be 
necessary. 
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PART I 

Kinship and Socioeconomic Status 

Bernard Farber 

The study reported in this section deals with some aspects 
of the relationship between the kinship and socioeconomic status 
among families i~ Champaign-Urbana, Illinois. A kinship system 
represents a set of meanings regarding individuals' place in 
society, their origins, and their destinies. From t.his perspec­
tive, kinship may be described as a cultural entity which knits 
the individual families into a network. This study examines how 
this entity varies according to socioeconomic status and how 
socialization of children is affected by this variation. Parti-· 
cular attention is given to families at low socioeconomic levels. 

Kinship systems differ widely in the ways they relate indi­
vidual nuclear families. These differe' .. 'lces may be considered. 
as a reflection of the diverse roles which kinship must play in 
modern society. At higher socioeconomic levels, the role of 
kinship is that of sustaining social differentiation in society, 
whereas among lower-class populations, the function of kinship 
is to maintain a, 1um~enpro1etariat. 

However, kinship systems can be effective in maintaining a 
particular social-class structure only if children are socialized 
in accordance with this structure. Hence, norms of socialization 
should be consistent with the kinds of kinship systems existent 
in various segments of society. This study thus deals with 
aspects of kinship and norms of socialization at different 
socioeconomic levels in Champaign-Urbana. 

METHODS 

The data used for analysis were obtained from three sources-­
two dealing with community organization and the third with family 
and kinship. Three related studies wer.e made in Champaign-Urbana 
as part of the same project, with cooperation among investigators 
extending to data exchange; findings of the community studies appear 
in the second and third sections of this report. One community 
study took place in a white slum, and the second in a Negro slum. 
Data collection for the study of kinship was city-wide. The two 
community studies utilized qualitative data primarily, whereas 
the kinship study supplemented qualitative data with extensi.ve 
quantifiable information. The kinship study utilized data obtain«ad 
from 395 parents (in 239 families) whose children were involved ill 
various preschool programs, including one designed specifically 



for "disadvantaged children." Of the parents who were contacted, 
~,hout 80 per cent of the men and over 90 per cent of the women 
(.!ompleted at leas t one interview. (See Table 1 in Appendix B.) 
The most frequ~nt excuse for non-participation was that of time 
pressures (especially for university faculty and graduate students). 

Social characteristics of the respondents appear in Appendix 
C. Low socioeconomic families tended to be Baptist whereas high 
socioeconomic level families were more often Presbyterian or Agnostics 
and Atheists, and Catholics tended to be concentrated at middle 
socioeconomic levels. Relatively more low socioeconomi~ level 
respondents had been born either in Champaign County or in the 
lower Mississippi Valley, while high socioeconomic respondents 
were more often from states surrounding Illinois and Indiana, or 
in the northeastern United States. Low socioeconomic women tended 
to be younger, but men in this group showed a greater age dispersion 
than those at high socioeconomic levels. Finally, families at low 
socioeconomic levels had more children than those at high levels 
and more outsiders lived in the household. 

FINDINGS 

The findings reported in this section deal with (a) the role 
of symbolic family estates in social stratification, (b) kinship 
organization and preschool performance, (c) particular character­
istics of lower-class kinship organization, and (d) the relation­
ship between lower-class kinship organization and socialization of 
children. 

Symbolic Family Estates 

The analysis distinguished between domestic and structural 
aspects of kinship. Domestic aspects of kinship are those which 
emerge in the course of living together, while structural aspects 
are those which are defined in terms of descent, generation, sex, 
and affinity. Domestic relations are conditioned by ecological 
factors in family life and involve mutual assistance, and maintenance 
of relationships on a highly personal basis. Structural aspects of 
family and kinship depend upon the recognition of particular kinds 
of relationships in organizing kinship relations. This recognition 
of kinship structure is reflected in the use of kin terms in 
addressing relatives (e.g., Aunt Matilda, Grandma). In American 
society, kin terms a.re most frequently used to address persons in 
ascending generations. The significance of affinity is indicated 
by the use of "Mother" and "Father" in addressing in-laws. 

Kinship systems as means of sustaining social stratification 
appear to require distinct groups organized on the basis of lineage 
segments. Loosely defined, a lineage segment refers to a sibling 
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group or set of siblings groups related to one another as a descent 
group through a common ancestor. One of the obvious characteristics 
of descent groups is that they provide for the inheritance of a 
set of relatives who pass on a symbolic estate as well as physical 
property. Membership in a _descent group is defined in terms of 
structural criteria -- sex, affinity, generation, and so on. The 
symbolic estate inherited by an individual includes the achievements 
and honor of those persons, both living and deceased, in the kinship 
group. The relatives of a descent group give to EGO an identity in 
terms of his historical roots and status in the world aro~nd him. 
The symbolic family estate thereby serves to define EGO's place in 
society. 

Possibly the most valuable property of a lineage segment is its 
position among other kinship groups in terms of honor and status, 
a position defined by the content of the symbolic estate tha·t the 
kinship group possesses. The role of kinship groups in social 
differentiation may be reg:lrded as the perpetuation and enhancement 
of these symbolic estates. 

In. contrast to systems emphasizing social differentiation 
functions of kinship, those syst~ms that stress integration 
functions are organized to maximize the number of marital l:f.aisons 
between descent groups. By so doing, they create many sources for 
assistance and numerous personal ties. An open system of marriage 
maximizes the proportion of the adult population who marry, but 
provides only minimum control by d~scent groups, which may them­
selves be ill-derined, over nuclear family organization. 

The two kinds of American kinship systems implicit in state 
legal codes Ir!,ay reflect the relationshi.p between kinship organization 
and its function for either social differentiation or integration-­
the BiblicBl system and the Western Amel"ican system." Kinship 
structures appropriate to highly stratified societies would involve 
formal mechanisms for creating alliances between descent groups and 
for givIng the descent groups a stake in the marriage of members. 
The Bi,blical kinship system (as implied in state codes) accomplishes 
both ,-- (a) the creation of alliances through symbolic incorporation 
of an individual into his spouse's descent group and (b) by virtue 
of this IncQ1:poration gives the descent group an interest in the 
welfare of the married couple. The Biblical system thus seems 
appropriate for sustaining a highly differentiated stratification 
scheme. The Western American kinship system. however, makes possible 
the creation of marital liaisons not only with outsiders, but also 
with affinals--creating a wide range of potentialmates--and it does 
impose additional intimate-kin ties after marriage. The Western 
American system, hence, seems appropriate for maximizing the number 
of kinship networks into which descent group members can enter. 
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Furth~'" diftferences between the Biblical and Western American 
systems can be r.elated to their relative emphasis on structural or 
domestic aspects of kinship. Theoretically, in American society 
legitimacy and community status are obtained by adding a paternal 
descent group to ,a maternal one. Mothers and their descent groups 
appear to be responsible for the custody and care of children --­
domestic aspects o,f kinship. The role of the father and his pat,ernal 
descent group is then to provide for legitimacy and community status 
-- symbolic, structural aspects of kinship. In the American version 
of the Biblical system symbolic family estates are perpetuated thr.ough 
the symbolic incorporation of both husband and wife into each other's 
descent group. (This symbolic incorporation seems to be reflected 
partly in the use of "Mother" and "Father" to address in-law:;.) 
Relationships organized on the basis of the Western American system, 
however, rely more upon domestic aspects of kinship for their per­
petuation. 

The tendencies of thla Biblical and Wes tern American kinship 
systems to emphasize social differentiation and integration, respec­
tively, suggest the possi.bility that different social strata may be 
inclined toward one or the other. Since at higher socioeconomic 
levels the role of kinship is that of sustaining social differentiation 
within the society, characteristics of Biblical kinship would be 
more prevalent at higher sOt:~ioeconomic levels. Inasmuch as lower 
socioeconomic groups are more concerned with their integration into 
society, the Western American system might be more conducive to 
their needs. 

In general the analyses indicated that there is a greater 
tendency for families at higher socioeconomic levels to emphasize 
symbolic aspects of kinship in relationships with kin. This emphasis 
is reflected in various findings: 

a. Higher socioeconomic level persons tend to use mother and 
father as terms of address (terms associated with feelings of close­
ness) and, in this way oj acknowledged at least a symbolic in(~orporation 
into the spouse's family of orientation. In contrast, for low socio­
economic level persons, feelings of closeness to in-laws were related 
to use of first-names in addressing them. (See Table 2 in Appendix 
B. ) 

b. After divorce, which tends to be more prevalent among 
lower-class respondents, ties with the father's relatives tend to 
deteriorate. (See Tables 3, 4, and 5 in Appendix B.) However j 

tendencies to de-emphasize paternal kin at low socioeconomic levels 
seem to derive from situational factors rather than from personal 
preferences. A curious situation exi.sts among Negro women with 
relation to the terminology for maternal grandmother -- when respond­
ents had known both gI'andmothers, the maternal grandmother tended 
to be called "mother" and the paternal grandmother IUgrandmother;U 
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but when only the maternal grandmother was known, ~he tended to 
be called "grandmother." Assumption of the maternal role by the 
materna}. grandmother had little to do with this tendency. This 
finding suggests that the women preferre~ to accord the honorific 
grandmother title to the father's mother; when that was not possible, 
the grandmother title reverted to the maternal side. (See Table 6 
in Appendix B.) 

c. Low socioeconomic status respondents generally had less 
information about relatives than did middle or high socioeconomic 
status respondents. With regard to relatives seen at least several 
times a year but less than once a week, socioeconomic status seemed 
to make little difference. It may be noted that Negro respon~ents 
seemed to know less about the occupations of their male relatives 
than did white respondents~ Several explanations might be offered 
for the racial difference -- the generally lower socioeconomic status 
of Negroes; the greater amount of mobility among Negroes; the high 
rate of divorce among Negro families. (See Table 7 in Appendix B.) 

In summary, families at higher socioeconomic levels tend to 
emphasize symbolic aspects of kinship in their relationships with 
kinsmen. This emphasis was reflected in the findings on the greater 
probability of symbolic incorporation into the spouse's descent group, 
stress upon paternal kin and withdrawal from them when divorce occurs, 
and the more extensive knowledge about male kin at higher socioeconomic 
levels. 

Kinship Organization and Preschool Performance 

The extent to which kinship variables predict the effect of 
schooling on children's intellectual performance is exam.ined in 
this section. This analysis consists of two parts. First, the 
families of Mrs. G. and Mrs. B. are compared to indicate effects 
of family and kinship organization on the preschool child's intel­
lectual development. The B. child's (Binet) IQ dropped f:rom 113 
to 97, was in that part of the program described as a traditional 
preschool, whereas the G. child's IQ rose from 109 to 132. Second, 
examination is made of kinship terminology and feelings of closeness 
to in-laws for all mothers who participated in the study (and whose 
children were in the experimental preschool program). 

The selection of the G. and B. families for extended discussion 
occurred in the following way: Eight families were interviewed for 
both the kinship study and for the investigation of the Negro community 
in Champaign-Urbana. (The interviewing took place while the children 
were in the preschool program.) It was noted that Mrs. B.'s child 
in the preschool program had the greatest drop in IQ from ages 4 (at 
the beginning of preschool) to 7 of any of the cases appearing in 
both studies. When this was discovered, the decision was made to 
s' ,ek the child with the greatest in.crease in IQ and to study that 
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family more fully. Thus, quite by accident it was found that the 
family of the child whose IQ score rose most had many character­
istics associated with valued symbolic family estates, while the 
family whose child's IQ score dropped did not. It is by coincidence 
that both the G. and the B. families consist of a widow who had had 
marital problems and who was the mother of eight children. 

Mrs. G. is a widow in her late 30's. She and her husband 
were separated at the time of his death about a year prior 
the series of interviews with her. They had been married 
about 12 1/2 years prior to his death. Her husband had been 
a construction laborer and before that had poured iron in a 
foundry. Like Mrs. G., Mr. G. had been born in the deep 
south. He was about two years younger than Mrs. G. and had 
completed 8 years of formal schooling. 

Mrs. G.'s household consists of ten people other than 
herself. She has eight children, the eldest born about a 
year before her marriage and the youngest about 6 months 
before the death of Mr. G. The household also includes an 
aunt of her deceased husband (her HuMoSi) and a man described 
by Mrs. G. as a boarder. Mrs. G. feels fairly close to this 
aunt, whom she calls Aunt Sally. This aunt has had two 
marriages and is in her mid forties. 

Except for her father, Mrs. G.'s relatives in the ascending 
generation still live in the deep south. Although Mrs. G. does 
not see these relatives often, she has a considerable amount 
of information about most of them and calls them by kin term 
("Aunt" or "Aunt Lou" or "Uncle Steven"). 

Although Mrs. G. and her husband were separated at the 
time of his death, Mrs. G. maintains contact with his relatives. 
While Mrs. G. does not see her deceased husband's parents often 
she reports feeling fairly close to them and indicates that she 
would go out of her way to help them. They are tenant farmers 
and as f~r as Mrs. G. knows they have been married about 40 
years. Her terms of address for them are Mr. Jim and Mrs. 
Florence. Her husband had two brothers and two sisters, all 
younger than he. One sister lives in Champaign-Urbana, and 
the other had lived there but retur~ed to the south. The 
brothers live with their parents and are still in school. 
Although Mrs. G. reports feeling close to both of her husband's 
sisters, she is closer to the one in Champaign-Urbana, whom 
she sees at least once a week. In addition to her ex-husband's 
aunt (HuMoSi) living in her household, Mrs. G. reports another 
HuMoSi living nearby whom she sees several times a week. She 
also calls this relative by the term "Aunt." Thus, Mrs. G. 
has maintained a close relationship with her husband's 
relatives despite the marital break-up prior to Mr. G's 
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dea th. Mrs. G. also has al considerable amount of information 
about her lusband' s relatives still living in the deep south 
as well as those residing in Champaign-Urbana. 

As Mrs. G. talks about her life, she mentions numerous prob1~4s 
which are similar to those of other lower-class individuals. These 
involve premarital pregnancy, residential mobility, difficulties 
in marriage, and harsh and unsteady working conditions. Yet Mrs. 
G. and her daughter Sandy reveal life interests which differ consider­
ably from those of other lower-class individuals. Both mother and 
daughter talk about their unusually heavy participation in formal 
organizations -- Mrs. G. in the church and Sandra in school. They 
view their church and school activities as things to keep them 
going rather than sources of tension release or fun. These organi­
zations reflect strong, serious interests. This is the family 
context in which the IQ of the: child in the preschool program rose 
and was sustained at age seven. 

The B. family, in which the child's IQ dropped, may be 
contrasted with that of Mrs. G. Both families are somewhat 
similar with respect to composition and marital history of 
the mother; they differ, however, in the mother's relation­
ships with affines and kinds of problems faced. 

The family of Mrs. B. has many of the characteristics 
of the type of kinship organization which emphasizes domestic 
factors and suggests how this organization is related to 
perpetuating low community status. This family has several 
characteristics typical of lower-class kinship: (a) There is 
a wide age discrepancy between husband and wife; (b) Mrs. 
B. has very close bonds with consanguinea1 relatives but 
none wi,th affines related to either of her two ex-husbands; 
(c) in her relationship with her husbands and with her boy­
friend, Mrs. B. is dominant; (d) she has four illegitimate 
children, and (e) Mrs. B. and her children have severe problems 
pertaining to family authority 8 

Several aspects of Mrs. B.'s family life indicate the 
relationship between emphasis on domestic aspects of kinship 
and failure to develop an effective orientation toward education 
and work. W:f.th regard to kinship, Mrs. B. maintains contact 
only with close consanguinea1 kin. She has had little or 
no cont2ct with the kinsmen of either of her husbands. She 
knows nothing about her father or his kin. On the other hand, 
Mrs. B. has remained close to her half-sisters and,when her 
brother was alive, he was "like the Dad in our home." She 
bas depended on her sisters for assistance, advice, and 
emot~,onal support. 
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Inquiries were made about the family a year after the inter·· 
views with Mrs. B. and her teenaged daughter Betty were completed 
revealed that the daughter had dropped out of school because of 
pregnancy. When Mrs. B. learned that Betty was expecting a baby, 
at first she refused to let her daughter live at home. Inter­
mittently, Betty has lived with "other people" including her aunt, 
and periodically Mrs. B. relents and takes Betty back :i.rato the 
house. 

While the contrasts between the G. and B. families may be 
extreme, a similar relationship was found between kinship organi­
zation and IQ change among other families. The findings on IQ 
increases among children labeled as "culturally disadvantaged" 
testify to the validity of the speculation on the importance of 
kinship organization for successful preschool perform.anceu Two 
computations were undertaken. First, terminology used to address 
mothers-in-law (HuMo) was examined for mothers of children in a 
preschool program for the disadvantaged. Second, reports by the 
women concerning the extent to which they felt close to their 
mothers-in-law were analyzed. Although there were initially 60 
children in the preschool program, follow-up IQ scores after the 
children had completed first grade in the public school and inter­
views with the mothers were available for only 41. The initial 
IQ score represents a Binet test given upon entry into preschool 
at the age of 7, after the completion of first grade. 

In the first analysis, terms of address used for husband's 
mother were compared with changes in children's IQ from the age of 
4 to 7. Terms of address used for husband's mother were classified 
under four headings~ (1) "Mother" or one of its variations, (2) 
first name or nickname~ (3) the forml term "Mrs." used with either 
the last name or first name, and (4) other. The "other" category 
was composed of eight women, two of whom called husband's mother 
"Grandma" and six of whom had never met their mothers-in...,law. 
The findings were as follows: IQ scores for children whose mothers 
used the kin. term "mother" or one of its variations increased on 
the average of 10.6 points (12 cases), those for children whose 
mothers used the first name or nickname in addressing HuMo increased 
an average of 5.3 units (12 cases), while IQs for children whose 
mothers used formal terminology in ,addressing HuMo increased only 
1.6 points (9 cases). Inasmuch as people generally use the same 
stylE; of address for their fathers-in-law as their mothers-in-law, 
therE~ was no need to do a separate analysis of terms of address 
for fathers-in-law (HuF'a). The analysis of kinship terminology 
suggE~sted that children in families approximating the organization 
found in middle class groups seemed to have a better chance of 
upward social mobility. 
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The findings concerning feelings of closeness to husband's 
(or ex-husband's) mother were similar. to those pertaining to 
kinship terminology. Children of women who felt definitely close 
to their mother-in-law increased IQ scores an average of 10.0 
points (16 cases), those who felt fairly close by 7.6 points (10 
cases), while those who felt distant from their husband's mother 
increased only 1.6 IQ points (7 cases). In 14 of the cases the 
husband's mother was deceased or had not been known by EGO; 
these increased an a.verage of 7.9 IQ points, roughly the mean for 
all cases in the sample. Apparently, this last group included 
women whose relationships with their mother had extended over 
a wide range of closeness -- from definitely close to ignorance of 
her existence. The data on closeness thus provided additional 
support to the hypothesis suggesting that symbolic incorporation 
into the spouse's descent group facilitates intellectual development 
as measured by IQ. The kinds of "abilities" examined by IQ tests 
are associated with an ind.ividual's eventual socioeconomic status. 

Other analyses were performed to determine whether such factors 
as marital status or race might be responsible for the findings 
on kinship. These results are shown in Table 8 in Appendix B. 
According to the data in this table, the findings cannot be explained 
on the basis of marital status or race. Increases for white children 
tend to be only slightly higher than those for Negro children. 
Similarly, there is little difference between the increase in IQ 
of children whose parents are married as compared with those whose 
parents are separated or divorced. Number of children in a family 
does seem to have some bearing on IQ increase, wit~l a large number 
of children related to a small IQ increase. However, these dif­
ference~ do not explain IQ changes more adequately than do kinship 
variables. 

Taken together, the findings support the contention that kinship 
systems which emphasize marital alliances tend to be associated with 
strains in society toward social stratification. Maintenance of 
stratification, in turn, seems to require the development of signifi­
cant symbolic family estates at highe.r social strata. 

Lower Class Kinship 

Lower-class populations tend to place a strong emphasis on 
interaction with relatives. However, data indicated that the 
distinction between affinal and consanguineal kin is often blurred 
in lower-class kinship. Marriage between persons already related 
is not uncommon. In societies in which descent groups exist as 
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formal, legal (or jural) structures or in which certain ancestors 
are considered as significant, marriage between consan1uineal 
relatives might increase the solidarity of kin groups l:hrough the 
maintenance of alliances. However, among 10wer-cla5~ .roups, where 
even grandfathers are often considered as irrelevant' I this redundancy 
of kinship ties serves to complicate the identifici ;)n of kin groups 
rather than to increase solidarity. As a result, -.. '-':Ier class popula­
tions find it difficult to conform to norms of mlddle-class families 
in according special significance to affines. 

Instability of marriage, high death ratf 1, and prevalence of 
illegitimacy at low socioeconomic levels com~licate kinship arrange­
ments further in relation to uncles and aunts, to grandparen.ts, and 
to children. The absence of paternal grandparents in matrifocal 
families creates deviant relationships with grandparents. 

The data also indicate a tolerance of illegitimacy among lower­
class respondents. This tolerance implies that the importance of 
stable marriage is minimized. Interview data revealed competition 
existing between spouse and consanguineal kin for EGO's loyalty. 
Evidence also suggests that neither premarital sex relations nor 
extramarital se:x provides a sufficient basis for entering into or 
breaking off a marriage. Although the legitimation of children 
appears to prov:Lde some motivation for marriage, more :imp()rtant 
is the maintenance of a domicile for thes~e child'ren. 

Talcott Parsons (1955) has pointed out the significance of 
sexual exclusivEiness in marriage" In ordE~r to develop an instru­
mental orientation in "work situlations" eI'ot.ic-affective motivations 
must be repressed. The absence of an orientation towal~d sexual 
exclusiveness i.n marriage operates, according to the Pa,rsons pOf3ition, 
to de-emphasize ,symbolic aspects of kinship for evaluating work fJ.nd 
c01mJlunity activities. Accompanying this nonexclusiveness of sex 
is an apparent breakdown in traditional role differentiation between 
husband and wife" The data suggested that husband-wife roles in 
decision-making 1II1ay be affected, with the husband being at least 
as affectively oriented as the wife. 

The failure of a strong husband-wife coalition to develop or 
to be sustained seems to be related to other family characteristics. 
The data portray a general family disunity associated with a lack 
of residential isolation and a failure to develop consensus on 
generational differentiation in family roles. The older generation 
seems to be faced with the same kinds of problems as the younger 
generation -- residence, courting, childbirth and ch!ldrearing, 
illness, job holdJlng, and divorce. In an unskilled social stratum 
where most people have similar persolnal and family problems regard­
less of generation, no one can claim special knowledge accruing with 
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age. There does not seem to be a shift in self-concept from child 
to adult. The minimal generational differentiation seems related 
to an inability to maintain authority in the family. 

The long chain of consequences growing deriving from the 
complexities of lower class kinship ends with the implication that 
the system is oriented toward maximizing the member of kinship 
liaisons rather than toward developing categories of relationships 
clearly demarcated by age-status and affinity. 

~inship and Socialization 

Kinship organization among lower class families may be related 
to norms relevant to the development of intellectual competence. 
In this study, the kinds of data used to examine this relationship 
did not lend themselves to a statj"stical analysis. Case material 
was garnered as evidence to support the investigator's observations. 
The findings on socialization are thus weaker than those described 
earlier, but their plausibility and consistency with the previous 
material lend credence to interpretations made. 

The connection between kinship organization and socialization 
in lower class families in the following set of statements 
represents a distillation of conclusions drawn from an examination 
of about twenty extensive case histories: 

1. Failure to incorporate marriage partners into their 
spouse's descent group symbolically blurs generational distinctions 
in family interaction: ages bet.ween husband and wife vary widely, 
lines of authority in the family are impeded, and roles of household 
members are confounded. 

2. With genlerational distinctions blurred, there is lit tIe 
reason to regard marriage as an important change in status: the 
woman may already have at least one illegitimate child; the bride 
anu groom, may have been living or sleeping together over a period 
of time; ~·he marriage may 'represent a seco"1d or third try for the 
bride or groom; there is a high probability of marital breakup. 
Consequently, affinal ties are subordinated to consanguineal 
rel,ationships. 

3. The de-emphasis of marriage and affinal bonds diminishes 
the importance of symbolic family estates in maintaining famlly 
and other personal relationships. Instead, eroticism and affect 
becQ',me the basis for establishing and maintaining interaction: 
Marriage does not require sexual exclusiveness, and there is gen­
erall.y no need to depersonalize work activities. From a developmental 
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viewpoint, this continued emphasis on affect and eroticism precludes 
repression of sexual or affective connotations in acquiring 
experience and skills associated with achieving and maintaining 
community status and the establishment of valuable symbolic family 
estates. 

4. The pervasiveness of eroticism and affect influences age­
graded norms: Codes related to sex differentiation are taught to 
lower-class children generally before acceptance of postponement of 
gratification, and greater importance is attached to them. Loyalty 
to friendship groups and interest in erotic and affectional relations 
may then override considerations involving postponed gratification. 
(See Tables 9 and 10 in Appendix B.) 

5. "GIven this emphasis upon the biological aspects of man, the 
typical conception of human nature is that man is essentially an 
animal. As such he needs to be loved and nurtured as well as 
trained and domesticated. His familial obligatio'ns to cons'anguineal 
relatives are rationalized and his warm feelings toward them just,ified. 
Furthermore, since a child is essentially an animal, the initial 
distinction to be made refers, tu the :'f'undamental biological dic;J'iotomy-­
male and female. This conception of human nature is consistent with 
the tendency to teach children sex differentiation early in life, 
and it supplies him with a motivational scheme that will servE¥ him 
throughout his lifetime. 

6. Given this conception of human nature, experience does.not 
result in a transformation of man; he is essentially static, and" 
the tricks that he learns do not change his essential nature. 'The 
initial wildness in man is still present even with domestication, 
ready to erupt when constraints are discarded. Continual develop­
ment of competence has little signif~cance in this conception of 
human nature. 

CONCLUSIONS 

This study has suggested a connection between kinship organization 
and intellectual competence. The pervasiveness of eroticism and 
affect and the prominence of norms related to sex differentiation 
in lower-class family life are in marked contrast to the,dlscipline 
and delayed-gratification (i.e., age-differentiation) norms at higher 
socioeconomic levels. These norms, in turn, seem to be associated 
with kinship organization. 

The findings indi~ate that personal discipline and adherence 
to delayed-gratification norms function to develop and maintain 
symbolic family estates. Preschool disadvantaged children whose 
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parents give evidence of developing viable symbolic family estates 
are able to conform more readily to intellectual expectations in 
school. 

As experimental preschool programs are evaluated, it seems 
necessary to include an analysis of the family and kinehip back­
ground of the children who participate. Ordinarily, in evaluating 
these programs, some perfunctory attention is given to father­
absence or number of siblings, but little study is made of the 
family and kinship contexts as cultural entities. This study 
has indicated that the kinship organization may have a profound 
influence on the preschool child's intellectual achievement. 
Possibly the relative success of one preschool program over 
another in raising the intellectual performance of "disadvantaged" 
children can be traced to variations in family and kinship organi­
zation of participants rather than to differences in the programs 
themselves. 

An implication of the study for preschool programs is that 
the training of teachers and the development of curricula take into 
account the differential emphasis on s~{ differentiation and 
age grading in lower-class family and kinship organization. Rather 
than being functionally independent of one another, both character­
istics seem to be related to the development of norms pertaining 
to delayed gratification. Stress on maleness or femaleness from 
early childhood provides for a mode of immediate expression of 
feelings and behavior; age grading, however, connotes the accumu­
lation of privileges as the individual grows older, and it implies 
the inhibit:lon of feelings and behavior which conflict with learn­
ing conduct appropriate to age-graded norms. Preschools could 
attempt to provide a foundation for developing concepts of privileges 
associated with achievement of age-graded conduct; at the same time, 
they could minimize sex differentiation for the children. Although 
contradictory norms in the home and community will probably diminish 
the effectiveness of these modifications, the effort may be signi­
ficant for those children already on the margins of middle-class 
life styles. 
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PART II 

An Ethnography of a White Workingclass Community 

David L, Harvey 

This study is part of a larger project whi.ch explored the 
relationships between lower class social structure, kinship, and 
community life as they effected the school performance of the 
lower class child. It was carried on in conjunction with Bernard 
Farber and Michael Lewis, both of the University of Illinois. This 
report is in large part, a joint product and should be seen as an 
integral part of a larger study. Data and ideas were freely exchanged 
between the researchers over a two-year period. This study of a 
lower class white community thus complements Lewis's analysis of 
a black ghetto and Farber's more general ari over-arching analysis 
of lower class kinship. While the results of this study in large 
part reinforce the findings of Farber and Lewis, there will be, 
needless to say, variations and differences in the findings and 
suggestions for remediation. It is the conviction of this writer 
that such variations are due to the nature of the communities studied 
than to any clear contradiction arising from methodology and inter­
pretive style. 

PURPOSE OF STUDY 

The purpose of this study was to prepare an ethnographic picture 
of thel1fe of a white, lower class, semi-rural, unincorporated 
community of about 300 persons located on the fringe of Urbana, 
Illinois. The purpose of this research may be broken down into 
three distinct areas. First, there does not exist in the literature 
at this time an intensive study of ~lhite lower class community life 
and its connections to the public institutions of the larger society. 
Secondly, this project was undertaken at the urging of Farber and 
Lewis in order to acquire comparative ethnographic data which would 
provide a comparative base for Lewis's study of the black ghettoe 
Thirdly, the main point of all three studies was to explore the 
relations of educational institutions and lower class life as they 
were shaped in the lower class context. 

This report will .q.ot focu6', on the elaborate presentation of 
detailed ethnographic data. The description of community life 
will. be made in order to provide the reader with background material 
with which he can evaluate the relation between community and school. 
On this basis then, this paper will be organized into the following 
sections: 



1. The methodology employed by the study. 

2. The brief presentation of a theoretical model of 
lower class life. 

3. A finding section which will include the following: 

(a) physical description of the community 
(b) brief description of the area 
(c) the economic foundations of community life 
(d) an outline of community social structure 
(e) stigma and the generation of community 
(f) stigma disavowal and the ideological counter­

attack of the poor 
(g) individual disavowal of the community 
(h) collective strategies of stigma disavowal a~d the 

failure of the commt~nity. 

The last section will present a conclusion of the present 
study. 

METHODS 

A series of research strategies were PJDployed in the gathering 
of data on community life. These strategies were: (1) participant 

. observation, (2) analysis of documents lind records, (3) extended 
·and in-depth interviews with selected members of the community 
a~,d (4·) interviews from var!ous public officials and employees 
of the local school system. 

Participant Obse~vation 

The writer and his wife implemented the participant observation 
phase of this study during a one-year residence in the community. 
We shall call the community "Potter Addition." The activities 
included in participant observation were: (1) daily socializing 
and visitation to homes in the area, (2) visitation and "loitering" 
at the area's general store and many garage-junk yards, (3) a 
participation of the writer and his wife both jointly and individually 
in the few formal organizations which had their base in the community. 

This phase of the study while being the most valuable in terms 
of data collection nevertheless, was fraught ~Jith several problems. 
First, the population of the community due to its history of physical 
and social isolation as well as other factors were highly suspicious 
of the writer and his wife. No attempt was made on the part of this 
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writer to hide his intentions and reasons for being in the 
community. Despite such "openness, " however, the writer was 
still feared by the population. It was constantly brought to 
his attention that the peo!:,le expected him to D'dig up dirt" and 
"write a Peyton Place" (Gallaher, 1964). 

Therefore, the first six months of the study were relatively 
unprofitable by the writerts standards in gathering data. Much 
of the data gathered during this period have the mark of a Hawthorne 
effect, interaction carried on with community membemwas strongly 
shaped and affected by his presence (Landsberger, 1961). Many 
community members were inclined to present legitimate fronts and 
hide certain aspects of biographical stigma were consistently 
present in the research situation during this period. 

During the last six months of field work, however, a portion 
of the population showed acceptance of the project. Rapport with 
these few families was excellent. In four cases the writer and 
his wife were more or less adopted into the family group. As we 
shall see later such adoption carried with it mixed blessings. 
Due to the social structure of the community such adoption or 
close alliance with one set of families automatically cut the 
writer and his wife off from other families. The norm of "if you 
are not with us, you are against us" and the denial of the validity 
of neutral affiliation were constant facts of life which had to 
be dealt with. The writer attempted to maintain close alliance 
with various members of the community within the limits of the 
above mentioned restraints. However, the familistic nature of 
social organization of this community was a constant source of 
frustration. As a result of this familistic structure approxi­
mately 30% of the households were cut off as potential arenas of 
data collection. While such research contingencies must bring 
the sampling problems, it is the writer's tmpression that the 
findings presented in this report are still representative, of the 
community as a whole. 

Analysis of Documents 

During th'e first six months of relatively "empty" time, 
the writer investigated the history of the community through 
the use of various documents. Such an analysis during this 
specific period of field work was dictated by two different 
contingencies. First, it was felt that in order to gain an 
adequate picture of community life, historical analysis of the 
community's development was necessary. While much of the basis 
for this developmental analysis was later obtained in tape­
recorded interviews, necessary ground work was performed utilizing 
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non-intrusive r.esearch techniques. This was thought to be the 
best time for such research since during this period the researcher 
was in the process of introducing himself to the community. The 
second reason for document analysis at this time was the view on 
the part of the writer's neighbors that working required absention 
from the community. Many would have interpreted the writer's 
daily presence in the community as loafing. Thus, for the period 
from October 1967 to March 1968 the writer left the community 
during the morning hours and either worked in his office or in 
the county courthouse. The documents inspected at the county 
courthouse were property records spanning the years 1927 to 1965. 
Data gathered from this source consisted of the names of owners, 
residential addresses of owners, and assessed value of real property. 
On the basis of these documents the growth of the community was 
traced. A rough approximation of absentee and residential owner­
ship status was made and later as the kinship patterns became 
obvious in the community, a linkage was made between kinship 
affiliation and property to establish ecological correlates of 
kinship estates. 

The second source of documentary data was drawn from the city 
directories of Champaign-Urbana. The years covered were, again, 
from 1927 to 1965. Four years of city directories were missing. 
Using the names gleaned from the analysis of real estate records, 
the city directories were used to reconstruct patterns of occupa­
tional and residential mobility for those people listed as property 
owners. This data, as it turned out, was moderately unreliable. 
The number of years missing made any type of analysis based on 
city directory linkage highly dubious. However, some tentative 
generalizations made on the basis Ol~ these documents were later 
confirmed in interviews. In the fiL1al analysis, the data drawn 
from the documents were used to block out general areas of inquiry 
as well as to form specific hypotheses concerning community growth 
and migration which were later explored during the interviews. 

Interviews 

During the last four months of field work a majority of time 
was spent on the inter.viewing of informants using a tape recorder. 
The data collected represented ninety-five hours of taped inter­
views. The writer after weighing the pros and cons of the issue 
felt it best to pay informants an average of $2~50 for each hour 
of interviewing. It is this writer's opinion that paying respond­
ents in no way affected the nature of the data collected during 
these interviews. The subjects interviewed consisted of seven 
women and three men. The "class composition" of' these individuals 
as well as their length of residence, age and stage in the family 
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cycle were varied. The only bias which could affect the type of 
data gathered was that these individuals had all established 
friendships (friendships which to this day are still intact and 
valued) with the writer and his wife. However, the value of 
such data is perhaps not that as a statistical base for making 
unbiased generalizations, but as intimate biographical and 
historical information providing detailed descriptions of lower 
class family life. Without statistical estimators of bias, the 
writer must rely on his intuition as to how representative the 
data collected in these interviews are of the larger groupings of 
people in the community. It is his belief that the data are fairly 
unbiased. Any such biases which may indeed be present in this 
data is far off.set by the completeness and detail with' which lower 
class social structure and world views were unfolded. 

Interviews with Public Officials 

The focus of this study was on the internal structure of the 
lower class community. It was felt that this would be the greatest 
contribution of such a study; Dr. Michael Lewis had collected 
data of a much more complete nature on public institutions, such 
as the schools and local government. Thus, interviews with people 
outside of the community, especially representatives of the public 
institutions of Urbana, were not given high priority. However, 
the data collected, especially as it related to the relationship 
between the community and the school, was sufficient to allow 
some degree of confidence on the part of the researcher in this 
data. The data which was gathered dealt mostly with the perception 
of various school personnel of children from Potter Addition. Checks 
with Lewis concerning his data on the school systems and the political 
structure of Urbana show enough agreement with this writer's findings 
that he has confidence in the data collected in these interviews. 

Before leaving the methodology section, a note would be appropriate 
as to the writer's modes of interviewing. While the writer has had 
some experience at interviewing~ he has considered himself an inef­
fective interviewer when using directive techniques. Therefore, the 
interviews consist almost entirely of people speaking about things that 
they consider important. After several hours of interviewing any 
one subject, a more directive technique was intermittently employed. 
However, such directive techniques were held to a minimum. This 
technique as it turned out was amazingly successful. Some of the 
most insightful data gathered during this period came from such open 
ended interviews. 

A second lesson learned from these interviews concerned the 
problem of establishing rapport. The anxieties over status on the 
part of respondents was a dominant element in every beginning interview. 

39 



, .. 

Such "status anxiety,1I however~ was usually reduced on the 
p2,l,rt of the respondents by the interviewer. The anxiety was 
reduced by the interviewer drawing upon his own background and 
"confessing" about the more stigmatized aspects of his own 
background. This "parody" on contract therapy was extremely 
effective in establishing rapport with the respondent. In 
short, by confessing his own shortcomings and exposing his own 
blighted biography, the interviewer established a contract by 
which interviewee stigma could be discussed in a safe and 
unthreatening atmosphere. 

Conclusions 

This brief summary of research methodology has attempted to 
explain how data were collected in this study. It has concentrated 
not only on a recounting of technique but has also tried to relate 
succinctly some of the problems in this study. It has not talked 
of the personal anxiety and the tensions in the writer's family by 
living in a "fishbowl" admidst a group who were at best impassive 
and at worst silently hostile; a group which extended trust only 
grudgingly (Evans-Pritchard, 1940). It has not referred to the 
uncertainty of the research situation as it was confronted from 
day to day. These latter variables of the research situation 
heavily affected the writer's life an.d undoubtedly the writer's 
picture of community life which will be sketched in the following 
pages. Community researchers have only recently begun to admit 
to such feelings and to evaluate the effect of such confrontations 
on the conclusions drawn from community research (Vidich, et al., 
1964). At this point, the discipline of sociology has no way to 
evaluate consistently the effect of such facto~s on the findings 
of participant evaluation studies. The experience for this writer 
was so emotionally charged that even today an attempt to evaluate 
the effects on such research is still impossible. 

If one takes a rigid view of sociology using the model of 
the physical scientist, in~bility to deta1 with such intense 
affect-laden factors might be argued to be a basis for the inva1i­
d,ation of any such study. However, if 011e views sociology as in 
part being a humanistic discipline the concomitant creation of self 
and community, their mutual re-definition and shaping, become part 
of the process of ascertaining "rea.lity,." 

In a broader sense" what is at jssue here is the place of 
participant observer ~;,;;udies in the whole arsenal of sociological 
methodology. It is this writer's belief that the gap between the 
"humanistic" and "scientific" branches of the discipl.ine is a 
spurious division. Community studies, if viewed from the humanistic 
approach, can be seen as valuable in and of themselves. However, 
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if one adheres to the "more empirical imagery" of the discipline, 
a place :for such studies can still be found. In this context, 
participcant observer studies while sacrificing scope, still provide 
for the l~esE:~archer an intens ive encounter in exp~riencing the 
mode of life of a population. Such studies provide an intuitive 
insight, a "verstehe':!-based feel" for a subject matter which will 
be invaluable in the framing of hypotheses and models which may 
be tested with more E~xtensive and survey based techniques of 
measurement CAron, 1964, pp. 67-107). 

THEORETICAL FOUNDATIONS 

The crucial debate being carried on by sociologists and social 
workers alike today centf~rs around the ques tion of whether the 
lower classes represent a distinct sub-culture or whether they 
represent merely a quantitative variation of American values and 
social stTucture (Miller and Reisman, 1961). The anthropologist 
Oscar Let/J..s, while) not alone, has been the most Qutspoken advocate 
of the "/.!ulture of poverty" approach (0. Lewis, 1965). In this 
view tbc l.ower classes represent cross-culturally an economic 
under~lass created by rapid industrialization and passed by in 
the ;~ackwash of industrial capitalism and mechanization. This 
"c1.4!.ture of poverty" as seen by Lewis is a semi-autonomous structure, 
:f~vlated from the dominant institutional structures of its parent 

. ~ociety. It represents a unique ecological and cultural adaptation 
of a group, which thrown back onto itself and its own resources 
creates a set of structures and self-maintaining protocols by 
which the culture of poverty is created and sustained as a "closed 
system." The anthropologist Walter Miller, in his study of "lower 
class delinquency has also argued that the lower class represents 
a unique configuration of social elements which is in part inde­
pendent of the public institutional life of American society (W • 
Miller, 1958)~ Much of the debate as to the "cultural autonomy 
view" as opposed to the Uquantitative deviant views" of the lower 
class has been developed in the literature on juvenile delinquency. 
Thus, Matza in his book Delinquency and Drift and in a later article, 
"The Disreputable Poor," strongly attacks the notion that the lower 
classes qualitatively vary in their desires, values, and norms from 
the rest of the·· society (Matza, 1964 and 1967). Such debates on 
the nature of lower class life are not merely pleasant differences 
between impotent academics to be debatE!d and refuted in classroom 
situations. Indeed, the visions of the lower class as held by men 
in the social sciences at this point in history have policy tmplica­
tions of a most profound nature: implications which are put much 
beyond the academic setting. 

If the poor are a problem, then how we deal with the poor must 
be based on how we define the poor~ With few exceptions the imagery 
which the poor have of themselves is not a relevant factor in shaping . 
programs which will affect their lives. From the writer's experience, 
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when "controll! is given to the poor, it is usually given under 
conditions of strangulating restriction and tokenism. 

If we view the poor in their way of life as merely quantitative 
variations of modal American social structures then remediation 
must take the form of uplifting the poor. The poor must be seen 
as deviants, as unskilled, as uneducated, and as presently unfit 
for full participation in American society. From this viewpoint 
they are merely deficient, not different. Their deficiencies 
lie in an inequity of means and not in values which differ from 
those of the larger system. Once having defined the conditions 
of the lower ..;lass as merely "deviance of kin," programs to 
upgrade skills and abilities would seem to be the logical approach 
in dealing with this underclass. If the poor are poor one need 
only give them money; if the poo,,:t are uneducated, the one need 
only give them a head start; if the poor are unskilled, then one 
need only provide training for jobs; if the poor are powerless ••• 
but here the logi~ stops. Thus, the imagery which we hold shapes 
the solution to "the problem" of the class. 

It is this writer's opinion that such a conceptualization 
and accompanying solution states as much about the political 
orientation of the remediator as it does about the state of those 
who are the objects of remediation. If we assume there is indeed 
value consensus in a society, then the problems of the poor can 
be solved without an a.ppreciable alteration of the political struc-

,,,.,, 
tur~ of our nation. 

We can dissolve the poor as a class and as a problem in a 
pleasant and painless way. No significant re-evaluation of social 
principles is required to solve the problem. It is this writer's 
opinion that such an approach (as embodied, for example, in the 
"war on poverty") has-found favor among certain educators because 
it is the only !.?rS1Jle response to a problem solution that can be 
developed b~Z"professional class notorious for its political 
impoten,9J!rvand neutrality (if not outright reactionary posture). 
Indeed-such a view of the lower class allows a simple solution. 
While programs based on the "poor as deviant" assumption may fail 
to me~t the needs of the poor, it may nevertheless create a 
successful solution insofar as "successful solutions" are a pre­
requisite for continuing organizational viability and elaboration. 
Another way of saying this is the "poor as deviant" may be a myth. 
It may be a myth whose sole function is to allow the administrator 
Olto act" without changing the conditions which give rise to t.he 
problems of "poverty." Like all myths, its main value lies in the 
functions it performs for those in power. Thus if it serves the 
purposes of the educator and administrator that is all that is 
important. Failures of organizations to meet stated goals yet 
to claim success by the attainment of other goals more meaningful 
to internal m~intenance of the organization is not a new phenomena 
in bureaucratic studies (Cf. Selznick, 1966). 
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The position being taken in this paper is that the "poor as 
deviant" approach is just such a myth. It serves better the nefeds 
of educators (and welfare administrators) than it does the needs 
of those whom they supposedly service. 

I have suggested that the "poor ciS deviant" conceptualizat:Lon 
of the problem is an "easy way out." In what way then, ",e must 
ask, does the definition of the poor as a unique subculture present 
a more difficult problem for those who must administer programs to 
the poor. It is simply thjAs; if we assume that there is a ,raluE~ 

concensus at all levels of social structure, then the solution to 
the problem consists only in the discovery of appropriate techni.ques 
needed to implement remedial programs. On the other hand, if indeed 
the values, and/or goals and/or needs of the lower class are indeed 
of a different order than those of the larger society, then the 
questions arises as to whose way of life shall be preserved; whose 
values will be implemented and even more crucial who will decide. 

At this point questions of the American credo, those basic 
values held dear by all, emerges. Democracy becomes an issue. 
Should the people decide? Should "one man - one vote" be extended 
to a stigmatized element of the population. Whose will should 
prevail? - the unorganized "scum" of society or that of the 
administrator and the organization he serves? We have recently 
seen the answer in New York City. Once value consensus is no 
longer assumed, the dominant issues become those of power, 
authori ty, and legl timacy in organizational activity. If indeed" 
administrators, the technicians supreme of organizations, define 
the situation as one of value 'conflict then his role of technician 
all but disappears. Rather, he then becomes a modiator of values= 
a politician. In short, the question of politics; the question 
of allocation of resources; the question of who has the right to 
make decisions must inevitably be brought to the fore. Under' 
this alternative definition of the situation, poverty programs , 
no longer ameliorate, they 'rather destroy indigenous institut1.6ns 
which represent structures of lower class environmental adaptation. 
Such programs no longer aid the poor but indeed come to constitute 
a literal wa,r on the poor. Under these conditions, the poor as a 
class must be destroyed. 

Viewed from the perspective of such writers a~s Marcuse, the 
war on poverty, and the acts of ameliorative and slervice agencies 
become no more than mechanisms to expand ever increasing controls 
upon a segment of the population which until now has exhibited 
behavior not amenable to the rational bureaucratic manipulations 
of modern institutional life (Marcuse, 1964). To view the lower 
class as a semi-autonomous culture is to bring grave doubt about 
not only the goals of such programs but more important the means 
of various ameliorative programs. It is this writer's experience, 
however, that these are not seen as serious problems by educators. 
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They mer1ely define the problem away. They are technicians, 
te.ar..h.ers of lnte11E~ctual skills. 'rhe ends of programs are not 
propei:'ly def:t.ned a~!l being in theil~' domain of concern. These 
are the conCE~rns of "higher authorities." Thus goes the war on 
po'V'ert.',Y' at thle edul:ational and wf.dfare fronts. 

In reality the poor are not a homogenous grouping. If we 
vi.mY them melrE~ly a.s an economic class and ignore the variations 
of life sty1E~, whi.ch demarcate various low income groups, then 
we are engagjLng in an economic bigotry which assumes uniformity 
";Vherf! there i.s little. To treat the poor as a homogeneous class 
,as either wholly deviant or as totally culturally autonomous is 
to practice bigotry of the same nature that is practiced when we 
luse "Nigger" or utter the phrase "what do those people want?". 
It is this writer 'I s hope that this research can in part contribute 
to the understanding of the diversity of life style found in lower 
class populations. It is also hoped that his study will sensitize 
the observer and the reader to the need to construct educational 
programs more closely to fit the motto "from each according to 
his ability, to each according to his needs." 

A THEORETICAL MODEL 

Research in the last few years has indicated that the lives 
o~ the lower classes and the social structures which develop in 
lower class communities cannot be explained entirely by resource 
defic:iency and lack of physical facilities. There is a growing 
body of literature which suggests that two additional factors 
play am important role in shaping lower class social structure, 
The first factor centers around the nature of the input of 
resources into the basic structural units of the community. While 
being plOor per se, im.p1ies that little is made available to actors 
in the lower class situation, it is the contention of this study 
that the actual rate of input of various resources (i.e., money, 
prestige, and evaluation) is of a highly variable nature. It is 
this variability of environmental responses which will be the 
main focus for the model to be presented in this section (Cf. 
Cohen and Hodges, 1963). It will assume that lower class life 
is not generated by lack of physical resources per see Rather, 
it will see lower class life as a.100se1y, positively organized 
strategy to a set of unique social and ecological conditions. 
It should be said from the outset that the emphasis on variable 
social and economic envi1conments in no way should be interpreted 
as a "refutation" of the fact that the poor are poor because they 
do not have adequate financial assets. On the other hand, it is 
felt that poverty is not an efficient enough assumption to construct 
a model of lower class life. Indeed, the unpredictability of resource 
input will be seen as being as important in understanding lower 
class social structure as is the deficiency of those resources. 
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The second factor which must be taken into account is the process 
of social evaluation as it effects· the lower class person and his 
self conception. From one sociological viewpoint it is this process 
of evaluation which generates the stratification structure of the 
society (Parsons, 1953). While this writer does not accept this 
view totally, the observations accumulated in the field have forced 
upon him the conclusion that stigm~tization of lower class groups 
as part of a more general evaluation scheme is a powerful structural 
determinant of community life •. The effect of stigma and the con~e­
quent generation of connnunity will be dealt l-tith in a latter part 
of this report. Thus, the three elements which tend to shape lower 
class social structures are: (1) paucity of available resources 
and facilities, (2) variability of input over time of those resources, 
and (3) the response'of lower class populations to stigmatized 
eva1uc.\tion by 1ea,ders of dominant institutions. 

Variable Environments in Social Structure 

In every definition of social structure, one encounters some 
variatioll of the concept "stability of behavior patterns in time 
and space." Thus, Radcliffe-Brown suggests that when the researcher 
enters the. field to study social structure he 8~ou1d select those 
behaviors of individuals which are stable in t~e and space (Radc1iffe­
Brown, 1952.). These represent the empirical foundations of social 
structure. The structure-functionalist perspective concurs with 
Radcliffe-Brown in that it sees social structure as centering around 
some set of stable patterns and expectations by social actors. Even 
those social scientists who have lately attacked the structura1-
functionalist position have constructed alternative explanations 
of social structure wh1ch incorporate the ideas of stability and 
certain constant reference points in social structure. Thus, Leach, 
in an attempt to construct a model of social structure in the Chin­
Hills of Burma to take into account the ideological and segmentary 
aspects of primitive societies, has ~n the end suggested that 
structural processes represent dialectical movement between two 
sets of OpposLte and well articulated world view (or sets of 
meanings) (Leach, 1954). 

In reality the quest.ion of stability as a central defining 
concept in social structure can be reduced to a set of patterns of 
predictable exchanges between the structure under study and various 
aspects of its environment. It is generally assumed that the entire 
process of the institutionalization of social structure centers upon 
a set of stable protocols which govern and normalize exchanges. It 
has been argued that to the extent that patterns of exchange are 
not stabilized and predictable, to that extent we cannot talk in the 
strictest sense about social structure and institutionalization. 
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It might be argued from the foregoing that if we assume the 
existence of variable envirorunents, we cannot, in the strictest 
sense, discuss "lower class social structure." This need not be 
the case. If we assume that instability of symbolic and economic 
input into a social structure becomes a cognitive element in the 
orientation of social actors, then the non-predictability of environ­
mental input does not necessarily deny the possibility of the existence 
of something called lower class social structure. Indeed, using 
Farber's concept of predicament it will be argued that the "perplexing 
problem" of environmental variability can become an integral part of 
the strategies of actors (Farber, 1964). We can then assume that 
lower class life can then be seen as an attempt to develop strategies 
to deal with variable environments. In this case, the unique effects 
of variable environments merely weakens the degree of certainty and 
predictability of environmental input. Thus, much of the lower 
class life will be seen as being positive response to create social 
structures in an environment whose variability they are powerless 
to deliminate. In the face of such powerlessness it will be argued 
that the lower class to an extent normalizes such variability by 
taking it into account and in some way encapsulating it so as to 
decrease its disruptive affects on group life. 

Two observed traits of 'the lower class tend to support the 
assertion that lower class individuals are more vulnerable to 
environmental caprice than are other classes in the society. The 
first observation is that the lower classes are more prone to have 
unstable work histories (D. Miller and Form, 1951, pp. 539-605). They 
enter the labor market at an earlier age; are subject to longer periods 
of job searching behavior before they finally settle into a life 
occupation and are more prone to longer periods of unemployment. On 
,the basis of the data collected in this study there is an additional 
v.ariability which rounds out the general picture of this career 
instability. Namely it was found that in certain occupations which 
were heavily represented in this community, annual variation of unem­
ployment especially in the construction industries created recurrent 
crisis in family life due to the uncertainty caused by fluctuation 
in income throughout the year. 

Another factor which supports a picture of highly variable 
environments forming a context of lower class life are the oft-
noted tendencies of lower class and to some extent working class life 
to fluctuate wildly between routines and thrills (W. Miller, 1958). 
These two factors, the inability to normalize or otherwise make 
predictable certain economic and social givens is seen as the crucial 
elements in the lower class environment. 

We may hypothesize that one way in which the lower class can 
successfully deal with such unpredictability of the "world out 
there" is to place limitations on any extended type of personal 
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commitment. In short, a successful strategy for lower class survival 
would be to predicate all activity on the assumption that life will 
be based on the minimal predictable rates of input into the group. 
The strategies developed under these assumptions are basically 
conservative. They do not validate a view of life which sanctions 
aggressive exploitation of the environment. Rather, the strategy 
is designed to check forces which Qould potentially overwhelm a 
person. 

To the extent that the group does not operate on the assumptio~ 
of minimal resources, crisis will ensue. If a family were to make ' 
economic commitments beyond their resources, group bankruptcy would 
ensue. In a similar manner on inability of the lower class group to 
measure exactly its potential power and prestige in social exchange 
would be disastrous in most cases. Since indeed power and status 
also represent, in some cases, variable commodities by which the 
group can obtain adjustment, their misreading of the environmental 
situation would be inadequate and precipitate a situation which 
would be maladaptive to group survival. 

Variable Environme~ts and Problems of GrauE Integration 

The two basic problems which in any group must solve in order 
to insure its continued existence ar~ those of integration and 
differentiation. Processes of integration are essentially those 
aspects of group structure which c.ontribute to the unity and 
cohesion of the group. Differentiation on the other hand is the 
process by which a division of labor is established within a group 
so as to effeciently mediate and solve problems presented to the 
group by environmenta.l challenge. We have already assumed in our 
model of lower class life that successful responses to variable 
environments and the ,consequent reduction of crisi.s situations 
can be accomplished by the placing of severe limitations on personal 
and group commitment. Another way of saying this is that individuals 
confronted with the variable environment will limit encounters to 
low risk situations,. that is, to encounters which carry with them 
low social and economie costs when 4~xpectations are violated. 
Implicit in this assumption are two basic ideas. First, in that 
trust is the basic prerequisite for any social exchange, trust will 
be restricted to a very small group of individuals and situations. 
In order to "cut expenses" of interaction, interaction will be 
restricted to only the most predictable encounters. Risk then could 
be minimized by choosing aud.iences of interaction which are similar in 
social characteristics to those of the actor. Secondly, reciprocity 
in exchange situations which are built on this subs tatum of trust 
would also be restricted to relatively homogenous contexts if the 
cost of interaction failure were to be minimized. 
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We have already sta.ted that variability cannot be eliminated. 
Following Coser, this may be stated another way. The group does 
not have available sufficient resources or power by which it can 
affect the environment or totally stabilize its relationship 
with this environment (Coser, 1965). One of the implications 
of the powerless nature of lower class groups is that they will 
be "open" systems. That is, they will not have the power to 
close off group boundaries clearly and hence, for any extended 
period, maintain boundary systems which will legitimately dif­
ferentiate its structure from the structure of other groups or 
organizations. This inability to create a "closed system" of 
relations in a group, thus would make the group constantly open 
to various "predations." As we sha.ll see later, the lower class 
family constitutes such an "open" system. In our community, house­
hold and family boundaries were constantly open and overlapping 
and varying in group membership. Such over-lapping made structural 
designation of family authority positions and allocation of responsi­
bility very difficult. If the boundary problem is indeed the main 
problems of these groups, then the main set of predicaments con­
fronting not only the family but groups at all levels of lower 
class social structure must center around problems of structural 
autonomy and identity bestowal. Thus, we may assume that the 
definition of who a person is and what groups have .Oghts to his 
services, loyalty, etc., are problems which are ne'\,~._ adequately 
solved among the lower class. 

We may further assume that if such groups become "fixated" 
on the problems of autonomy and identity bestowals that the solution 
to the p'/:oblem of proper structural articulation between groups 
is never adequately resolved. At this point the skills needed 
for survival in the lower-class context are not necessarily a 
set of interpersonal skills and pleasing personality which will 
allow the individual to interact in a wide variety of environ­
ments. This type of "middle-class" personality development is 
not relevant to the demands of lower-class life. Rather, the 
emphasis on limited personal commitment, the lim.itation of encounter 
to low risk situations and attemptf? to close off basic structural 
units in the community will make such skills and articulation of 
a highly vestigial nature. At the same time it will reward 
expressive and other skills which can demonstrate the fact that 
a person is giving unequivocal allegiance to a particular set 
of people. 

On the basis of the above assumptions we can then state the 
proposition that strain will inc~ease between segments as the 
structural complexity and the hierarchization of segments increase. 
Thus, we may assume if our chain of logic has been correct up to 
this point, that the integration of lower class community life will 
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be xestricted to relatively low levels of social~cultural inte­
gratj.on. To be more empirically specific the more stable forms 
of association to be found in lower class communities will be 
either at the family, kinship, or at most peer group level (Gans, 
1962). In a like manner activities of voluntary association will 
be of a highly non-viable nature. The coming together of people 
ill voluntary associations will be limited by the above positive 
restriction of the span of trust being restricted to persons or 
groups of a homogeneous nature and the exclusion of strangers. 

As we shall see later on the basis of this study we can 
suggest that the organizational life of the community is confronted 
with a cruel paradox. If the lower class restricts its participation 
to a group of people much like themselves, then the fate of any 
organization must be that it will fall into the hands of a ruling 
family, peer group, or some other socially homogeneous clique. 
Only on this basis can organizational tension be reduced to the 
extent that l.t can be effective. At the same time, the leader-
ship to this type of grouping will sooner or later alienate other 
groupings in the community, causing the withdrawal of those families 
or peer groups not in power. We shall also see later· that the 
concept of an autonomous organizational office is difficult to 
maintain among the lower class in our community. The separation 
of "official" and kinship roles is largely impossible. This 
inability fot:' most organizations to institu.tionalize nonkinship 
values creates everpresent potential, destructive forces in any 
grouping above the core level of social-cultural integration. 
Thus, we would expect the associational activity of the lower 
classes and the ability for organization to be potentially low. 
The lower class would then not have available to them long-standing 
structures by which to fend off the predations and negative defini­
tions of the public culture. In short, what we are dealing with 
is a description of a group of people which Marxists have labeled 
"the lwnpen.E.roletariat" (Matza, 1967). The lower class, as described 
by Marx in the British setting, revealed an intense nationalism 
and reactionary posture; extreme individualism, and an inability 
to organize. This description presents a similar picture of the 
people we are discussing. 

Variable Envlromnents and Problems of Group Differentiation 

There &re sufficient data in the social sciences to suggest 
that the degree of differentiation as well as the processes of 
differentiation are highly dependent on the environmentl context 
of the structure under consideration. The wealth of an environment 
has be~n shown to be a highly determinant factor in the level of 
complexity which a society can obtain. 
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This section will briefly indicat~ the general relationship 

between environment wealth and variability and level of structural 
differentiation. It will describe two extreme situations: one 
variable physical ~nvironments; the other showing the link between 
corporate size and controlled market processes. 

Steward has presented data showing that not only resource 
paucity but also high variability of food supply was in large 
part responsible for the structural simplicity of tribes in 
the Great Basin of th~ United States. In fact, he demonstrates 
that variations in structural development and functional complexity 
were important factors in limiting the development of clans and 
poli ti.cal groupings among the Shoshone of Eas tern Nevada. In a 
parallel way he has shown that the Owen-Valley Paiutes (located 
on the Western edge of the Basin Range Province) developed 
primordial clan structures, political leadership, and conceptions 
of property due in part to the environmental presence of a constant 
and adequate water supply as well as an ample supply of pinion 
nuts growing in the area (Steward, 1955). 

Another example of the effect of the environmental stability 
of resource input on the potential complexity of social structure 
has been shown by Galbraith in his work The New Industrial State 
(1967). Expanding ideas found in his earlier writings, he argues 
that the structural complexity of contemporary large corporate 
structures is highly reliant on the normalization and stabiliza­
tion of market patterns (for ou~ purposes the "environment"). He 
argues that the implementation of a large technological apparatus . 
and its organizational correlates is impossible in the context of 
the classic self~t"eg1.!.lating ~Q:zke,t... r"tieed, the self-regulating 
market (by Jfcs<very definition) imposes certain sti'uCf'ural limita­
tions on ~he potential development and ability to plan on the units 
engaged in market interaction •. , The 1.nability of producers to 
capture a large share of any given market leaves them basically 
at the mercy of the vagaries of market supply and demand. Galbrait 
argues that large corporations linked in an oligopolic relationship 
can persist only once a sector of the market has been captured and 
organ:tzed by the producing units. ,An.other"way of saying this, is 
that larg~'corporate structures have as a prerequisite the destruct! n 
of "free enterprise" if the vagaries and variability of consumer 
patterns are to be such as to support large planning industrial 
unIts. ~L'hus, it may be argued that the existence of complex struc­
tural un.its can emerge only in a protected envi.romnental contexts 
where irAput has been stabilized in time and space. 

If b01:h th4~ great basic tribal social structure and the struc­
ture of the large corporation are seen as extreme examples of the 
relationship between structural differentiation and environmental 
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control, then it is fairly easy to place the American lower class 
upon this continuum. We have already assumed that group processes 
can be sustained in the face of variable environments only if 
we are allowed to assume that groups, in some degree, restrict 
their activity to some hypothetical minimal level of operation. 
For example, the populations of the Great Basic could be maintained 
over a long period of time only on the minimum food supplies 
accessible to them. Population level as such would eventually 
decline through starvation and disease to adjust to this hypothetical 
ml.uimum of food intake. Surplus food, as reported by Steward, by 
and large rotted on the gruund due to the inability of the "productive 
units" to gather such food over the short harvesting season. We 
have argued in a parallel manner that if a group is to avoid crisis 
it can do so by positing structural expectations on a minimal pre­
diction of accessibility of resources and persor.nel for group activity. 
Conversely, a grnup which can stabilize resource input by exercising 
power over the environment, given a certain level of wealth, can 
develop a much more differentiated social structure. ~hus, not only 
paucity of resources but also the variability of resource input if 
left uncontrolled can place definite limits on the size, function 
and st~uctural complexity of social groupings. 

In the face of a variable environment an expanding population 
with ~estricted access to resources would produce a proliferation 
of many, mnall, highly segmented, lower order, groups. This would 
constitute the most efficient response to a variable environment. 
Such a tendency toward proliferation due to problems arising from 
environmental restrictions on potential differentiation would 
be further reinforced by the problems of integration already 
discussed in the previous section. Accordingly, in our case 
segments whose main integrative problem would be the solution 
of group membe~ship definition and loyalty would be poorly pre­
pared to handle the int~gration of these small segments into 
higher order levels of social organization due to environmental 
contingencies. 

The Bearing of Lower Class Characteristics on the Stated Model 

The data taken to test the above conceptual model have been 
drawn largely from a literature revier.l of Herbert Gans (1962) and 
the works of Walter Miller (1958) and Oscar Lewis (1965). The 
purpose of this section is to report prior findings on lower 
class social traits and show how such findings are c.onsistent 
with propositions deduced from the above model. 

One of the primary characteristics of the lower class is 
their tendency to draw sharp distinction between insiders and 
outsi,ders (Gans, 1962, pp ~ 227-228). The primary unit of 
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demarcation is usually between kin and non-kin or peer group and 
non-peer group. One of the findings of this study, as we shall 

, see, is that while such distinctions are ideally rigid, in reality, 
they assume a highly correlative and situational nature. That is, . 
when families are not in opposition to each ot~er, they are able 
to band together against some common threat, For example, sisters 
may fight with each other constantly, but the entrance of a 
non-kin third party is usually sufficient to link them against 
a "common enemy." Other "collapsing structures" might be a kin 
segm~nt versus other kin segments, areas of the community versus 
other a~eas of the community, and the community as a whole against 
"everybody else." Thus, the tendency to create sharp distinction 
between "them" and "us" may be distinctive with ·the lower class in 
terms of the intensity, ferocity, and dogmatism exhibited in these 
situationally bound encounters. Such a finding is wholly consistent 
with the postulation of variable environments. The problems of 
identity bestowal and group autonomy as well as the proliferation 
of these many lower-order groups create a needed (if not an exag­
gerated need) to temporarily close group boundaries under conditions 
of threat. 

In a similar way, the lack of integration abo~ie the most basic 
structural units can be seen to give Lise to the following findings: 
(1) Various studies of lower class groups have shown that the level 
of social organization seldom rises above the family level of social­
cultural of integration. Reinforced by the high risk nature of 
extension of trust, lower class units would show a greater tendency 
to spend more time with relatives and friends -- with people who 
are "safe" risks in the extension of trust and with whom there is 
much empathy (Bell and Boat, 1957; Axelrod, 1956). (2) The lower 
classes are notorious for their low participation in organizational 
life (Axelrod, 1956). This again is consistent with our postulates. 
First of all, interaction in voluntary associations must soonel: or 
later require reliance on "strangers. u This requires that trust 
be extended by the lower-class to a class of people who are more 
unlike than like themselves. This automatically places that lower 
class individual in a position where an extension of trust may not 
be honored and varying degrees of "social expense" encountered which 
might be potentially disastrous to the individual. 

In addition, intexaction with strangers requires certain inter­
personal competencies which are neither rewarded nor developed in the 
ideal structural patterns of every day life as hypothesized above~ 
Thus, to successfully operate in an organizational environment one 
must not only have verbal ability, he must also be able to take the 
role of a great many "others" who are essentially different from him. 
There is little in lower class life which demands the development 
of such elaborate skills. First, the main personnel problems of 
the group are dictated by needs to develop skills which show expressive 
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solidarity with the group. We have assumed that under the conditions 
imposed variable environmental input, the integration of these 
small groups into higher order units is impossible. It would be 
impossible because (1) the cost of trust default is high and (2) 
because skills which would be used to create "bridges" to dis­
similar groups have very little reason for being. Thus, it has 
been observed that the lower class operates within a limited 
repertoire of roles (Gans, 1962). This may be partially so since 
interaction is carried out in structural situations in which the 
interacting units are basically homogeneous. It has even been 
argued but not yet demonstrated in this country that such conditions 
actually are linked to the linguistic patterns of individuals. Thus, . , 
it has been argued that in the lower class context great verbal 
elaboration usually gives away to restricted verbal codes based 
on a tight set of common, implicit understandings (Eernstein, 1960)0 

The restriction of the individual's world to such homogeneous 
encounters limits both his ability to take the role of the other 
as well as the adoption of diverse perspectives in interpreting 
the actions of others outside this domain. 

As we shall see later, there is a distinct tendency on the 
part of lower class individuals to interpret activities on a 
strictly personal level. On~ aspect of this personalization of 
events precludes the perspective of men fulfillirg official roles 
and being forced by the rational order or work 8ctivity in the 
bureaucratic setting to do things which they do not want to do 
(Lipset, 1959, pp. 97-131). As we shall see later, the ability 
of the people in the community studied to conceptualize the 
concept of "office" indfl'.pendent of the people holding that office 
was a constant problem. Thus, organizational office was seen as 
a position of power by 'tlhich personal whim and advantage could 
be sought (Banfield, 1958). The perception of the universalistic, 
affectively neutral, etc., attitudes in the performance in the 
official duties was either constantly denied or not seen as 
operant. 

Thus, the structural context of lower class life as well as 
the social-psychological characteristics produced by such a context 
produ~es a population segment which 1s organizationally inept. 
It can neither organize, nor freely assimilate definitions of 
beha.vior which ideally, at least, operate in formal organizational 
settings. The world seen from the window of pr.imary group centereoc • 

ness, high, affective involv2ment as well as the inherent distrust 
of anyone outside of that group, creates a population which is 
highly unorganizable and distrustful of most associational life. 

Such a world view is usually not altered in the educational 
process. By the time most children encounter experiences which 
would lend- to a "more expanded" world view, they either have become 
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totally alienated from the educational process or have left the 
educational system altogether. Indeed, the tea.chet's most 
admired by the community that was studied were those teachers 
and administrators in the school system who had earned their 
"spurs" and who showed a cormnitment to certain children and 
families in the area of a highly personal nature. Inability 
to learn a bureaucratic definition of office through the 
encou~Lter with teachers and administrators was further 
diminished by the fact that such encounters occurred when 
the family was "under attack" from the school system. Thus, 
by and large, the main encounter of these people with the 
school system (their main contact with "officials") was carried 
on under condition of threat and duress. As we shall see later 
the usual response of the people in this situation was to react 
in a defensive and hostile manner and to interpret the educators 
action on the basis of personal whim and dislike. Such an inter­
pretation was not always wholly inaccurate. 

The personalization of bureaucratic office behavior extends 
far beyond the educational encounter. Other studies have found 
that there is general distrust of government at all levels (Ben­
field, 1958; Gans, 1962). Personal corruption and greed are seen 
as the main motivating forces in the politician's life. In this 
study, recountings of contacts with such officials constantly 
validated th:ls perspective. One could get a concession from a 
politician more easily on the ba&is 'of a personal relationship than 
on the basis of legally based expectations and definitions of that 
office. News reports of corruption at all levels of office holding 
in the country merely tended to reinforce and validate the personal 
experiences of the community's inhabitants. 

Conclusions 

The picture of lower class social structure as presented in 
this research is one that is closely akin to the concept of the 
lumpenproletaria~. This class of people is marked by a lack of 
formal organizat:tonal ability on their part and by their recalci­
trance in being organized by others. It is a group marked by 
a high distrust of the outer world and by a definit~ fear and 
avoidance of authority. This world view it has been maintained 
is usually gained from a small isolated group orientation. Anyone 
outside of this group is looked upon both with fear and hostility 
as being potentially dangerous and e~ploitive. For this study, 
however, the nature of the community context creates a certain 
orientation and perception of the world which creates on the 
population's part an inability to relate in any meaningful and 
profitable way to a rational bureaucratic structure. This 
inability then has two implications: (I) through their own 
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experiences with such structures (as it has been conditioned by 
the needs of adaptation to a variable environment) they have very 
little knowledge or sympathy with public culture or its institu­
tional representatives, and (2) their picture of the world and 
their powerlessness creates a distrust and fear of all forms of 
authority. Thus, they have not developed the skills by which 
they could manipulate such institutions for their own benefits. 
They have no way to get their share of the pie. At the same 
time, the requisites of their environment do not create needs 
from "normal" social skills which are prerequisites for "making 
it." Enduring situational contexts are not present in this 
restricted world in which these skills could be acquired. Thus, 
through the unique demands put upon the lower class to maintain 
some semblance of a structured life in the face of a variable 
environment, plus their exclusion from the knowledge to manipulate 
and overcome that environment, they are people who are uniquely 
unprepared to successfully operate in American society at this 
point in time. In addition it is the wri.ter's opinion that this 
is one of many "vicious circles" which are so glibly referred to 
by those who are in charge of remedial activities directed toward 
the lower classes. It is the explicit assumption in this research 
that nothing in the internal life of the community can break this 
circle. 

FINDINGS AND ANALYSIS 

The Physical Sett!!!a.,. 
i 

The community will be called Potter Addition. Potter Addition 
lies some two ~nd one half miles southwest of Urbana, Illinois. 
It is a fringe community relying upon Urbana for the most part for 
schools, welfare services, recreational facilities, occupational 
opportunities, and access to economic goods. It covers an area 
of approximately sixty-four acres in the form of a huge rectangle, 
with the longer axis running in a north-south direction. It is 
surrounded on ~hree sides by land which has been given over to 
agricultural use. The fourth boundary is formed by a small 
creek which in recent years has been converted into ;a drainage 
ditch for Urbana. The waters of this drainage ditch at one time 
supported abundant wildlife in its waters and on its banks. With 
the urban sprawl, however, and the pollution of the small creek, 
very little wildlife is now found on its banks. 

The surrounding countryside gives Potter Addition a distinct 
rural appearance. This rural nature is a conscious factor in the 
life of the residents of the area. It is in large part seen as a 
good place to live because of the accessibility of a rural environ­
ment. The rural theme is consciously played out by ma~residents 
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of the area. The visitor notes immediately the presence of 
livestock and relatively large gardens. These gardens range in 
size from one-sixteenth to one-fourth of an acre. The presence 
of livestock and gardens constitute a symbolic commitment to the 
rural roots of the population~ The gardens, as well as animals 
raised, are used to supplement the living expenses of a segment 
of the population. 

The presence of gardens and the raising of livestock are 
not the only unique qualities which present themselves to the 
newcomer. Indeed, more striking than either of the above features 
is the presence of junk yards and a high percentage of houses 
which are either blighted or in various states of slow decay. 
Within the sixty-four acre area there are no fewer than seven 
garage-automobile junk yards. They cover approximately ten 
per cent of the community's land area. They are, perhaps, the 
one dominant and defining feature of the community. While most 
of the junk yards are restricted to the 30uthern half of the 
community, the largeslt of these is located in the center of the 
residential area. There is an informal con~ept1on of the natural 
area of the community held by many residents. The southern area, 
located near the Urbana garbage disposal plant, 1. looked upon 
as a "natural area" for unsightly junk yards. The northern 
portion of the co~uunity is indigenously defined a8 a residential 
area. The owner of the one junk yard not located in the south is 
object of constant friction and hostility since his junk yard is 
built in an area which is inforaally regarded as residential. 

Junk yards fill the area with an imagery of clutter and decay_ 
This imagery is further amplified by the presence of rusting and 
relatively ancient cars (often with windows smashed) parked in 
driveways, mounted on blocks at the side of houses, or parked in 
the back yards of private residences. The presence of these cars 
as well as the junk yards indicate, as we shall see later, a 
central life concern of the people in this area. The repair, 
reconstruction, and cannibalization of junk cars to create a 
running automobile is a central focal point of male leisure and 
a dominant life defining focus for males of the area. 

The gardens and junk yards in the end, however, merely serve 
as background for the most stri.king feature of the community: its 
housing. Visual inspection of the housing perhaps tells the visitor 
as much about the people living there as does any other physical 
characteristic of the landscape. The quality of the housing varies 
a great deal. At the risk of overgeneralizing it can be stated 
that the quality of housing declines in a north-south gradient. 

", 

The northern section of the community is filled with the better 
housing to be found in Potter Addition. The housing is, on the 
whole, larger and better kept up. The age of houses in the northern 
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area is difficult to ascertain due to the phenomenal masking 
effects of modern aluminum siding. Many homes in this area are 
of the quality of housing to be found in working class suburbs. 
Roughly ten per cent would fit into this category f, 

The large ma~jority of the housing in Potter Addition consists 
of small dwelling units in various states of arrested disrepair. 
The external features of the housing show signs for the need of 
paint jobs or new tar paper resurfacing. They are by Blild large 
small frame houses averaging three or four rooms. The general 
external appearance, however, is in a great many cases :lnis1eading; 
the insides of the homes are usually comfortable (if not over­
crowded) living areas o The furniture in these homes vary in 
quality but appear to this writer to be usually older furniture 
and at times' either secondhand or furniture which has been 
repaired or recovered by the residents. It must be emphasized 
that the writer's experience required continual readjustment of 
total housing imagery when the inside and outside of houses were 
compared. 

Exposure to the community over a short period of time alerts 
the casual observer to other features of this '~idd1e rang~'housing. 
There are tell-tale signs of serf.a1 processes of construction by 
amateurs. The telltale dis conformity of eave angles and the non­
meshing of walls and roofs on two separate sections of a house 
give e"J'idence of the jerry-built history of these dwelling units. 
Often two different types of external coverings will clothe the 
same house. Inquiry as to the heluse and its history creates a 
series of exotic stories, storieE; which tell a history of men 
being thrown back on their own mt~\,ager skills and resources and 
having to make do with these in order to obtain miniDla1 shelter. 
The building process itself has often taken exotic turns. Several 
houses have been created by setting two separate dwelling units 
flush ,",{) each othel". knocking a doorway in the common wall, tar 
p~;ering the area where the two roofs co~e together, and increasing 
the available living area for a growing family. 

Many of the aging resj.dents have ceased to build on to their 
pre~ent housing. However, the tell-tale sign9 of serial housing 
construction which was carried on in the late 1940's and early 
1950's is still in evidence. The decision to build onto a house 
was by and large determined by two factors: (1) the size of the 
family and its rate of growth, and (2) the availability of cash 
reserves at any given time. The buildings in a certain sense are 
tributes to the creative, pragmatic and "frontier-life" orienta~ions 
of the population. In a great many cases construction materiais 
were used at a moment's innovation and were usually picked up through 
bargaining, gifts, or at times (it has been alleged) outright l'mid­
night requisition." 
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Nowhere is the creativity and past poverty of the residents 
more clearly shown than in roughly the bottom ten per cent in 
adequacy of housing$ These houses were some of the earliest 
L::dlt in the area. Their state has changed little in twenty 
years. From these houses, one can deduce that Potter Addition 

.. 

in its early days looked much like the Hoovervilles of the 1930's. 
Some examples of the housing in this grouping will perhaps clarify 
the point. One house consists of two railroad boxcars set parallel 
to each other joined by a common door and constituting a living 

", 

space for five people. Another house (long since abandoned) consists 
of six hexagonal chicken coops joined in such a way as to create 
one large living area. A third example is a hou:se which has sat 
on three different pieces of land in Potter Addition during its 
lifetime; it originally was a pigsty. Perhaps one more structure 
should be listed although it is of more recent origin; this is a 
quonset hut apartment house which houses four families. These 
houses represent the most exotic structures in the area. 

In conclusion, the housing, the junk yards, and the gardens 
are accurate reflections of the people, their interests, their 
life styles, and their economic level. As such, the physical 
setting of Potter Addition when observed in even the most casual 
way reflects the life processes that have gone on and are still 
continuing in the community. 

Social Demography and History 

Potter Addition has been settled by three different waves 
of migrants in the past forty years. The first WBLve settled 
the area during the dme period of 1927 to 1939.. These migrants 
came from Urbana proper and were by and large res:tdents of that 
community's "fringe" as it was defined at that time. The move­
ment of these people to Potter Addition thus did not represent a 
disjunctive shift in life style. It did not represent an upward 
shift in their stratification position vis-a-vis the larger 
community. They were usually near or at the bottom of the social 
structure at that point in history. Nevertheless, they were still 
part of the Urbana social structure. Today, with a few exceptions 
they remain in that position. 

The main goal spurring migration during this time, ~Yhich 
spanned the depression years, was on the whole to own one's own 
land where it could be bought cheaply. On this land they could 
have a home and garden which granted them some security from the 
economic conditions of the times. 

The second wave of migrants entered the ~rea from 1940 to 1949a 
Undoubtedly the Second World War created the conditions by which 
the migration channels were reopened into the area. During this 
period a distinctively different group of people intruded into the 

58 



" 

area. They 'were by and large of southern "hillbilly" stock, 
migrating from southcentral Kentucky and northcentral Tennessee. 
There were surprisingly few Appalachian immigrants whose paths 
had followed a line from Appalachia to Akron and then to Cleveland 
or from Appalachia to Indianapolis and then to Chicago. The 
migration from southcentral Kentucky to Urbana during this period 
had been established thirty years earlier by the first influx of 
immigrants into the Urbana area. The dynamics of migration seemed 
to follow a distinct pattern. That is, earlier immigrants formed 
beachheads for others in their kingroup who would aome later. 

From informant reports, what attracted these southern ~igrants 
to Potter Addition was cheap rental housing. During; this t:bne a 
series of ten houses had been built by a local entrepreneur, and 
these served as the magnet which originally drew these people to 
the community. The migrants first rented in Potter Additi.on and 
then bought land and housing there when times got better. 

The people who came to this a1cea were essentially "rural 
proletaria~' little acquainted with the values, mores and expecta­
tions of the local culture. Their "low-life ways," "drunkenness," 
and "immorality" soon labeled thean as an outcast group in the Urbana 
area. The recepti.on of the migrants by the founders of the community 
was at best ambivalent. Since the newcomers had settled in the 
lower area of Potter Add~tion'i they were isolated by a distance of 
some fourth of a mile from the original settlers. This distance 
was lengthened socially by the demonstrated difference in life-
style of the newcomers. This social distance was 1n time shortened 
by the inclination of the old timers to help out others in time of 
need. This "help your neighbor" approach was only one factor which 
create',!; a tenuous integrated community at this time. A second 
more powerful set of. factors was located outside of Potter Addition. 
Contact with law enforcement agencies, welfare agencies, and the 
schools in Urbana goon earned all those residing in Potter Addition 
the name "white trash8" This process of stereotyping and stigma­
tizing created problems of integration for the two population 
waves which are still seen even today. On the one hand, the old 
timers probably regarded the institutional stigmatization of the 
newcomers as both appropriate and correct. On the other hand, 
ambivalence was generated by the ecological and conununity based 
nature of the ~igmatization. Thus, while the entire population 
of Potter Addition was equally classified as members of a stig­
matized community, the older residential generation in its own 
way attempted to isolate itself in both activities and sentiments 
from the unacculturated newcomers. 

This was the state of affairs until the middle 1950's. At 
this time, overcrowding within Urbana and the rise of land prices 
in the area created a third wave of migrants. This wave was 
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relatively minor. The third wave consisted mainly of stable 
workingclass families. They were seeking home ownership and a 
rural environment as cheaply as possible. This group was con­
sistently oriented towards the larger community. It took its 
cues and sought prestige in the eyes of the parent community. 
The third wave eventually began to represent Potter Addition in 
the councils of Urbana. Thei'.r lack of tenure in the conununity, 
their lack of deep kinship relatedness, and their outward orienta­
tion from the community, howe"er, limited their access to acceptance 
among earlier residents. While this group has usually been the 
public front for Potter Additi.on, they represent in essence leaders 
without followers; community elites with(.lut a constituency. Thus ~ 
today they are seen by the inhabitants as being in Potter Addition 
but not as yet of Potter Addit.ion. 

The last major population segment to be discu§sed are the 
children of immigrants who havE~ now been raised in the community, 
achieved adulthood, and a're nO~T raising their children in Potter 
Addition. For these people the security of Potter Addition (as 
it is) and their exclusion from the institutional life of Urbana 
have made them chauvinistic defenders of their conununity. In 
one way they ,know little more than Potter Addition. What they 
know of life outside of Potter .~ddition is fearful and threaten­
ing enough to drive them back illtO the arms of their natal 
community. Thus, we have in Potter Addition not only elements 
of social structure based on different social types, as determined 
by place of origin, but we also nm.r have the beginnings of a 
"culture" which is being passed on to a generation of people who 
have known little else but Potter Addition. 

Work and Career Orientation 

Several writers have alluded to the tendency of lower class 
individuals to have variable occupational histories (Miller and 
Form, 1951, pp. 539-605). The occupational histories are var:iab1e 
in three ways. First, the early period of job trial and searching 
behavior is extended. Secondly, the progression of jobs taken by 
the individual seldom are linked in any progressive career manner. 
That is, they show no "internal logic of development." For examples 
.'a·'';l)e.rson may first takE' a job as a filling station attendant, then 
as a'constructi~n laborer, then as a dishwasher, and in time may 
end up working once more as a filling station attendant. None of 
the above jobs show a continuity or some internal uni1inea1 
consistency in job content ,nor stability in the physica~ situs 
of employment. 

The above instability of work caI~eer was found to be a model 
work pattern for many in Potter Addition (especially in the early 
'years of gainful employment). Usually stabilization of a person's 

60 

" 



· occupation and situs did not corne until his late twenties or 
thirties. The data have been interpreted by this writer as indica­
tive of certain strategies developed by individuals in an occupa­
tional settin.g in which they have little leverage on the labor 
market. The leverage ",hieh might have been available to them 
could have corne in either of two forms. First, individuals might 
have a skill which would allow them some form of a bargaining 
position on the market. If they lacked this skill, they might 
have been eligible for union membership, and in this case the 
col1.~-:.:c tive levE:rage of the union might have accomplished some 
degret~ of job s tab iIi ty. However, t- le large maj o:r:tty of males 
in this community had neither type of leverage. Having left 
school early, they did not have the skills nor the prerequisites 
for obt,aining skills which would have allowed them to stabilize 
their occupational life chances. Because of these lack of skills, 
they were usually employed by either marginal farmers or marginal 
entrepreneurs. Since these businesses are highly resistent to 
unionization, employment in these ma.rginal enterprises deprived 
most Potter Addition residents of job stabilizing benefits of 
union protection. 

In the face of such small leverage in the job market, the 
most efficl.ent occupational stragegy would be not to specialize 
but rather to develop a shallow but wide rangi.ng set of skills. 
The aims of such a strategy would not center o.n developing a 
stable career pattern within one occupational category. Rather, 
the primary aim of such job behavior would be merely to minimize 
the periods of unemployment. As such, a semi-skilled career 
orientation could actually be dysfunctional for these purposes. 
Indeed, to tie oneself to a single semi-skilled position would 
probably increase the length of unemployment. Thus, the needs 

"of the lower class worker in an unaided situation, it is argued, 
would be diametrically opposed to the establishment of careers. 
Indeed, the idea of a career is that a career presupposes an 
orderly progression of roles would assume a stability in the 
occupational environment which does not exist for the lower 
class. . 

·The upshot of wide ranging strategies of job seeking 
activities would preclude an emphasis' on specialization. 
Indeed, it is argued that the lower ·class worker of Potter 
Addition comes to define 'his job worthiness not'tn terms of any 
one set of skills, but rather in terms of personal qualities such 
as flexibility and adaptability to a large variety of occupational 
situations. It was generally accepted by the 'people of Potter 
Addition that a man was better off being a "jacJ< of all trades." 
While it was ideally admitted that it was better to have one job 
in one place for a stable period of time, the person looked up 
.,to was nevertheless the p.erson who could do many things in a 
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"passable" manner. This hiatus between verbalization and sanction, 
as we shall see, is not unconnnon in many areas of life in the 
connnunity. 

The wide ranging, job searching strategy and the high value 
placed on the jack-of-all-trades was reinforced in certain non~ 
occupational sections of life. The unstable wor'k histories 
tended to exclude the i.ndividuals from full access to the cash 

'nexus. They could not exchange cash being gained from a stable 
occupational career in order to employ specialist services in 
various other areas of activIty. In the absence of large cash 
reserves, the person was thrown back onto his own talert: and 
resources. Thus, there was at proliferation of do-it-yourself 
activities. The jack-of~all trades phtlosophy which served to 
rationalize this occupational behavior also operated in such 
a way that he involved J:i.mself in many "do-it-yourself" activities. 
If a car needed repairing, thle indivj.dual, rather than taking 
it to a garage, would rely on his own meager knowledge and that 
of his neighbors to get the car back into running order once 
again. The same was true for house repairs, plumbing) or some 
other form of repair or constt'uc.tion. 

A majority of the people in the community regarded stable 
occupations or professions with a mixed envy and distrust. The 
quintessence of occupational stability, the professional, was 
looked upon with both fear and ,disdain: fear because of the power 
which h2 held over them, and d:f"sdain because of the belief that 
wealth and possessions derived from the profession were somehow 

,il1gotten or ct:her:wise illegitimate. While there were variations 
of thj.s theme, the professional was usually viewed as either being 
dishonest or non-manly. That is, his rewards, centered on non­
physical activities, were somehow "tainted." Such an orientation 
toward orderly careers can to some extent be written off to envy. 
However, the writer feels that this sentiment was also derived 
from a specific world view and evaluation as to what the nature 
of u true work" really was. The view of professionals held by 
much of the population may be understood in terms of the sociology 
of knowledge. That is, the life experiences of this group defined 
work, the only work they intimately knew, in terms of highly 
personal, "volatile" qualities which were linked to physical 
effort and bodily energy. Survival in their occupational jungle 
was accomplish€~d not so much by specialization but by doing a great:: I 

many things "moderately well." No one would deny, of course, that 
professional people were "better off," "smarter," etc. However, 
the view of the legitimacy of these rewards as they related to 
occupational success were never completely accepted. 

This state of affairs created ambivalent situations for 
children. Children were constantly told to work hard in school 
so they could become doctors, lawyers or engineers. On the 
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basis ,of my observations:l however, little reinforcement was given 
to these verbalizations. More often than not a child would be 
praised more for his mechanical skills than his intellectual 
ability. He would be praised more often for his skill at auto 
repair and "fix-it" activities than he would for educational 
excellence. Indeed, the view of education was transmitted in. 
a very ambivalent manner. While few would deny the virtue of 
a good education, even fewer had experienced in their lives 
positive encounters by which that education could be put to 
use. 

Success cn a job and indeed pleasure derived from a job 
were usually gained not from the display of technical skills 
but from the set of social-emotional relations with others on 
that job. Here again, the perception of work not as career but 
as short-term oriented, expressive situations tended to separate 
this class from what might be tenned middle-class ori.entations. 
Thus, the locus of work and talent was seen to reside in the 
personal and bodily attributes of the actor; the idea of the 
worker as an efficient bearer of a specific and integrated set 
of skills was constantly underplayed. 

We may thus conclude that orientation of the individuals 
towards work in our community has its roots in the unstable 
relationship which he experiences on the labor market. These 
experiences are of such a nature that they do not validate a 
career orientation for the lower class worker. Indeed, his 
experiences as to what works in job hunting and holding can 
only lead him to regard careerists with suspicion. 

This study further concludes that the worker's approach to 
his work and his perception of ot~er occupational categories 
cannot he written off .entirely to> envy or status frustration. 
Indeed, his encounters on the occupational market validate a 
certain conception of work and a world view which is deviant 
to the extent that it is anti-career and anti-specialist. 

Consumer Patterns 

The variable input of financial resources into the family 
was found to place households under continuous strain. Unable 
to sufficiently maintain themselves through channels open to 
the average consumer, families in Potter Addition 'developed a 
set of strategies to "m.ake it." 'l'herl= \>1'as first the tendency, 
as noted above, to do as many things ~s possible which normally 
require financial resources to be committed to the purchase of 
expensive services. The individual solves this problem by 
employing skills found either within the family or among friends 
or other people in the community. What cannot be obtained by 
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formal economic hange is obtained through info'.rmal and personal 
channels. ReI , . e on ft'iends, ne:9.r kin, and peers for financial 
aid during times, ecorhcJmic cris!;; was found to be a general 
pattern of econ ,. adj1.:I,stment in:his area. Just as personal 
qualities and re: ,tions1:d.ps acted l;lS supplemental buffers in 
competing on the . b ma.rket, persoIlal contacts were utilized to 
obtain funds or ! er types of aid during periods of shortage. 
Such funds were lly granted with the implicit understanding 
that such acts 0 . d would be reciprocated when the donor found 
himself in a futu financial state of need. The perpetual nature 
of financial cris did not always make such reciprocity possible. 
Sometimes the ins' tal use of kindred and peer group members 
linked with the i ility to reciproca.te in time of need often 
placed kinship . eer group relat:lons under unbearable strains. 
Often it would 1 to serious fiss:t.on within the extended family 
or 

The paucity sh resources a.nd the variability of those 
resources have made Potter Addition cil "second-hand" culture. Much 
of the furniture and othe:r family prOpE!l'ty was obtaiped second­
hand. The quality of this second-hand merchandise usually varied. 
One often gained the opinion that in dealings which involved trading 
or barter, the object being barga.ined for was often of secondary 
(~oncern. Indeed, to get a good second,-hand object cheaply was 
ISleen to refle(!t as much about the ac:eumen of the person who 
made the deal as it'did about the utility of the object itself. 
1Chere was a general motto of "why buy something new when you can 
get the same thing second-hand and at b.alf the cost!" Such a 
motto does not point out merely ancilliary deviations of life 
s;tyle; rather, it more or less state!:; the norm of consumer practices 
:f::or many of the families in Potter Addition. Thus the women of 
the area were constantly deni~ens of garage sales, second-hand 
shops, a.nd IOn occasion, Salvation Army stores. When something was 
bought new, it would more often than rIot be bought at one of the 
several discount houses in Urbana. 

Such economic behavior cannot be classed as purely "rational" 
market activity. The search for the deal itself does not preclude 
such activities from being a rational market pattern. However, 
when one places as much emphasis on the process of obtaining 
objects as they do on the object as an end in itself, such con­
sumption becomes more than an instrumental act. It would, of 
course, be possible to write this off as some deviation from 
normative market orientations. However, to the extent the object 
under exchange is of secondary nature; the acquisition process 
is treated as an end in itself. 

In a similar way, exchange in Potter Addition takes on a 
"ritualistic nature." More than objects are being acquired; 
reputations also are at stake. The consummation of a deal may 
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involve a personal victory; this personal triumph may be as impor­
tant as the acquisition of the object. Now'here is this dual nature 
of exchange seen better than in trading and "do it yourself" activities. 
If one repairs an automobile, he has done more than repair a machine. 
He has displayedl a competence. A competence, by the way, for which 
he would otherwi,se not be rewarded in the everyday life of work. 
It may be hypothesized that the activity of trading and bartering, 
car repair and "handy man" work are arenas of competence display 
by which a man can gain recognition in the eyes of the corrmunity. 
Thus, the community in its consumer activities provides an arena 
and an alternative set of standards by which esteem is gained 
which could not be found in the public culture. 

This ritualism reaches its greatest height with those who 
own horses. Here the fine art of horse trading is the perfect 
arena for the display of male good sense. Indeed, the vicarious 
joys of horse trading provide a perfect arena for the display of 
competencies not rewarded in the males' present occupational 
circumstances. At times the trading game becomes as vicious as 
anything this writer has ever observed. Indeed, in the eye of 
the horse trader the really good trades are ones in which something 
is put over on the other horse trader. At the risk of being flippant, 
it is the writer's opinion that the closer such activities verge on 
outright theft and grand larcency, the greater is the joy of the 
person consummating such a deal. James West (1945) has in essence made 
the same observation in his study of a small Missouri hamlet in 
which he also notes the propensity to trade horses and to some 
extent automobiles as a male leisure pastime. 

So far we have probably not connnunicated the pain, panic, and 
anxiety which comes from livin.g in a situation where incoming 
resources are not predictable from week to wer,;!k. If, as we have 
suggested, people were to scale their desires down to a subsistence 
level, much of the problem might be alleviated. However, this is 
seldom possible. While some men may make as much as $6,000 a year, 
that salary may go to support two adults and four children. and 
to payoff numerous debts that have accumulated. What makes things 
even more desperate is that much of the money may be earned during 
a six or seven month period. The other months are, indeed, lean. 
It may be speculated that such variable resource input makes 
long term budgeting all but impossible. How can one budget when 
income from week to week may vary as much as sixty to eighty 
dollars. When attempts are made to build up savings, which might 
even out the peaks and troughs of income variation, they are 
usually seen as being wiped out by forces beyond their control. 
Thus, sickness, which seems to be much more prevalent in the area 
than others in which the writer has lived, is a constant threat to 
savings. As one woman said, "We don't save anymore., We tried to 
when we were first married, but il': seems like every time we did, 
something would happen and we would lose it all." 
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Part of the threat to accumulated savings comes from the 
collective demands ~rlhich near kin place on the nuclear family's 
resources. It is not uncommon for kin and their families when 
in need, to live in the household of another relative for as long 
as four months. Their circumstances usually do not ena,ble them 
to contribute to household support dur.ing these times. 

Another source of stra,in on family resources comes f"com the 
proclivity among the young to divorce or separ.ate. Usually the 
daughters then return to their mothers and receive support from 
their family of orientation. This var:i.ability of household 
composition and its openness to demands of relatives increases 
the variability of resource input by making it impossible to 
predict the needs of the household unit over a given pf!riod of 
time. 

One source of aid which is utilized to normalize income 
variability is the use of credit. The one store in the area is 
run by a woman who extends credit to many people in Potter 
Addition. She, in fact, admits that it would be difficult to 
keep the store open if she did not extend credit. She is known, 
respected, and even loved by many of the people because she 
Hcarries families" during times of unemployment. It is not unconnnon 
for families to run up bills as high as three or four hundred 
dollars during those periods of peak unemployment during the 
winter. This woman is not seen as being particularly exploitative 
of her customers; rather she is regarded as many as a valuable 
community resource. 

Another source of credit is the loan company. Many are in 
constant bondage to loan companies. Many families in the area 
have not known a time for many years in which a payment to a 
loan company was not du,e ~ The loans are usua.lly taken during the 
winter and early spring in order to see a faDlily through seasonal 
unemployment. Income gained during the good months of employment 
usually goes to payoff outstanding bills to grocery stores, loan 
companies, and to catch up on back rent. By September a family 
may have paid off all debts except for the loan companies. By 
November the cycle has started over again. There is, therefore, 
for many families in the area an annual cycle of crisis and despair. 
This cycle to a great extent precludes planning and orderly alloca­
tion of economic resources (and concomitantly a stability of life 
style). 

Presently, relatively good times have come to Potter Additionc 
The writer has been told that in the past almost every family in 
the area at one time or another has been on relief. , Today, only 
four families in the area, to this writer's knowledge, are on any 
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type of permanent relief. Many of the "older" families have been 
able to find stable employment at the nearby university~ For 
many, life has never been so good. They will be the first to 
inform you of this and to regale you with personal stories of 
past hardships. 

This infusion of "wealth" has not, however, created on the 
whole a marked change in life style from that of the 1940's. 
Many do not believe that good times are here to stay. The majority 
still operate with an implicit "depression" or Yfhardtimes" psychology. 
The new wealth arnong some of the young families has provided a new 
life style, but these are few in number. 

What is remarkable is that this wealth has not created a 
convergence with urban middle-class life styles. It has rather 
created a condition for the accumulation of certain possessions 
which maintains the person's commitment to the rural way of life 
f~om which he has come. 

An example of the above is the fetishism connected with land 
and land ownership. The "hunger for land" transcends the mundane 
desire of every man to own his own home. The ownership of land 
represents for many a base of autonomy from intruding outside 
forces. The ownership of land is seen as a base of security and 
a validation of self-worth and citizenship. The ownership of 
land is often a stated goal related to the rural origins of the 
popul~tions. Land is something that many of these people have 
always wanted since the time they or their parents were hired 
farm laborers or when their family was driven from the land early 
in this century. It thus represents for many a symbolic tie to 
the "idyllic" rural life-style, a life-style and a way of acting 
in which most feel comfortable and at ease. 

For others the desire for land represents an attempt to 
supplement their income. About sixty-five per cent of the lots 
in the community hold more than one dwelling unit. Many of these 
dwelling units are inhabited by relatives and dependents on a 
permanent basis (or temporarily by relatives who have fallen upon 
hard times). In several cases the accumulation of relatives makes 
the adjoining acreage almost a "clan gathering." 'rhe high rate 
of divorce makes land and housing a useful commodity in that 
divorced or separated daughters may occupy a house Ilear the 
parental household. In many other cases the rent gained from 
extra houses is a useful supplement to annual income. However j 

the priority of housing needs of "down on their luck" kin some­
times takes precedence over the purely rational presuppositions 
of "la-ndlording." Often such loyalty to kin decreases the income 
potential of property ownership. 
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In summary, there is a disjunction especially among the 
older families between what they own and how they operate in 
daily life. Despite this relative infusion of wealth they still 
look for the deal, the steal, the quick buck, the spontaneous 
event which results in a "killing." This is a. very important 
part of their lives. The very survival of the .de!!. points to a 
function other than the purely adaptive and economic. 

The fear of a new depression or crisis, especially among many 
of the older residents is a constant factor which shapes their 
life style. The random uncontrollable mutations of occupational 
career and family instability is still the present reality. 
"Affluence" has not seemed to change this in the last twenty 
years. Future expectations are still posited on, the postulates 
of variability and scarcity rather than those of affluence and 
comfort. 

We have tried to show in this section the economic foundations 
upon which social life in Potter Addition is posited. Variability 
of physical resources, as well as their paucity, require~ certain 
perceptions of the outside world in order to assure some modicum 
of survival. The openness of primary structural units creates 
an even more variable environment since much of the variability 
of resource input is co-defined relative to group and structural 
arrangements which themselves vary in composition. Thus there is 
a double variability here which shapes the economic life of the 
community: the variability of resources and the variability of 
the composition of the mit which utilizes these resources. 

An Outline of Commu~ity Social Structure 

1. The World of the Sexes. Men and women live in different 
worlds in Potter Addition. To a large extent this bifurcation 
has its foundations in the separate audiences to which they respond. 
Men are largely tangential to the relevant activity of both house­
hold and community. The arena of relevant activity for men in 
Potter Addition is the work place, the male leisure group, and the 
bar at which to drink. 

The isolation of the male from the ongoing life of the community 
has several sources. First, the early age of marriage (about 17 to 
18 years old) and the occupational instability of the young man 
create from the outset a vulnerable conjugal unit. His inability 
to validate his role in the family authority structure by '~ringing 
home the bacon" is a constant threat to his status in the nuclear 
family, for his unstable employment places his family in constant 
need and crisis. Aid during times of employment crisis usually 
comes from the wife's mother. Usually the wife's family ma.kes 
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available housing which it owns either on a low-rent or rent-free 
basis. Ordinarily the mother~in-law has free access to the 
daughter's household and in time takes a hand in household decision 
making. On the basis of aid rendered, the wife's family establishes 
through reciprocity some basis for decision making within the 
daughter's nuclear family. Because of this loose integration of 
the two households, the family in Potter Addition seldom approximates 
the modal neolocal, independent, nuclear family. 

'While the mother-in-law's role as critic and decision making 
head of the daughter's household is a sporadic activity and is 
seldom seen as legitimate, it still nevertheless occurs. The 
financial leverage which the mother's family holds, the husband's 
demonstrated inability to provide for his family, and the definition 
of the household as "female territory" sooner or later excludes the 
male from many household activities and decision making processes. 

The role of the male as head of the family is basically a 
perplexing one. He can be said to have autho'ity in one way and, 
at the same time, to be powerless. While he is never excluded 
from the semblance of decision-making processes, the power of the 
wife and mother dyad is in most cases sufficient to override any 
position that he might hold on a given issue. He is caught in a 
double bind situation. He is expected to "rule" the household 
by the fact that he is a male. At the same time, however, he is 
seldom given a voice in the making of crucial decisions. His 
authority is usually circumvented by the mother-in-law. 

The husband thus assumes the position of ~eing an affine to 
the basic female core of relatives who constitute the core kinship 
structure in the community. In that he is evaluated as an affine, 
his main role is seen as mainly a companion to the wife. He is 
the sexual cohabiter, a husband, but not an instrumental leader. 
He 'is the "cock of the walk." He rules the household by substanceless 
fiat. His rule at times approaches tyranny and the wife will submit 
to his whimsical dictates and posturing. But here is the paradox: 
while he maintains the form of family leadership, he i& constantly 
bypassed when issues of long range family policy arise. He is 
especially bypassed when decisions have to be made which deal with 
the children. He is in this case a basic appendage to the three 
generation, matrilineal dominated) family group. If one were to 
evaluate the powers ot the father in the household, he would have 
to be see~ as possessing a veto power. He can be a main force in 
the obstruction of long term decision-making processes. However, 
in varying degrees he is seen as lacking power or "comptence" to 
contribute to the decisions which affect the family's future. 

In addition to the occupational factors which relegate the 
husband to a fairly impotent role in family decision matters, the 
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demography of his situation contributes to his exclusion from the 
family. Potter Addition is inhabited by a basic core of non­
mobile families. When there is mobility, it is more likely to 
be among men than women. There is a tendency for women to 
settle and remain near their mothers. Marriages are in many 
cases effected by the male "marrying into" the family and the 
community. A large portion of the kinship groupings in the 
community consist of multi.-generational care of females married 
to "satellite husban.ds." The ease of availability to each woman 
of a core of potential female allies contributes to the asytmM~try 
of household decision making processes already alluded to. 

The "satellite" status of the male is symbolized in terms 
nf reference. On numerous occasions a man will be referred to as 
uSheila Stoner!s husband." In this case the name Stoner is the 
woman's maiden name. Even after ten years of marriage many women 
continue to be referred to in the community by their maiden names, 
and the husbands ar.e still often referred to only by their relation­
ship to them. This and other examples suggest that there is in 
the community an implicit rejection of the husband as a significant 
member of the kinship group. He has littlc~ or no status independent 
of his wife. He is seldom defined in the community as the effective 
head of the family; this only comes in later years when he has 
established tenure in the community. 

Thus, to understand the basic powerlessness of the husband 
and his exclusion from community and family activity, one may 
at best see it as a "conspiracy" in which kinship related factors, 
mobility, residential and economic contingencies relegate him to 
a secondary status in family and community. 

2. The World of Women. Despite the increasing tendency of 
women to seek employment outside of the home, the world of women 
and the world of Potter Addition are by and large coterminus. The 
integration of community and female based kinship groups creates 
a structural core of related females which carries on the business 
of every day life in the community. The segmentary nature of 
social groupings in Potter Addition results from the fact that 
female kindred (and hence satellite husbands) tend to associate 
with each other to the exclusion of non-kin. The world of the 
female is relegated by and large to the task of raising children 
and mediating relations between her nuclear family and other 
significant female kindred. However, a relatively low amount of 
time is spent in supervising older children. As long as pre­
school children are in the home, this reduces the mobility and 
potential hoars spent in visitation. For older women, however, 
much time is spent visiting with other females during the day. 
While the usual composition of these female visiting groups 
is heavily biased toward kin, various other women who are not 
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related are also includea in these groups. These female coffee 
groups set up patterns of communication which "integrate" the 
various discrete kinship groupings in the community. 

The conversations which go on in these "coffee klatches" are 
by and large restricted to community and family related matters. 
Various forms of gossip are freely circulated during these daily 
get-togethers. The content of conversation is much like that 
reported by Gans in that na.tional news or news outside the community 
is seldom a central focus of attention (Gans, 1962, pp. 74-104). 
When such matters are brought up, they are usually inserted into 
the conversations in order to emphasize the uniqueness or the moral 
superioristy of their family or of life in Potter Addition. In 
general the topics of conversation deal with who has gotten married, 
who has had children, which has occurred first: children or marriage, 
comparing notes on childrearing, and discussing any recent scandals. 

Most of the formal organizations, as we shall see later, are 
fe~ale dominated. Assumption of leadership roles by older females 
extends to the various formal associations in the area. While men 
have in the past played roles in the founding of organizations, 
they are usually supplanted by females in a short time. The only 
exception to this female hegemony in Potter Addition is the Volunteer 
Fire Department, an activity which by its nature is the sole domain 
of males. 

In addition to women holding key leadership posts in the family 
as well as the community, this female dominance is further buttressed 
by a diffuse unity of women in a common identity based on their 
sex. Thus the writer has observed several times men being "g£:lged 
up on" by a group of women in order to enforce the will of one of 
their number. In most public confrontations of this nature there 
is uSiually a joking relationship which pervades such interaction. 
However, it soon becomes apparent that while the style is in 
good humor, the aim of such joking is far from humorous. This 
telldency of women to support their "own kind fO is another factor 
whic!h tends to separate the world of the sexes and to limit inter­
action between them. The men usually avoid extended interaction 
with such groups of females. 

While female dominance is a central characteristic of life 
in the community, it is by no means an overwhelming force. Certain 
factors limit the women's ability to be totally dominant and to 
act as an untrammeled critic in family affairs. First, the male 
is not a totally captive audience held tightly in the grasp of 
women and their reference groups. He does have places and groups 
to which he can flee to avoid the full brunt of female criticism. 
While a woman may at times enter these arenas of the male subculu.re, 
she does so at the cost of some internal sense of dignity and proceeds 
at the risk of being evaluated in a negative way in the eyes of 
her fellow females. Going into bars to look for one's husband is 
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looked down upon by all in the community. It is seen by many as 
an implicit admission that the woman has lost control over her 
husband and, in extreme cases, has ceased to monopolize his 
affection .. 

The second factor which ameliorates the satellite standing 
of husbands is the recognition of the technical legitimacy of, 
male authority. The cloak of female dominance in crucial decision 
making processes is not worn easily. Many women resent the 
leadership roles which they often see as thrust upon them by the 
default of their husbands. The husband is constantly subject to 
some potential form of criticism by the wife for having to "do 
his job." At the same time many females are ambivalent since 
they also realize advantages of having power in running a house­
hold. 

In summary the world of the sexes in Potter Addition is 
segregated through the mechanisms of differential association, 
differential areas of interests, and spatial separation of arenas 
for competency display of the sexes. The unique configuration 
working within the community creates a "de facto" arrangement by 
wh:'-ch women are dominant. At the same time such female dominan.ce 
is attenuated to such an extent that males are not totally excluded 
from family and connnunity processes. There should be no mistakt:~, 
however, that in crucial testing of dominance during periods of 
crisis the woman is f,n a much better strategic position to enforce 
her definitions of the situation. 

3. Family and Kinship. The discussion of the world of the 
sexes lays the foundation for a discussion of the f~mily. To repeat, 
the modal form of the American family as suggested by Parsons is 
not applicable to this connnunity. The relatively isolated, neolocal, 
alineal, nuclear family i.s found only in a greatly modified form 
(Parsons, 1954, pp. 177-197). The modal family type for Potter 
Addition is a variant of an extended family, with lineal over­
lapping of nuclear family units along female lines. The contin­
gencies of "matrilocal" residence, the asymmetry of accessibility 
of kin skewed toward the female line, and the non-viability of 
the husband role especially in the early years of marriage are 
all central defining featur,es of the family in Potter Addition. 

A second factor which elaborates and reinforces the tendency 
toward matrilineal dominance :1.9 the high rates of disorganization 
found in these families. A high proportion of families are 
"broken." Either through physical absence or role default many 
families do not have a full contingent of family roles through 
which to operate (Lewis, 1967, pp. 330-368). For example, an 
alcoholic husband who has defaulted in his responsibilities creates 

, probl~~s for the organization of family life • • 
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Upon a few occasions neither parents nor lineal surrogate 
carries out parental responsibilities. In these cases the collapse 
of the entire family would be inuniment. Under r;uch situations, 
a sibling of one of the parents (usually on the mother's side) 
may temporarily take over the parental role. However, because 
the uncle or aunt's resources usually are limited, the oldest 
child goes to 'work to support her siblings and assumes the pa!'ental 
function of the family. The assignment of such a surrogate 1'0112 

to the child is based more on seniority than the sex of the ch:tld. 
Usually the role of surrogate mother extends beyond the time that 
her siblings are economically dependent upon her.. She become,s 
and remains a "mother" to her brothers and sisters as well as 
to her own children. 

One source of default is found in the young wife's emergence 
as an autonomous household head after the birth of her first child. 
Through a series of emotional and economic ties to the mother, 
she may be blockad from the role of responsible. adult. In essence, 
the young wife never sloughs off the definition of' ('.hild in the 
eyes of the mother or, as a matter of fac~, in her own eyes. 11a11Y 
times child raising and socialization decisions ar,c made by the 
grandmother and not the young wife. In fact, in many cases the 
newborn's status as grandchild is more relevant than his status 
as child. Such a "childhood status" for the young mother forms 
a set of buffering relationships vis-a-vis the grandmother which 
encourages (if not rewards) the default of adult socializing 
activities on the part of the mother. More often than not, the 
grandmother takes over the job of setting standards by which the 
grandchild is raised. Since the young wife has not only an 
ambivalent status with her mother but also is subject to economic 
leverage on the mother's part, the wife seldom experiences autonomy 
in her own household. The young wife is in reality reduced in 
many cases to a position of being her children's sibling. 

The role of' mother, as a distinctive status, is seldom experienced 
as a separate status by many women. The "normally" defined role of 
mother is usually colla.psed and absorbed into the role of grandmother. 
Instead of a "normal progression" of chiLi, adolescent, wife, mother, 
grandmother, the life career of many females jumps from "sibling of 
own children" to that of "grandmother-mother." The "normal" role 
of mother is usually experienced by women only after their own 
children bear children. A woman may see herself as growing up 
with her own children, and she looks forward to grandchildren 
in order to raise a Hnew batch" to which she will relate as a 
full adult for the first time. 

Many times this creates problems in the socialization of 
children. If a child cannot get what he wants from his parents 
he can often go to his grandparents and have his request fulfilled. 
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The doting attitude of the grandparents does little to dissuade 
him from circumventing parental authority. As one woman puts it, 
to f~ell the child "no" cons tantly and then to watch the child's 
grandparents accede to his requests makes her look like a "rat 
fink." 

The high rates of disorganization suggest that the lower class 
family is limited in its ability to function as a "normal" family. 
The collapse of authority patterns, tied as they are to age grading 
phenomena as well as the various ambivalences of the sexually defined 
leadership roles in the family, paints a picture of intense family 
disorganization. The socialization process is impaired by virtue 
of the fact that parental authority has no well-defined locus. 
The impairment of SOCializing ability imposed by various combinations 
of default also creates additional problems in the socialization 
process. While we will not dwell for long on processes of socializa­
tion, a few observations on the world of the children will perhaps 
delineate some of the effects of family structure on the raising 
of children!, 

Children are by and large highly valued by people in the com­
munity. They are raised until the age of six or seven in a very 
permissive atmosphere. Not only parents but the child's older 
siblings continually dote over them and play with them.. Kin 
outside of the nuclear family are also relatively available to 
care for and play with the child at a moment's notic,e. Even in 
those few cases where emotional neglect by the parents occurs, 
the effects are often offset by the child's being raised and 
cared for by near-kin. By the age of 12 or 13, however, the 
child is released from the confines of the household, and as 
one disapproving member of the community put it, the kids are 
"let loose to run wild." At this age a c,ertain estrangement 
occurs between parent and child. The parents at this 90int see 
them,sel'iTes as "unable to handle them anymore." The parental 
ability to restrict the child's behavior and activities decrease 
from t.his point onward. More and more the parent is forced to 
surrender his children to the peer group operating either in the 
school or in the community. There seems le~,s and less sensitivity 
on the parents' part to take cues from various social institu­
tions in order to judge the child's behavior in terms of his 
success or failure to operate in those institutions. Often the 
par(~nts do not have the information upon which to make such 
instrumental criticism. There is a corresponding failure in 
ma1.1Y cases of the institutions to communicate adequately those 
standards of evaluation to these parents. 

A second aspect of childrearing also fits the characteristics 
of the family as described above: the nature of pa.rental guidance 
is of such a nature that its main aim is the contI'ol of the child. 
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The main job of the child as defined by the parents is to stay 
out of trouble 1 and stay out of the way of the parents. Adult 
interests are usually given priority when conflicts arise. 
This does not mean that the children are neglected. On the 
contrary, they are given a moderate amount of attention and, 
when financially possible, are given toys, candy money, etc. 
However, the main mode of child rearing is an attempt on the 
parent's part to mold and shape the child's world to fit the 
contingencies of the parent's needs. Such an approach to child­
rearing is not unique among lower class populations in America. 
Kohn (1963) in writing on the socialization practices of the 
lower class notes such tendencies. Gans (1962) in his study 
of a Boston slum has aldO noted such findings. Indeed, much of 
the material on family structure presented in this study coincides 
with other descriptions of lower class family structure. 

This particular approach to child rearing can be seen as a 
logical extension of the nature of the family as has been observed 
in Potter Addition. The stability of family roles is not great. 
The allocation of authority and leadership in many families 
(because of their openness and vulnerability from external forces) 
tends to produce deviant socialization practices. The various 
combinations of parental default make any form of guidance connected 
with publicly defined standards extremely difficult. Indeed, if 
we look at the lower class family as a group of people sittj.ng 
atop powerful centrifugal and destructive forces, both in the 
social and economic realm$ day-to-day control and maintenance 
of the status quo might be the only realistically obtainable 
goal. If this is true, then the strategy employed in meeting 
the economic contingencies of life might also be generalized to 
child rearing practices. We have already suggested that an opti-
mal strategy in the economic domain might lie in checking potentially 
overwhelming economic forces in the family environment and fore­
going any attempts to risk exploitation (and hence failure) in 
that environment. The optimal strategy in child rearing, given 
the tenuous nature of family authority and the lack of inter­
personal resources, would be a checking or controlling strategy 
in childrearing. This would be an optimal strategy by which a 
family could "socialize" the children, and at the same time 
implement controls so that it could maintain its tenous integra­
tion. 

Within this delimiting and boundary-setting approach to child­
rearing, differences in the socialization of children occur by 
the sex of the child. The girl is by and large kept closer to 
the home than is the boy. The tolerance of the male child's 
deviance is greater than it is for the female child. Indeed, 
one of the expectations in the socialization milieu of the lower 
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class male child is that he will be "a little devil" and show a 
great deal of aggressive behavior. Indeed, male aggressiveness 
is looked upon as a virtue in the child. It is felt by a majority 
of parents in the area that the ability of the male child to be 
aggressive is necessary if he is to succeed in the world. The 
girl, on the other hand, while expected to "stand up for herself" 
is much more restricted to the household. She will be more likely 
to be picked as a baby sitter for her younger siblings and will 
be expected to assume responsibilities of a domestic nature as 
early as possible. 

Usually when the question arises as to why such young children 
must assume housekeeping responsibilities, two different answers 
are given. For the girl, it is seen as training which will be 
valuable to hel" in her later years when she establishes her own 
independent household. However, when the rationale for having young 
males do what is obstensively women's work emerges, the usual answer 
is that it will be good for himonce he gets out on his own. 

Such rationales do have their validity. HOWE!Ver, it is this 
writer's opinion that to a large extent these are rationalizations. 
For example, very seldom does a young man "get out: on his own." 
More likely as not, he "1ill stay in the pe.r,ental household till 
the day he is married~ In a likE~ manner, the E~arly requisition 
of the daughter's labor seems at times to be more motivated by 
a desperate need for aid in maintaining a household set in a 
crumbling structure and overpopul.ated with more! c:hildren than 
the mother can handle. 

The entire definitlon of sex roles in the family as they 
are tied to instrumental and expressive leadership roles presents 
a confused picture. Especially in those families where the 
absence or default of the husband has occurred, problems of sex 
role identity for the young males are very severe. If the father 
has defaulted, the mother or grandmother takes over much of the 
instrumental activity of the household. The father essentially 
holds a diminished role. In the majority of cases the young male 
child comes to be identified wJLth the "degraded" father. One of 
the most often used phrases uSEad to explain a child's misbehavior 
is that the child is "just likf~ his father." Thus the child comes 
to be labeled, like his father, as "incompetent." When he marries, 
and especially if he marries 1N'ithin Potter Addition, this "instru­
mentally incompE.~tent" individual may move from one female dominated 
household to another female dominated household. This new household 
may then act to reinforce this definition and the new husband does 
become, like his father, a male affine whose value resides in his 
masculinity and his potential to provide companionship for the wife. 
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The relative isolation of the male from meaningful instru­
mental leadership, beginning as it does in early childhood, 
starts to form the foundation for much of what was discussed 
in the section "The World of the Sexes." One consequence of 
male isolation is that the child is shielded from much criticism 
by womell. Often while the child is defined as "instrumentally 
incompetent," he becomes an emotional surrogate for the father. 
He is thus indulged to a greater extent than the girl. A second 
consequence of this exclusion of the male child from criticism 
is that the father has neither the legitimate position nor the 
technical knowledge for criticizing the child's current behavior 
as a prognosticator of future occupational careers. 

Thus a second self-perpetuating cycle emerges. The first 
cycle, it will be recalled, came about because of the exclusion 
of the male from the effective leadership roles in the family. 
The second cycle, we have argued, is in part rooted in the family 
but involves a rep1ica.tion from one generation to the next of 
work behavior and attitudes through the exclusion of the male 
child from effective criticism. In short, neither the information 
nor the values of orderly work careers is transmitted. This 
inaccessability to effective criticism creates the structural 
foundations by which instrumental incompetence as a label is 
continued from family of orientation to family of procreation. 

4. Amoral Familism. Banfield in his book The Moral Basis 
of a Backward Society has identified a type of community structure 
which he refers to as "amoral familism" (Banf:i.eld, 1958, pp. 83-103). 
Essentially a community based on the principle of amoral familism 
consists of a proliferation of closed, semi-autonomous, kinship 
units. The strength of these units precludes the emergence of 
higher-order civic structures which can "gain a life of their 
own" independent of kinship structures. This type of community 
is not restricted to the Italian culture; indeed, it emerges 
as a structural type in many diverse social contexts. Gans has 
argued that something akin to amoral familism is a dominant 
stru.ctura1 principle in the life of Italian slum dwellers in 
Boston (Gans, 1962). Ta1mon-Garber provides a similar description 
of community life in her writings on the Moshavem, the kinship­
dominated agricultural cooperatives in Israel (Ta1mon-Garber, 1962). 

Amoral familism as a structural type also appears as a structural. 
reality in Potter Addition. In this context the tendency of kin to 
"look out for one another tl and join forces against other kin in 
times of crisis and confrontation is an omnipresent characteristic 
of life in this c.otmnunity. While kin may fight with kin constantly, 
there is nothing more effective than criticism from non-kin to 
cause the group to unify and to proetect "one of its own." Indeed, 
conflict in Potter Addition usually arises over the defense of 
siblings and children. There is no such thing in this community 

77 



r--.. 

as an "obj ective posture" in (',onflicts which involve kin and non­
kin. Quite the contrary, many people admitted to this writer 
that it did not really matter whether, for example, their child 
had started a fight or not. The important thing was to stand 
up for their children in the face of criticism from other families. 
If in certain circumstances their child was in the wrong, it was 
an easy task to recite line and verse the transgression of the 
other child in the past which somehow justified their child's 
activity. The primary and most often expressed concern of these 
people was the defense of household, family of orientation, siblings, 
and lateral kin (in that order). 

In the actual behavioral repertoire of the individual, the 
distinction of kin versus non-kin tended to override all other 
stratification variables. Thus rich--poor, moral--immoral, 
situational justifications of right and wrong were all over­
ridden in the name of the principle of kin siding with kin. A 
person who could not show a firm rooting in one of these five or 
six major kin groupings never fully integrated into the community. 

The very definition of reality as well as the proliferation 
of day-to-day definitions of the situation were validated in 
reference to kin. The most frequent reality-testing reference 
group was usually the female core of women who constituted a kin 
group. In Potter Addition the entire idea of "objective defini­
tions of social reality" was in most cases inoperable. Depending 
upon the number of kinship groups involved in any given confronta­
tion, the reality of that confrontation would have as many defini­
tions. These definitions were not amenable to compromise since 
no one in the community could assume legitimate role of mediator. 
Anyone who attempted to mediate was taking his reputation into his 
own hands. For depending upon how a potential mediator decided, 
he would be immediately accused of siding with one group and would 
alienate the other groups involved. As one junk-yard owner told 
me, "When I came into the area, I was given two pieces of advice. 
Never play around with other men's wives and never get close to 
anyone family. I was told that if I did, I would be in hot water 
wi th all the others." 

The fragmented structural arrangemept of the community has 
other implications. First, the quality and mode of communication 
between i,ndividuals is definitely shaped by this amoral familism. 
By and large activity is restricted to one's household and visita­
tion with close friends, parents, and siblings. When outisders 
enter into the interaction; a well formed front often emerges 
among the related individuals. Certain things are never discussed, 
and while kin may criticize kin, woe be to the outsider who joins 
in with such criticism. Usually offense is avoided by restricting 
conversation in both form and content to a ritualized set of pro­
cedures. When the "stranger" enters the household, he usually 
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follows this ritual. One can usually gossip about non·-kin, but 
such gossip can be indulged in with impunity only after several 
years residence in the area. It usually takes this long to learn 
the numerous kinship links which bind various individuals and 
households. One piece of advice given this writer sums this up 
very well. He was told by an informant, "Don't get caught up in 
the gossip out here. Never say anything bad about anybody to any­
one because you never know when you might be talking about some 
of their relations." Thus the embattled kin group (usually at 
its lowest level of organization) forms a basis for social struc­
ture which restricts the amount and kind of information that may 
be transmitted between groups. 

This arrangement limits the depth and type of interaction 
which can occur: The integration of the community above the 
level of isolated kinship groups is all but impossible. Trust 
and the free exchange of information and ideas are inhibited. 
The ability of these kinship groups to sustain concerted coopera­
tive action in an open atmosphere is severely limited. If the 
individual is to find a free and unthreatening atmosphere any­
where, he is driven back into the kin or peer group. In such a 
threatening context the goal of interaction is not the accumula­
tion of various contacts with heterogeneous people. Rather the 
goal of most interaction and encounters in the community is based 
on a principle of avoidance., One must avoid being talked and 
gossiped about. One must avoid public acts in front of "strangers" 
(i.e. s non-peer group members) which will give others in the com­
munity a chance fo~ negative evaluation. While the negative 
consequences of such encounters are not totally eliminated when 
interacting with adult siblings or one's parents, the probability 
is still much less that public embarrassment will occur due to 
exchanges which occur within this group. 

5. Internal Stratification. The internal stratification of 
the community can be seen at best as being chaotic and particularistic. 
There are contradictions in the evaluative process as well as contra­
dictions in the verbalization of evaluations as opposed to the more 
"private thoughts" of a person. If as the functionalists have sug­
gested, stratification systems are based on differential evaluation 
of qualities which must be based upon consensus in the population, 
then we must state that there is little basis for consensus of 
rankings in Potter Addition (Parsons, 1954, pp. 386-444). Consensus 
on the ranking of individuals and families was impeded to a large 
extent by the isolated and disjunctive nature of kinship groups. 
The kinship grouping serves as a semi-autonomous basis for definition 
and testing reality. Since no standard exists upon which all kinship 
groups in the community can concur the realities defined are seldom 
congruent. Working from impressions gained in the field, the writer 
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tested these ideas by having etght different people rank families 
within the community. It was found that while there was some 
consensus on one or two families I'at the top" and three families 
ovon the bottom," the variation of the other seventy or so families 
was so great as to make their definite placement in the stratifi­
cation structure of the community all but impossible. 

First of all, the nuclear family, which is by and large 
considered as the basic unit in the ~ocial stratification 
literature was not treated by the e'laluators as a homogeneous 
unit. When asked where "this family stood as far as liking and 
respect," husband and wife were often given different rankings. 
When asked to evaluate the family as a whole, several found that 
they could not. Many only did so after a great deal of "pushing" 
from the researcher. Thus, the basic unit of stratification as 
it has been used in numerous studies in the past was not amenable 
to the realities of Potter Addition. 

A second problem in the "evaluative mode of class placement" 
which emerged during this study (not only during the formal ranking 
but during the participant observations) was the tendency of people 
to use a great many different parameters for the ranking of families. 
The question of "class placement" was made even more difficult by 
the inconsistent use of these parameters on the same individual at 
different times. On many occasions when a person was discussed, 
the basis of liking or disliking would be highly variable. The 
inconsistent use of parameters makes discussions of the internal 
stratification of the community extremely difficult. Thus, two 
men who might be lab led as "drunks" would be given disparate 
rankings because one was kin and the other wasn't, or because ~ne 
was old and harmless and the other was young and lecherous. In 
many cases the evaluation of households were made on the basis of 
characteristics of the female. At other times a woman would be 
given a low ranking because of her past or for what her mother, 
father, or near kin "has been in the past" (i.e., "no good"). 

While placement of individuals was to some extent c.haotic in 
that no one set of parameters seemed to operate in a majority of 
cases, these was nevertheless within several individual's rankings 
a central theme: This was the person's ability to lead a "moral 
life." (Cf. West, 1945). This diffuse mechanism of stratification 
placement seemed to be the most single consistent mode of evaluation. 
However, there was such great inter-evaluator variance as to make 
even this }lla.rameter a highly dubious one for class assignment. 

The main problem which confronted this researcher in mapping 
out the ranking system of the community was the ideology of residents 
that there were no classes in Potter Addition. Potter Addition was 
seen by the inhabitants as being populated by a relatively homogeneous 
group of individuals. It was often pointed out by informants that 
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Potter Addition was a small town, in essence a rural farming com­
munity. Undoubtedly, this was in part a reflection of the small 
town life from which many had emigrated. It was explicitly stated 
many times to the researcher that the people of the community were 
all "just folks." To put it another way they might have said 
jokingly that they were all "just hairy legged farm boys trying 
to please." It is the writer's suspicion that indeed evaluations 
were made but they were made within the cloistered confines of 
self or intimate groupings. To have evaluated in a pejorative 
and public way the various families that lived in the area would 
have been interpreted as saying derogatory things about other 
residents. Such differential evaluation would have given the 
individual the appearance of being "uppity," "standotflsh,1I or 
"snobbish." From the writer's experiences, to be labeled these 
things in Potter Addition was to relegate a person to a pariah 
and untrustworthy status and to be cut off from informal sources 
of community aid, support, and approval. 

In summation, the stratification system of Potter Addition 
as a consensus of rankings was nonexistent. Indeed, it would be 
difficult to talk in terms of any objective ordering of families 
in the area of the reality of those orderings were to correspond 
even remotely to the mechanisms of "class placement" employed by 
the population. The multitude of criteria as well as the inconsistent 
use of those criteria from person to person, group to group, and time 
period to time period, suggest that there are few stable modes of 
evaluation used by the people of Potter Addition. The inability to 
rank families as a whole also suggests that the conventional mode 
of stratification placement might be inoperable in this community 
context. The particularistic nature of kinship groups and their 
disjunctively based pictures of reality would also act to obscure 
any consensus based set of stratification variables. All of these 
factors then interact to create a highly disorganized stratification 
system. Of all the above factors, the autonomy and separateness of 
kinship and peer groups would seem to be the major inhibiting force 
in the development of a clearcut stratification system in the COM­

munity. 

Potter Addition and the Outside World 

We have argued in this report that environmental setting of 
Potter Addition has to a great extent shaped the quality of life in 
the community. The nature of the variable environment vte have 
argued has placed strict limitations on the degree of cooperation 
which is possible between groups. We have also argued that such 
an environment places certain structural limitations on the potenti.al 
structural complexi.ty and function of these groupings. In the face 
of an environment ,.,hich lacks facilities and p:('~~sents great variability 
of those few facilities the "normal Ii mode of relationship is posited 
on the sharp distinction of uVinsider vv and uvoutsider. vv 
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The "insider-outsider" distinction while a correlative concept 
essentially tends to differentiate people in terms of degrees of 
openness and trustworthiness. In the face of the paucity and 
variability of resources continuous conflict over scarce material 
and social resources is the natural mode of relations at various 
levels of social structure. The social structure of Potter Addition 
has been described in terms of conflicting worlds of men and women: 
the struggle of the husband against the wife and her relatives for 
instrumental dominance; the struggle of kin against non-kin; and 
the conflict over reputational symbols by which competing kin-groups 
seek to elevate their particular group. These' oppositional featu~es 
are the warp and woof of social life in Potter Addition. As pointed 
out in t.he theory section of this report; the entire question of 
institutionalization of lower class life centers around the idea 
of incorporating conflicts and needs into the few simple stable 
structures - kinship and peer groups - which exist in the community. 

We now come to the question of the relationship of the community 
as a whole to that of the external world. We will attempt to show 
that the same parameters which we have thus far discussed still 
operate. The various forces which express themselves in the social 
structure of the community seem to serve as restricting factors 
which order and shape the nature and potential of community response. 
to the outside world. They are not, however, sources of community 
definition; we must go outside the community to discover the sources 
of community definition. 

What then is the problem around which "community" is organized 
in Potter Addition? This report will suggest that the continuing 
problem faced by the residents (as a group) of Potter Addition 
is that of handling institutionally defined 'and implemented stigma, 
which have their basis in the parent community. To live in Potter 
Addition is to be stigmatized. It is this stigma which is the 
locus of OIcommunity." The definition of community, then, is as 
much a function of external forces as it is common internal orienta­
tion of actors. Community is defined as much by the stigmatizing 
and exclusionary acts of the parent society as it is by the collective 
response of individuals to those acts. The basis of collective 
action is as much defense and response as it is positive orientation 
to group survival and persistence. 

The next two sections will deal with the objective basis by 
which stigmatic labels are assigned to the populace and in addition 
we shall discuss the response of residents to this stigmatization. 
We shall attempt to demonstrate that the response to stigmatization 
is limited by the structural arrangements in the community. That 
is, we will attempt to show how var'iable environments act selectively 
to dictate the responses of the collectivity to external social forces. 
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1. ~igma and the Gene~ation of Community. The basis of 
stigmatization has roots in the history of Potter Addition. With 
the influx of southern migrants a declass: group moved into the Urbana 
area. As such they were considered as non-persons who were not part 
of the social system of Urbana proper. While they filled the dirtier 
manual occupational niches in the community, they were nevertheless 
a superfluous population (Farber, 1968). By 1945 to come from Potter 
Addition was to be assigned the position of "low life," "immoral," 
and "stupid." 

If we look for the sources of stigmatization in the larger com­
munity, the first thing we discover is that stigmatic images of 
Potter Addition are not as widespread as one would suppose. One 
of the more remarkable findings of this study was that a larg~ majority 
of people living in Urbana were not aware of the existence of Potter 
Addition. The activity of Potter Additionites in Urbana has been 
structured in such a way as to make them an invisible class. When 
one goes to restaurants he does not see the dishwasher; he may pay 
casual attenti.on to the person serving him the food, but note little 
more. When one teaches at a university he seldom notices the janitor 
or the construction worker who may share his world for months at a 
time. 

On the other hand, if you are poor you do not go to the better 
stores t~ purchase things. You do not go to the air conditioned 
shopping malls, you rather patronize the more marginal and "cutrate" 
enterprises. If you enter this "world of luxury," and are from 
Potter Addition, you do not stay long. You look at the way you 
are dressed, you look at the way the clerk eyes you (are you shop­
lifting?) as you walk through the store, and the discomfort makes 
such trips unrewarding. This is not to say that people will always 
go to town poorly dressed. However, even in those cases of the 
better off families in Potter Addition, discomfort caused by painful 
encounters.and petty slights will sooner or later keep them from 
entering these establishments. 

If the people of Potter Addition are invisible to a large 
portion of Urbana, they are highly visible to educational, welfare, 
and legal agencies which service the city and county. Relatively 
high rates of crime and delinquency in Potter Addition make the 
people who work in the law enforcement agencies acutely aware of 
the community's existence. Cases of child neglect, structural 
unemployment, fatherless families, and the aged on relief, force 
the awareness of the presence of Potter Addition upon welfare 
agencies. If one is a tea,cher or a principal in the junior or 
senior high schools and must teach children who are academically 
ill-prepared, then one is aware of the existence of Potter Addition. 
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These agencies located in Urbana but serv1c1ng Potter Addition 
have become the main sources of stigmatization. They are the most 
feared and disliked structures in the area since they are the main 
intrusive elements of criticism. They are the institutions which 
can "get a person in trouble." Why do they stigmatize all people 
from Potter Addition? The answer would seem fairly simple: 
Certain families threaten the orderly and efficient operation 
of these institutions. Since these agencies have only minimal 
contact with the area and since the area from past encounte~s 
has found it useful to shut these agencies out, the generaliza­
tions of stigmatization to a stereotypical form is used to label 
the entire population of the community. Some of the "old hands" 
in these agencies do distinguish between different families, but 
they are few. 

Welfare agencies, especially at the county level, are threatened 
by the community because of the schizophrenic world of welfare 
agencies~ The welfare agency must simultaneously reward and punish 
various degrees of pauperism. To reward nonwork is to threaten the 
entire set of dubious assumptions which reward alienated and meaning­
less labor. To see a man get paid for "doing nothing" tl1hen one 
must work at a job which he finds boring and irksome is more than 
the "good worker" can tolerate. 

The child from Potter Addition is a threat to classroom order 
and a constant source of non-retrievable expense. His academic 
non-productivity and "acting up" in class makes him a poor bargain 
for a school system. The conditions which generate the "poor bargain" 
however, are only partly rooted in the school. First, the aims of 
educati,on in the school system is to produce a product that is aca­
demically capable and, ideally, adequate in the handling of abstract 
ideas. Life in Potter Addition, however, does not reinforce the 
goals ()f the school. For the child's world in Potter Addition is 
one of objects 'not verbal elaboration, cars not poetry. The world 
of Potter Addition is one of restriction of the child's activity, 
not free flowing creativity. The world of Potter Addition is one 
of variable resources and chaos, not progression and career. What 
is needed to adapt to the life of Potter Addition is seldom taught 
in the schools. What is needed to succeed in school is seldom 
available to the child in Potter Addition. 

Even if the material in the classroom and the goals ,of the 
school were salient, the child from Potter Addition would still 
be in trouble. The facilities and the teachers in the lower grades 
to which Potter Addition children are exposed are below the average 
for Urbana. This has been acknowledged by the schools for years, 
yet remediation has been wanting. When the child reaches high school, 
the hiatus between community and education system is large. Special 
classes for the slow learner and the retarded are no longer adequate 
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buffers by which the school system can assure its efficient 
operation. The "personal attention" of the earlier grades give 
way to more impersona.l evaluation. The child moves from a person­
oriented atmosphere to one of achievement and competition. Pro­
gressive alienation with the educational system begins to manifest 
itself in the early years of junior high school and usually peaks 
with the child dropping out of high school. 

Until the child drops out, however, he is a continual problem 
for the school. He is seldom a teacher's favorite because he does 
not perform adequately and is a ubehavior problem" in the class­
room. He is a child whom the school could better do without. 
He is isolated from the student elite and finds very little in 
school life which gives him pleasure. He is in essence a child 
which nobody in the school needs. The children of Potter Addition 
as well as many lower class chi.ldren become a surplus population 
in the school (Farber, 1968, pp. 3-23). 

The child in the end is more a detriment to the resources of 
the school than he is an asset. Special classes as we have said, 
are no longer adequate. The importation of new counseling programs 
which are structured to deal with the needs of the lower class child 
have not existed long enough to be properly evaluated. However, 
they reach the child only at the later stages of his alienation 
from school. 

None of the above special programs adequately protects the 
school and its personnel from the disruptive presence of the Potter 
Addition child. A more convenient tactic has been used in the 
past. That tactic is to drive the child from the school through 
a "back door." Under the democratic ethos, one cannot openly drive 
a child from the school. However, the individualistic aspect of 
this philosophy does not require that the personnel in a school be 
responsible for keeping that child in school. On the basis of 
these two principles, informal arrangements have been established 
in the past in which the problem children of Potter Addition, once 
they leave school, are not encouraged to return. It has been the 
informal practice for many years for some officials to do nothing 
to encourage the child to remain in school. The school thus informally 
protects itself and its efficient operation from the disruptive lower 
class child of Potter Addition. 

So far, by using the schools as an example, we have attempted 
to enumerate the characteristics which predispose the child from 
Potter Addition to be labeled as a deviant, with the suggestion 
that the motivation of persons who do the labeling is the desire to 
maintain an efficient educational system. But why is such labeling 
allowed to occur? If there is value consensus in a society, then 
the act of labeling is a fairly cut and dried matter: The stigmatic 
label is seen as legitimate by both parties. However, if the 
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designation of deviance is a bartering process, then we must explain 
why there are no countervailing structures to protect the child 
and more generally the residents of Potter Addi,tion from such 
labeling. 

In the case of the schools the parents may be the only counter·,.. 
vai1ing force against such a labeling process. Through collective 
action such as parent groups, "voting in" sympathetic school board 
members, or through indi.vidua1 defense of one's child, such counter­
vailing structures can be created. However, the parent cannot 
usually offer protection to the child in these matters. He has 
very little knowledge of what goes on in the c1assr90m at the 
school. He is forced to accept the teacher 9 s or the administra­
tor's definition of a giv'en situation. When confronted with contra­
dictions in the child's story and the teacher's story, he will often 
defiantly act on the principle of "protecting one's own. H In a 
great many instances a parent has seen the administrator's acts 
as meaningless, arbitrary or even unjust. Even at times when it 
is obvious that the teacher or administration is taking an unfair 
position, the parents will not be able to defend his child. The 
writer has seen the lower class individuals, haunted by his own 
sense of educational inferiority, crumble in the face of academic 
authority. On many occasions when this writer felt that the se.hoo1 
authorities were unfair, he saw parents leave a meeting empty­
handed. They had been verbally "f1imf1amed" out of their rights. 
The tendency to even confront educational, authorities in a~ attempt 
to protect children is diminished by the predisposition of lower 
class parents to avoid trouble at any cost. 

As a result, in a great many cases the child is "thrown to 
the wolves." The inexperience of the parent in dealing with 
bureaucratic roles, his feelings of inferiority when dealing with 
a more educated person, makes HID indeed a poor advocate to offset 
the labeling process of the school system or other public agencies. 
The same processes operate in the legal and the welfare institutions. 
The individual from Potter Addition, when called into the bailiwick 
of these institutions, is surrounded by strangers who operate in a 
world which he little understands. The buzzing confusion created 
by threatening authority, 1ega1isms, and bureaucratic "double talk" 
le'aves him totally defenseless. He often leaves such encounter~ 
with a vague notion that he has been cheated. He indeed is often 
cheated; however, he can seldom "prove" this fact. The encounter 
of the lower class individual with th~ institutions of our society 
are indeed Kafkaesqueo To enter situations such as these is to 
surrender all autonomy over one's personal destiny. Accordingly 
the lower class individual avoids such situations and as such the 
potential of his daily victimization becomes assured. 
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This section has briefly described the conditions under 
which stigmatization occurs for people who live in Potter 
Addition. They are essentially deprived of rights and access 
to power. They are a threat to the orderly institutional struc­
ture of the larger connnunity. Many lack t;l~ skills, attitudes, 
and life style to efficiently operate in such institutional 
settings. The people of Potter Addition are by and large power­
less to affect their l~ves. Therefore, they are exploited. The 
stigmatic label reduces them to non-persons and thus allows the 
larger society to exploit with little guilt and with great impunity. 

The dwellers in Potter Addition often grudgingly succumb to 
stigmatization. They tolerate such stigmatization since they 
have neither the resources nor the knowledge to change the given 
state of affairs. They also see in their own eyes some remote 
basis for such stigmatization. They see around them enough poverty, 
promiscuitYJ and disorder to confirm their suspicion that this 
stigmatization is perhaps deserved 0 Such stigma might be erased 
if the people of this community could collectively rise up G\nd 
challenge these labels. However, the structure of Potter Addition 
does not allow for any sustained "collective uprising. 11 The 
fragmented social structure, developed as it is to adapt to an 
impoverished and variable environment, does not allow for such 
action. While stigma are seldom placidly accepted, adjustments 
are made by which they are denied or deflected, but still endured. 

2. Stigma Disavowal and the Ideological Counter-Attack of 
the Poor. The last section discussed the foundations of stigma­
tization as directed toward the people of Potter Addition. Such 
stigma, however, are not fully acceded to in the community. One 
of the first things that the researr'1er noticed when entering the 

, community was a large majority of people showed a pride and an 
~lan in their identification with Potter Addition. The fiercest 
defenses could be evoked by raising an argument which supported 
the institutionally based stigmatization of the population. 
Many argued eloquently and convincingly that the stigmatization 
was either wrong, unfair, or tended to be true of only a small 
portion of the community. From these observations it was obvious 
that self derogation and demoralization which might have been 
expected to be a result of the stigmatization process was not in 
effect in the community. 

, 
There are several reasons why such an elan was maintained. 

First of all, the very geographical placement of Potter Addition 
diminishes the acceptance of stigma by the people in the connnunfty. 
Because of its unincorporated nature, Potter Addition creates con­
ditions for a life which is fairly free of external, formal, and 
legal restraints. It is a place where one is not necessarily bound 
by any norm of neighborliness. One can be "left alone" and establish 
relations and expectations outside his kin group at will. The 
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individual in Potter Addition can escape situations which lead 
to embarrassment and admission of rol,: failure. At the same 
time he can pursue activities in which he excels and to some 
extent can pick his audiences for praise. 

A woman knows that she has had an illegitimate child, that 
her husband is unfaithful, and that deviance exists in her family. 
She learns to live with these things. The important thing for 
many of these people is to live in an environment where these may 
be kept secret or at leG~st remain unverbalized. For many there 
is a tremendous difference between the internal knowledge of 
deviance and a public recognition of it by stigmatized labelling. 
Potter Addition is a place where deviance can be tolerated since 
in one form or another it permeates most households. It is also 
a place where criticism and direct confrontations seldom occur. 
It is seen as easier to live with the knowledge of deviance and 
fend off feelings of guilt and inferiority if those who surround 
the person live with similar deviance and blemisbl.'l: biographies. 
The practical issue becomes one of adapting relations to neighbors, 
managing what Goffman has called spoiled identities in the situa­
tional, short run content of the community (Goffman, 1963). 

The very location of Potter Addition then maximizes circum­
stances by which extra-community criticism can be fended off. 
Its physical and social isolation, its relative lack of juris­
dictional surveillance, and the lack of formal controls consti­
tute powerful barriers to the intrusion of the threatening insti­
tutional culture. 

So far we have suggested that the isolation of the community 
is a factor by which counter-ideologies are generated which suc­
cessfully stave off demoralizing implications of stigmatic defini­
tions. We will now discuss some of the particulars of this counter­
ideology. To do this we will have to differentiate between two 
different parts or functionally specific aspects of ideology. As 
Bendix has pointed out, ideologies differ in their content and 
purposes according to the structural situation in which they are 
found (Bendix, 1964). A group that is dominant in a society must 
construct an ideology which can be embraced by all whom they hope 
to dominate. In this case the extension of authority is the prime 
objective of such a ruling group. 

In situations where groups are competing for dominance, 
ideologies must perform different tasks. They must (1) neutralize 
the claims of competing ideological positions and groups, and (2) 
create attractive and alternative pictures of reality rooted in 
utopian appeals. 
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The neutralization of the dictates and definitions of public 
culture is relatively easy for people who live in Potter Addition. 
From the lowest rung of the social ladder they gain a perspective 
of respectable citizens which is unique. They are at the bottom 
and from time to time come into contact with those who stigmatize 
them. These contacts allow them to "see through the legitimate 
fronts" of the public leaders. 

This perspective is a seamy one since many in Potter Addition 
have in the past provided "illegitimate servtces" for the upstanding 
gentry of Urbana. A man whose father has delivered bootleg liquor 
to a mayor, who has whored in the same bars in their younger days 
with the community leaders, and who has provided a range of illicit 
services to the upper strata of Urbana, has a ready made answer 
for any criticism of his behavior. If he is criticized for his 
drinking, he can always point out that he drinks no more than a 
handful of respectable citizens who look down on him. If he is 
unfaithful to his wife, he can see no difference between his 
intidelity and the secret infidelity of a local conrrnunity leader 
who would condemn him. He does not have to speculate about these 
things; he is familiar wi::1 them. 

Consequently, much chastisement is written off as hypocrisy. 
There is some "folk validation!; for this: Such songs as "Harper 
Valley P.T.A." expose members of the local school board as Harper 
Valley Hypocrites. Indeed, the charge of hypocricy rather than 
being an act of disavowal with the larger system may be interpreted 
as an expression of identity to that system. The person from Potter 
Addition is no different in his indiscretions than those who have 
been given high esteem. In fact he would claim he leads a more 
moral life! The charge of hypocricy is a democratic leveling 
device by which the lower classes of small towns seek to show 
that they are like everyone else. Indeed, in his own eyes the 
resident of Potter Addition may see himself as more honest since 
he does not indulge in "hypocritical finger pointing." 

An entire set of verbal interventions emerge to debunk the 
reality of stigmatic definition of them. They are not blind to the 
legal double-standard which exists between rich and poor. If there 
is more juvenile delinquency in Potter Addition, it is only because 
more children from the area are caught and brought to trial. It is 
"common knowledge" in Potter Addition that the middle class child 
who is caught may never be brought to trial. l In fact, they apply 
this inequity to explain and defend their "community based reality." 

1 It is ironic that many of the facts cited to support neutraliza-
tions have been acquired from welfare workers and sociologists. Many 
have attended state conferences on juvenile delinquency through the 
auspices of a local youth group. Much of the mciterial which is later 
used for neutralization is picked up from speak4ers at these meetings. 
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In many ways the people of Potter Addition are like the con­
temporary blacks who through exclusion from white culture know 
more about white culture than whites know about black culture. 
They use this "information" to thelr own advantage and protection. 
One of the ideological ploys used constantly to neutralize charges 
of deviance is the statement that the actions of people in Potter 
Addition are no different from those outside of Potter Addition. 
Since Potter Addition is closed by and large to outsiders, the 
outsider has very little evidence to refute such appeals to 
"sameness." There has developed within Potter Addition, due to 
its isolation and freedom from public critics, a set of well­
founded and commonly-held beliefs among the residents (within 
the territorial confines of the community) which effectively 
deny the "objective foundations" upon which public institutions 
base their stigmatization. 

One thing should be said about neutralization. This term 
has been used by Matza to explain the processes by which delin­
quents "drift" into delinquent behavior (Matza, 1964, pp. 69-101). 
It is essentially seen as an instrument of negation. However, 
there is sharp disagreement between this writer and Matza about 
the structural foundations of neutralization. For Matza, neutralizing 
expressions are purely psychologically based rationalizations by 
which the child justifies his behavior in pursuit of pleasure. In 
my reading of Matza I found no suggestion that support for such 
neutralizing strategies occur beyond delinquent groups. The findings 
of this report do not support such a view. The neutralization 
mechanism, as observed in Potter Addition, is not developed within 
the province of children. Indeed, the more sophisticated neutraliza­
tions were presented to them by their parents. The child seems to 
neutralize arguments and the entire style of neutralization by listening 
to his parents. Hence, neutralization as a purely psychological mechanism 
spawned spontaneously in the bowels of delinquent gangs does not seem to 
be an adequate use of the concept. Indeed, the findings of this study 
indicate that neutralization is a mechanism by which a powerless group, 
put on the defensive by dominant institutions, justifies its own exist­
ence and escapes the degradation which society would visit upon it. 

Neutralizations, then, are not merely mechanisms which allow 
"libidos to unwind. I' Rather, these neutralizations emerge from 
the existential conditions of a group of people who must continue 
to live in a society which has little sympathy or use for them 
and over which they have no control. They create protective and 
fragile facades of normalcy under conditions where normalcy is 
impossible. In the end, neutralization and ideology differ not 
in content but context. Ideologies are world views of whole class 
system segments. Neutralizations are verbalizations of isolated 
groups who have yet to rise to power or indeed may never do so. 
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As mentioned earlier, the second aspect of any ideology is 
an affirmation of the good life. The people of Potter Addition 
have such a picture. For them the good life is summed up in the 
agrarian ideal (Vidich and Bensman, 1968), which lionizes the 
land and man's relationship to :Lt. It is a set of ideas which 
paint the good life in terms of the rural life; a phraseology 
which sees the good life obtainable only in the small country 
town. Indeed, if one were to ask people what Potter Addition 
is, they would say that it is just like any small farm town 
in Illinois. As one old time :cesident said, "We are all at heart 
farmers. We like to be left alone, keep out of other people's 
business and ccxne to people's a.id in time of need." 

For many of the residents, this is how they see Potter Addition. 
For othF!rs this is the way thlE~y would like to see Pot ter Addi tion. 
The rural perspective allows an alternative choice of interpretation 
of life in Potter Addition. Substandard housing, outdoor toilets, 
well water and other "substandard" characteristics do not denote 
poverty alone but only a rural state of affairs (not unlike farming 
conditions in which they were raised). The fastest way to insult 
a person from Potter Addition is to call him poor. To be poor in 
their minds is to be useless, to be a relief cheater, and to be 
dispicable. To be labeled poor and to accept that label in their 
eyE~s is to accept self demoralizati.on. To finally admit that they 
are indeed poor is to give up the last line of self-defense against 
degradation. 

In brief the main function of the set of verbalizations which 
we have called (perhaps incorrectly) ideology is an attempt to 
construct defenses against the larger society. In the process of 
neutcalizing those charges of stigma, they deny the superior position 
of those critics who would degrade them. By defining themselves 
as rural folk, they embrace a set of values and symbols which "plug 
them in" to whet is still a sacred and revered way of life. 

For all the sophistication of these verbalizations and counter­
arguments, however, the person need only look around him to realize 
that the argument is somehow not whole. Whenever he confronts a 
representative of the major institutions, he realizes that his claims 
to normalcy are somewha.t less than valid. Yet, through compartmental­
ization, by avoidance of certain people and social positions which 
would expose strong counterarguments, the myth of commonality can be 
maintained. The reality testing of this lower class ideology can be 
B\voided only if encounters are restricted to those who have the 
same vested interests in maintaining that ideology. If you are 
from Potter Addition, neutralizing statements and claims to rural 
identity are best made within the confines of the community. The 
validity of such an ideology can only be maintained by restricting 
interaction in such a way as to avoid frequent contact (and there­
for.e testing of the ideology) with public critics. In short, the 
ide~ology of sameness is a fragile half-truth to be told over and 
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over again to those who have a vested interest in the continuance 
of that half-truth. What maintains the fiction in large part 
is the closed nature of the community, the exclusion of full 
participation in the parent community, and finally apathy of 
outsiders toward Potter Addition. As long as its residents do 
not create problems in the operation of the economic, political, 
and educational institutions of Urbana, Potter Addition will be 
permitted to perpetuate this illusion. 

3. Individual Strategies: Stigma and the Disavowal of 
Coml'lluni ty •. Stigma in Pot ter Addition ideally are dealt with at 
three levels: The personal, the family, and the collective. 
In handling personal and family stigma one must address himself 
primarily to other people in Potter Addition. The proble~s of 
stigma which center around contacts with representatives of public 
culture are by and large distant phenomena when it comes to living 
day-to-day in Potter Addition. 

The most frequently employed defense of one's stigma is what 
we will call leveling mechanisms. Almost everyone in Potter 
Addition carries with him some stigma. They have some "family 
skeletons" or set of biographical facts of which they are not 
proud. It may be an illegitimate child, a jail record, doubt 
about one's parentage, or any multitude of things. In the 
individual's orientation there are very few hierarchical distinc­
tions made between types of stigma. All stigma as experienced by 
others in the end become equal. They become equal in the process 
of accounting for one's own shortcomings. If a woman has in 
her background a history of sexual promiscuity, she need not 
necessarily be subjected to public criticism and ridicule. 
For in any encounter in which an accounting of shortcomings 
are made, the person who confronts you with your shortcomings 
is automatically on shaky ground. 

If a person does confront an individual in Potter Addition 
with stigma, he runs the risk of having his own stigmatic biography 
exhumed before his very eyes. Hurt is returned with hurt. For 
the stigmatized of the community it is necessary to "have something 
on everybody and use it when necessary." This is not difficult 
to do since to live in Potter Addition for any length of time is 
to have an "open biography." Everyone knows everyone elsp.'s 
business, follies, and indiscretions. To know everyone else's 
business is to "dig up dirt" on some portion of a person's past. 

The leveling mechanism presents great potential for protection. 
One need not worry about being confronted with past or present 
indiscretions. For if this is done, one can retaliate quickly -
if not cruelly. There is thus a standoff between residents. One 
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protects himself and his stigmatized biography by accumulating 
seamy information on others in the community. If one is parti­
cularly vulnerable, to play it safe, he must "collect dirt" on 
everyone. Hence, the management of stigmatized identity within 
the confines of Potter Addition is handled by a great many by 
always having "information" which can be used in time of inter­
personal crisis and embarrassment. 

The rules of such a game are known by all. And confrontations 
are gingerly avoided whenever possible. Such a prerequisite for 
interaction, however, limits the depth and totality of commitment 
which can occur in any given encounter. Here we have a second 
foundation for the "ritual nature" of interact.ion which marks 
the community. At the same time such a strategy designed as it 
is to combat stigma, merely reinforces the ecological foundations 
of limited group involvement. 

Some members of the community give this as a reason for dis­
trust and suspicion ot' strangers: There is always the possibility 
that a stranger in the community may obtain elements of yourtolPen , 
biography while his biography remains closed. This, conseqJ ~tly, 
creates an asymmetrical relationship between stranger and re ident. 
The stranger can do damage. He can dredge up and confront ~he 
resident with stigmatized elements of the resident's biography 
leaving the resident of Potter Addition defenseless. The more 
general neutralizing techniques discussed in the preceding section 
are of little help in these cases; they apply usually in the general 
defense of Potter Addition, but they are useless in individual 
defense. What is needed if one is to avoid the embelrrassment 
of confrontation is to have something one can hold over the stranger. 
As one informant reported to this researcher, "One of the reasons 
you're having trouble out here is that nobody knows you. They 
don't have anything on you. Sooner or later they'll get something 
on you. If they can't get anything on you, then the next thing 
they will do is'make up something and gossip about ),ou." 

What we have discussed up to now is one of the dominating 
themes of interaction in Potter Addition. Needless to Lay the 
daily world is not as "jungle-like" as suggested above. One can 
usually avoid confrontations with one's stigmatized biography by 
restricting interaction to a stable "in-group." Only when one steps 
outside of this protective group do the contingencies of combat 
through unmasking become relevant possibilities of interaction. 
Yet even within the in-group you are not totally safe; a flare 
of temper can tear open old wounds and start a cycle of damaging 
exchanges. It must be emphasized, that such protection is only 
relative. There is less of a threat in the peer group when compared 
to exchange with "strangers." However, tensions in the group can c.reat 
equally threatening situations. 

93 



The stigmatization of families is handled in much the same 
manner. When one confronts a family, he is confronting a group 
which for certain purposes takes on a corporate nature. In 
exchanges centering around stigmatization, the range and variety 
ad: stigma available from a "family pool of stigmatized biographies 
are much "richer." The tendency to restrict interactions to homo­
geneous groups is further rein.forced by the fact that when one 
interacts with other family groups, he often carries the potential 
stigma of his entire family (as part of symbolic estate). He 
must, if the going gets rough, defend net only himself but his 
family, as he is held accountable for the entire family's trans­
gressions. 

The implications for the intra-community management of 
stigmatic biographies and symbolic family estates are the 
following: First, confrontation is minimized due to the mutual 
openness of biographies. Secondly, the forms of communication 
which can be established between various groups in the community 
because of the explosive potential of stigma, are severely inhibited. 
Thirdly, because of the limitations on such exchanges, the potential 
for the introduction of novel views and criteria of evaluation is 
severely curtailed. 

The basis of evaluation is heavily laden in a particularistic 
direction. The same act or same stigmatized element of biography 
will be evaluated differently depending on whether the person being 
discussed is a member of the "in-group." The emphasis on small 
group solidarity structures the perception of the stigmatizing 
act. In most cases stigmatization from outside the area is not 
interpreted as an affront to "Potter Addition" as a whole. Stigma­
tization is only resented when some member of the intimate group 
is involved. The capriciousness of law enforcemen.t agencies 
is only mildly resented as a general phenomena. Only when the 
sting of arrest and incarceration is felt by a member of the group 
is the entire public culture looked upon with fear and misgiving. 
When this occurs, it is always possible to demonstrate the unfair­
ness of the police. People compare what has happened to others in 
Potter Addi.tion and can always find cases of milder treatment for 
the same act. Thus th~ law is seen as capricious and particular­
istic. This in some part is seen to absolve the transgression of 
the group member. Another example: While the educational short­
changing is directed toward all in Potter Addition and is verbalized 
as being scandalous, the motivation to change or to confront "the 
system" occurs only when it is directed to a member of the family, 
kinship group, or peer group. 

The reaction to stigma shaped as it is by both external restric­
tions and internal restraints produces a rabid fonn of individualism. 
In personal discussions with Dr. Michael Lewis this Nineteenth Century 
Social Darwinist view of the relations between man and society was 
also found in his work in Harlem (Lewis, 1967). Such individualism 
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and the lack of consciousness of individual welfare, being tightly 
bound to collective action, is seen by this writer to be a direct 
product of the social structure which emerges in Potter Addition. 

It should not be surprising that some link can be drawn 
between highly indIvidualistic perceptions of life chances and 
the variable environment. Individualism and variable environment 
are mediated by the types of social structure discussed in this 
report. This relationship has been noted by Walter Miller (1959, 
pp. 219-236). Miller pointed out that the desired characteristics 
which were necessary to conquer a frontier are exactly those 
characteristics which one encounters in the lower class slum. 

Independence, aggressiveness, emphasis on bodily strength, 
and the tendency towards violence were necessary for frontier 
survival in this country. ~hey are still necessary for those 
who live on the encapsulated "frontiers" of urban society. The 
tragedy is that society can no longer tolerate its frontier types. 
They are too quixotic, too unreliable, and too unpredictable for 
the massive bureaucratic institutions which have grown up to serve 
the industrial order. If there is a threat on the part of the 
lower class to our society at this point in history, it is the 
threat of the frontier type who has outlived his day and useful­
ness to the society and its development. 

4. Collective Strategies of Stigma Disavowal and the Failure 
of Connnunity. Why have collective strategies of defense and 
stigma disavowal failed to develop in Potter Addition? (Davis, 
1961, pp. 120-132). ~uch of the answer has been presented in 
preceding sections. Generally the interrneshing of ecological 
and social-evaluation factors have created a structural arrange­
ment which is highly fragmented, atomized, and integrated only at 
the level of relatively self-contained social units. No founda­
tion has ever been layed by which the various small units could 
be brought together in a common cause. If they could be brought 
together in COMnon cause, then collective approaches to their 
economic problems as well as an efficient combating of stigma 
might be effected. 

However, both the structural prerequisites needed to survive 
in a variable environment as well as the definitions of reality 
engendered by that reality preclude the emergence of superordinate 
structures. Suppose, for example, a community called Potter Addition 
could emerge and create a set of subcultural patterns which would 
be unique to the area. It could be assumed that such autonomy of 
cultural patterns could be a more effective defense against indi­
vidual demoralization and collective predation. Still, for such 
structures to emerge, a group would have to be created which 
could legitimately claim to represent the best interests of 
the community over and above the interests of any given kinship 
or peer group. To do this the community elite would have to be 
based in the culture of all kinship segments and would have to 
be seen as having a legitimate critical function. 
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Drawing on the work of Farber, for such a "community culture" 
to persist over time, we would have to assume minimally that a 
community critic would have to emerge (Farber, 1964, pp. 187-232). 
As we shall show, the conditions of efficient criticism are not 
now possible in Potter Addition. Hence, the development of extra­
family leadership and suprafami1y institutions is highly unlikely. 

To make this argument we will enumerate the characteristics 
of the social critic as presented by Farber and then demonstrate 
how the structural arrangement of the present community precludes 
such a development. Farber (1964) has listed four characteristics 
of the kinship critic. They are: 

1. The social critic is external to the structural 
arrangement which he is criticizing. The issue at hand 
here is that the critic is not dependent on the unit he 
is evaluating. He is, aloof, objective, and sympathetic. 
It is necessary that he not be dependent on the unit for 
emotional or other supportive functions in order to perform 
effective evaluations. 

2. The social critic has clear standards of ~erformances 
of the unit he is evaluating. If evaluation is to be per­
ceived as being legitimate, there can be very little ambiva­
lence about the standards which a unit sees itself being 
evaluated upon. In order to validate the legitimacy of 
such criticism the critic should be experienced and 
committed to the welfare of the group. Experience will 
validate the objective performance of the critic. High 
involvement assures those in the unit being criticized 
that such standards are maintained for group welfare. 

3. The social critic must communicate to the unit 
-~- .. 

discrepancies between standards and performance. This 
is a fairly obvious condition since standards which are 
not communicated can have little effect on unit behavior. 
At the same time if there is no feedback between the 
critic and the unit he is evaluating, then the indi­
viduals in the unit cannot evaluate their own performance. 

4. The social critic minimizes deviance in the unit 
he is criticizing. This refers to the control function of 
the critic. This is indeed why he is criticizing. It is 
his function to be the keep=r of standards and to protect 
and conserve those standards as they operate within the 
given unit. To this end he usually has available certain 
economic and reputational sanctions which he can manipulate 
in order to enforce adherence to evaluative standards. 
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The present structural arrangement of Potter Addition makes 
the emergence of an autonomous critic. possessing these character­
istics all but impossible. For a social critic to emerge from 
Potter Addition and still be independent of the unit he is 
evaluating is very difficult. As we have seen, Potter Addition 
has one of its functions the providing of services and support 
during times of crisis. This support is provided on the basis 
of non-market principles. Support is given on the basis of 
largely ascriptive criteria. Since we have assumed that the 
individual facing a variable environment is seldom free from 
crisis and is excluded from the parent community for support, 
extended independence from the evaluating unit is not feasible. 
In reality a handful of families would be eligible to meet this 
first prerequisite of criticism. However, they fall into two 
groups: The relative newcomer who has not been seen as having 
the best interest in Potter Addition at heart and the oldtimers 
who spend much of their time constructing covert defenses against 
the "hillbilly newcomers." 

For a person to be a critic he must have clear standards of 
performance. We have seen that utilization of performance standards 
is highly specific and particularistic vis-a-vis a given group~ 
For someone to emerge from Potter Addition and act as a legitimate 
critic is very difficult. His standards will in all likelihood 
be kinship specific, and his perceptions will not coincide 
exactly with those of others in the community. His legitimacy 
to criticize will also be brought into question. The appeals 
to objective factors which he might make to show experience would 
probably not be accepted by others in the community. For example, 
to criticize others for deviant behavior would be impossible since 
his own ability to lead a "moral life" would be "thrown up in his 
face. " There ftlould also always be qu\=s tions as to his ability to 
be involved in all kinship units equally. He would be constantly 
under suspicion of using his role as critic as leverage to gain 
advantage for his own family or peer group. 

Indeed under present structural arrangements in the community, 
to shmv neutrality to all groups would in the end put him in a 
position of being alienated from all groups. The principle of 
"You're either for us or against us" would undermine any protesEation 
of neutrality. 

The communication network as we have described it in this report 
would make communication of discrepancies between standards and 
performances impossible. The critic would always be, because of 
his neutrality, a "stranger." He w'ould be constantly subject to 
the neutralizing mechanisms which now operate to explain away 
stigma at the public culture level. Indeed the power asymmetry, 
implicit in the critic role, would predispose units with whom.he 
interacts to reject his criticism. 
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Finally, the goal of the social critic as a minimizer of 
deviance would be undermined for several reasons. First, he 
would not have available to him the necessary sanctions to effect 
the group. Secondly, he would have to be a "purer than thou" 
type. That is, his criticism of deviance would only be tolerated 
if he himself could show that he was free of criticism. Due to 
the open biography of all community residents it is doubtful that 
such a front could long be maintained. Finally, the critic's 
focus is on the long term consequences of short-run strategies. 
In a variable environment long-run evaluation would be of a highly 
unpredictable nature. 

The one social role which might be utilized for the services 
of community critic would be that of the minister. However, the 
ministers which have had most contact with the area are lay ministers, 
men who have by and large come to the ministry only after having 
filled various lower or workingclass occupational roles in their 
early life. The "mortality rate" of such ministers is high. They 
are constantly open to charges of moral indiscretions, drinking on 
the side, being "uppity," and so forth. In the final analysis, 
the "need to level" precludes the emergence of the autonomous 
critic. 

The failure to develop formal organizations which might 
pr(ltect the people of Potter Addition from predation and stigma­
tization stems from factors very much akin to those which preclude 
'he emergence of the critic. Several organizations of a self-
help or uplift nature have come and gone in Potter Addition. Two 
of these, the Potter Addition Youth Council and the Potter Addition 
Ladies Auxiliary, while having succeeded to some extent, have been 
rendered to a large extent ineffective. Both organizations have 
had dedicated members. However, as these organizations have matured 
and gained some small set of victories, they have lost most of their 
community based constituency. (Ironically these groups are seen by 
Urbana's leaders as the representatives of the people in Potter 
Addition.) 

This loss of community support has several sources. First, 
each organization has been based on what for the community was 
a fatal assumption: That Potter Addition and its people needed 
improving. While such arguments could be accepted by the popu­
lation on the most general and abstract level, when applied to 
specific families or kinship groups, "mass rebellion\! of a nature 
would occur. Secondly, the more stigmatized elements of the popu­
lation have never really participated. Although the democratic 
ethos would never allow it to be said, they are the objects of 
the improvement. Th:: .. rdly, families have been constantly offended 
by actions or activities of group co-members. Such personal offense 
has been the basis for specific "rebellions." 
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Rebellion within the organizations is always silent. Members 
"vote with their feet." In both of these organi.zations conflict 
has never been sufficiently institutionalized and its disruptive 
effects neutralized. What struck this writer as most interesting 
about the meetings of these groups which he and his wife attended 
was the total lack of face to face confrontation in verbal resolu­
tion of conflicts. Most of the time, motions would be made and 
passed unanimously. No visible conflict could be found at these 
meetings. However, as one disgusted member of the youth club 
put it, "They won't say anything to your face when they don't 
like something, but they sure as hell talk a lot when they get 
back home in their own little group." That is, conflict was 
usually resolved, not in the threatening arena of group meetings, 
but in the cloistered confines of the clique. Thus the uplifting 
nature of these organizations as well as their inability to establish 
true consensus on issues during formal meetings have given these 
groups a very perilous and turbulent history. 

It is interesting to speculate why there was no verbal con­
frontation. Perhaps the answer lies in large part in the fact 
that many lacked verbal skills or the "sophisticated" techniques 
to marshall arguments in the favor of a given issue. Another 
reason might be that unlike other voluntary associations, the 
individual's role in the association was not an isolated one of 
membership only. That is, when a person came to the meeting, he 
brought with him his kinship identity and the hidden but universally 
known array of stigma. When disputes of issues would arise, the 
objective nature of the dispute could very seldom be restricted to 
the issues at hand. Intense debate might sooner or later involve 
the individual in non-organizational aspects of his life. If an 
argument were to become intense, the issues might be forgotten, 
and personalities could become central points of debate. At this 
point the situation would become dangerously explosive and threaten­
ing to those involved. Conflict over any given issue might thus 
provide the thin edge of a wedge which would result in the end in 
the exposure of vulnerable aspects of individual biography and 
symbolic family estates. 

A major problem lay in the inability of people to separate 
ideas and personalities. If an idea was debated and rejected, 
it was not interpreted as a rejection of only the idea but of 
the individual a.s a person also. However, the writer observed 
in his stay in the area enough of those potentially tense situa­
tions both in and out of meetings to suggest that the potentiality 
of such policy conflicts could escalate into situations of embar­
rassing exchange. 

One factor which tended to hamstring associational life in 
the community was the inability of the people to disassociate 
organizational roles and activities from kinship roles and activities. 

99 



The prfnciple of amo~al familism has a major determinant of 
organizational ineffectiveness. Due to the inability of indi­
viduals to extend trust for prolonged periods of time to others 
outside of the kinship group and due to the fact of many officers 
unable to separate organizational office and kinship status, sus­
tained organizational effort was continually undercut. Just as 
there could be no role of community critic independent of a kinship 
status, thus there could not be a role or organization leader 
independent of family ties. 

The history of Potter Addition Youth demonstrates this problem 
in the most graphic terms possible. During a seven year history 
of this group, membership fluctuated from high to low four different 
times. An analysis of organizational records shows that membership 
size in the organization varied accordingly by family and peer group 
tie. In the beginning the youth club had broad community support. 
Within two years the elected head had resigned, and a new president 
elected. During this period membership and leadership was accompanied 
by a new peak in membership. During the next year membership declined 
once again and those who stayed tended to be members of a North-end 
clique. Approximately two years later the president resigned, and 
a new president took over. Club activity and membership once again 
rose and remained stable for approximately six months. At that point, 
however, many families left the organization because they felt that 
tl1e new ruling family and peer group "were taking over. II Indeed, 
there is evidence to support the idea that the new ruling clique, 
while attempting to lead in an honest manner, tended to use club 
property in such a way that the line between organizational property 
and kin property became blurred. From this point on membership 
declined, and soon the organization started a new cycle. 

It is one of the ironies of organization in Potter Addition 
that successful implementation of club programs could be accomplished 
only at the expense of destroying its broad constituent base in the 
community. People could work more easily with kin at times and get 
things done; however, other kinship groups would sooner or later 
feel excluded and leave. The particularistic functioning of-the 
group while it operated efficiently at the same time destroyed its 
broad constituent base. 

At other times reliance of voluntary associations in the com­
munity on kinship groupings for efficient operateon presented opposite 
problems. One particularly destructive incident for the youth club 
had its basis in activities external to that organization. Informants 
report that two sisters-in-laws used the meetings to work out antagon­
isms which were generated in their particular kinship group. The 
inability of anyone in the organization to assert the needs of the 
organization over those of the feuding kinship members all but destroyed 
the club. 
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In this section we have discussed the problems of collective 
action in Potter Addition. We have suggested that the nature of 
the social structure precludes the development of groupings which 
could act at the collective and community level to protect the 
residents of Potter Addition from the predations of larger insti­
tutions. The inability of individuals to separate organizational 
and kinship roles, the inability of the organization to establish 
structures by which conflict could be worked out in an orderly 
and open fashion, and the inability of family groupings to cooperate 
with otter families in a trustful and nonthreatening atmosphere 
are all factors which impeded the development of suprn-familial 
structures in Potter Addition. Thus, while Potter Addition con­
stituted a community in the eyes of external instituti.ons, no 
semblance of community could be discerned within the territorial 
confines of Potter Addition. Too many things acted to prevent 
the emergence of community structures in this fringe neighbor-
hood. Perhaps the main argument of this section can b€~ sununed 
up in the following passage from Louis Wirth: 

"Men live in a community in virtue of the things which 
they have in common, and communication is the way in which 
they corne to possess things in connnon. Every community 
thus always has the dual aspects of living together, on 
the one hand, and part:tcipating in a common life on the 
other. In the plant a.nd animal world it is quite suf-
ficient to analyze co~rununity life in terms of symbiosis 
and competitive cooperation, the mechanisms of which are, 
so to speak, built into the organism. In the human com­
munity, however, we have never fully exhausted our powers of 
analysis until in addition, we have also understood the 
participation of the individuals in common enterprises, the 
sharing of common hopes and ideals, and the mechanisms of 
communication and social interaction whcch are not bui,lt into 
the organisms but which exist in language, collective symbols, 
laws and customs, in short, in a social heritage (Wirth, 1964). 

Potter Addition lacked this commonali.ty of experience. "Com­
munity" in its fullest meaning existed within the closed syst,,~ms 
of kin and peer,but did not exist above those levels. 

CONCLUSIONS 

The problems confronting the educator and the population of 
Potter Addition will not be solved in the classroom. No amount 
of innovative, pedagogical techniques will change the basic 
relationship between the child of Potter Addition and the educa­
tional system. Since the problems have their roots outside the 
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educational system, no set of specialized teaching devices or 
teaching hardware will alter the basic lower class context. 
If we must ask why the lower class is a problem in the school, 
we must expand the question to answer it. We must ask why is 
the lower class problematic for the entire society. 

Farber has suggested that the lower class is a superfluous 
population. Not only are they superfluous, their very superfluity 
is a prerequisite for the efficient operation of the industrial 
and political order. Norms of achievement and self-regulating 
markets, whether they be economic or educational, have their 
utility in the efficient allocation of physical and human resources. 

The school system as it stands today is very much caught up 
in the efficiency orientation of the society. Not only is education 
and its availability a function of class, it itself is caught up 
in serving the most wealthy and powerful elements of the public 
culture. It is these elements which direct and effect the policies 
of the educational elite at the local level. It is this combination 
of elites which sets the criteria of "intelligence" and hence imposes 
on the educational sYf.::em the achievement criteria of the public 
culture. 

While it may be true that local educational policies are 
formed by the operation of veto and pressure groups, such a model 
can only take into account the upper income segments of our 
society. The superfluous poor are isolated from any such power 
arrangement. Thus from the perspective of the bottom, there is 
little that can be done to effect the educational system in a 
grass roots manner. 

Indeed, to establish a curriculum by which the needs of the 
lower class could be met by the school system would be dysfunctional 
for the maintenance of the established order. First to allow the 
lower class to have a voice in the educational system would require 
a reallocation of educational resources. This would require shifting 
resources from activities which socialize the child into norms of the 
public culture. Such an allocation of resources would not be con­
sistent with the assumed efficiency norm of rational bureaucratic 
structures. Beyond the question of the schools, the transformation 
of the non-s~rvice norm of the school system vis-a-vis the lower class 
would have disastrous consequences for the ordering of social institu­
tions. If the educational system were to somehow deal with the lower 
class in such a way as to alter its superfluous status, it would be 
destroying a necessary industrial reserve army. Such an industrial 
reserve force, Farber has pointed out, is necessary for efficiency­
based social systems to meet the needs of change and innovation 
(Farber, 1968, pp. 3-23). Thus if the school is to be an efficient 
replicator of contemporary public institutional life, it cannot meet 
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the needs of the lower classes effectively. If anything, it must 
continue to be an instrument of stigmatic labeling, degradation 
and suppression. It must operate with the rest of the public 
culture to perpetuate a Eassive industrial reserve army. 

The broad functions but narrow aims of such programs which 
have a remedial relationship to the poor will in the end do more 
harm to the poor than good. For in learning the techniques neces­
sary to survive in the present public culture, the price required 
is the dislocation of the child from the social and cultural world 
of the parent. In the end it is designed to cut off the child 
from the protective and affectively based strategies and commitments 
that have been developed to meet the demands of the lower-class 
world. 

Suppose, however, the educational system were to serve Potter 
Addition and its kind at all costs. If the school system were to 
develop meaningful programs for the lower class which would alter 
their basically superfluous status, it would be undertaking a 
task of revolutionary proportions. The War on Poverty and Operation 
Head Start are essentially programs which attempt to solve the 
problems of the poor wjtnout commitment to a structural solution 
of the problem. Such programs are essentially designed to socialize 
the lower class individual into the public culture. (For an 
expansion of this, see the theory section of this report.) The 
aim of such programs is to give him educational techniques by 
which he can succeed in terms of public rationality and intel­
ligence. However, such programs seldom deal with the basic 
problems which lie in the social strata system itself. 

The recommendations of this report are not concerned with 
detailed critiques of techniques. As has been stated, the problem 
is not educational and technical; it is political. Its roots 
extend to the very value premises of our society. Thus special 
programs are impotent if they ignore the community and social 
context of the school. In the case of Potter Addition, the prob­
lems of education vis-a-vis the community lie in the very public 
culture which the school serves. The public culture out of 
necessity creates Potter Additions. To bring about changes of 
an enduring nature, the public culture itself must be transformed. 
The norms of the public culture and its emphasis on institutional 
efficiency will have to be either discarded or be given a new 
position in the hierarchy of social priorities. 

Needless to say, this will require some fundamental rearrangements 
of power in the society. Special educational programs and guaranteed 
annual incomes and other remedial measures in an of themselves will 
not solve the plight of the schools nor the populations which they 
service. What is at issue here is a radical redistribution of 
power, the autonomy whieh comes wi th po\\Ver and the ability of poop le 
to preserve and change cherished life styles at the pace which 
benefits them. 
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The Rationa.l~ 

PART III 

Problems of Competence Development Among 
Ghetto Residents of a Middle-Sized City 

Michael Lewis 

SECTION I: INTRODUCTION 

The study reported on in the following pages grows out of 
two basic sociological concerns, both of which--given the problems 
confronting them--ought to be important in the thinking of 
professional educators. The first of these may be stated as 
follows: 

The American racial dichotomy which for hundreds of 
years has relegated Negro Americans to inferior caste 
position is now in the process--long overdue to be 
sure--of breaking down. It is difficult to estimate 
just how long it will take for the remnants of the 
dichotomy and caste mentality to disappear from 
American life. Even the most optimistic among U8, 

however, recognizes the difficulties which must 
be honestly confronted if real headway is to be 
made toward an integrated society in which race is 
not a significant factor in determining access to 
opportunity. Aside from the political resistance 
to the abolishment of the dichotomy, the major 
difficulties which must be confronted are those which 
might be termed the faators of impediment internal 
to the black community itself. Put as simply as 
possible, such factors of impediment may be understood 
as those structural conditions which have developed 
in response to exploitation and exclusion, impede, 
or, indeed, prevent those individuals who live in 
terms of them from taking advantage of opportunities 
for full participation in the mainstream of American 
life. It is increasingly clear to both dispassionate 
observers and passionate advocates of the black man's 
cause that if by some miracle all the political 
barriers to full participation were to be obliterated 
today or tomorrow many Negroes (victimized by the 
factors of impediment) would be unable to make 
successful use of their new-found access to oppor­
tunity; and, as a result, black men would remain 
over-represented among the ranks of the underclass. 
Thus while every effort must be made to continue 
the struggle against arbitrary exclusion, we must 
also recognize that without attending to the eradication 
of impeding factors political victories which ostensibly 
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open up mainstream opportunities would be pyhric 
indeed. 

We have undertllken the study reported on in these 
pages in order 1) to make more intelligible the 
nature of th,e factors of impediment, and 2) to 
see if it is possible on the basis of sociological 
analysis to recommend strategies of intervention 
intended to mitigate against the deleterious 
impact of such factors; it should be noted at the 
outset that some of these strategies may indeed 
imply changes in the philosophy as well as the 
organization and methodologies of those agencies--the 
schools, the welfare agencies, etc.--which are most 
consistently involved in intervention against these 
factors. 

The second of the underlying CODcams informing this research _1 
be outlined as follows: 

There is in contemporary social science too little 
attention being paid to a comparative urbanism 
within boundaries of American society. This is 
particularly true of sociology. We have, in 
much too facile a manner, assumed the unity of 
characteristics (and phenomena) in all communities 
commonly identified as urban. Obviously when we 
think about it there would appear to be some very 
basic demographiC, ecological, and social structural 
differences between different urban communities. And 
in some instances regional conditions and local history 
may be differentiating elements. There are different 
kinds of urbanisms in the United States and we need 
to refine our conceptions of what the urban experi­
ence is. That it is variable is a safe hypothesis. 
We need, however, to specify the parameters of this 
variability. 

For those who are interested in educational innovation 
and other forms of intervention calculated to mitigate 
against the impeding factors which are products of 
the American racial dichotomy, the importance of 
such a comparative urbanism can not be overestimated. 
As urban contexts vary, 80 too may the constellations 
of impeding factors; and, consequently, there may be 
a definite need to vary strategies of educational and 
welfare intervention so that they will be appropriate 
to the community in which they are being applied. 
Even if the cODste11ation of impeding,'factors 1s 
relatively stable from one killd of coaaunity to the 
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next, the variable social contexts in which they 
are housed may necessitate the adoption of varying 
strategies of intervention. It is a working hypothesis 
of this r~search that, at least in some measure, what 
the innovator must do in, for example in Harrisburg, 
Pa., in order to make his laboratory-tested intervention 
effective in the field, will have to differ in some 
respects from what he would have to do in New York 
City or Chicago or, indeed, in Dallas, T~xas or Las 
Vegas, Nevada. It seems to the principal investigator 
that just as sociologists have often over-simplified 
what they mean by urban, focusing more often than not 
on metropolitan communities, so too have those who are 
concerned with innovation and intervention neglected 
the variations in social context which are characteristic 
of the different urban communities in which their 
innovations must ultimately be applied if they are to 
be considered successful at all. 

We have undertaken the study reported on in these pages 
to take a first step toward a systematic comparative 
urbanism within the boundaries of American society. In 
particular we have done so with special attention to 
those conditions which are either in need of change as 
the result of educational and welfare intervention or 
which might conceivably affect the kinds of innovative 
strategies necessary to make such intervention effective. 
In one sense our study is not comparative because we 
make no systematic attempt to draw comparisons between 
diff~:t'ent types of communities. Instead--for reasons 
elal,or Ited below (see section on methodology), we have 
Ch08~ .. i to study a nonmetropo li tan urban communi ty inten­
sively. Out of this study we hope to make a beginning 
in developing stra<egic guidelines for educational and 
welfare intervention in like communities. A full 
elaboration of guidelines for interven.tion must await 
further systematic study. 

The COlHE,e,tence }t'ramework 

Social science literature contains a number of studies which 
attempt to assess the nature and extent of the damage visited 
upon Negro Americans as a result of the racial dichotomy, so long 
a social. fact in this society. General and historical studies such 
as Gunnar Myrdal' s landmark An American Di lerrma and John Hope 
Franklin's From Slavery To Freedom have attempted to give us 
an accurate record of the. b lack man's ins ti tutional response 
to the exploitation--both systematic and wanton--which has been 
characteristic of white &ociety's demeanor toward him. 
E. Franklin Frazier's classic The Negro Family in the United 
States and Daniel Patrick Moynihan's highly publicized 
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memorandum The Negro Fami ly: The Case For National Action 
have etched in the memories of all who have taken the time to 
read them a picture of unrelenting matri~enteredness among 
the black lower class and a Jeremiah-like forecast of increased 
difficulty for such families in urban areas if massive doses 
of aid and reform are not applied forthwith. A number of psy­
chologically-informed studies have attempted to evaluate the 
personal impact of the dichotomy in the lives of Negroes 
by either adopting a holistic biographical approach or by 
attempting to measure trait differences as between black 
and white. Among the former have been John Dollard's Caste 
and Class in A Southern Town in which he concluded that Negroes 
developed an accomodating caste psychology whereby asp:.!1.rations 
for personal accomplishment were lowered to conform to 
the realities of caste limitations present in the community 
he studied (the accomodative psychology was most pronounced 
among lower-class Negroes); Allison Davis and John Dolla,rd' s 
Child~n of Bondage in which they concluded that while the 
racial dichotomy affected all Negroes it affected them differ­
entially with the lower class developing personal styles which 
attempted to compensate for caste restrictions by giving 
relatively free expression to sexual and a~gressive impulses; 
and Abram Kardiner and Lionel Ovesey's The Mark of Oppression 
in which they concluded that their intensively-studied 25 
subjects had been maimed by the conditions of the racial 
dichotomy; that their potential for healthy expression of 
affect had been lowered, their sexual identifications had 
become conflict-ridden~ their conscience mechanisms had 
become distorted and their self-esteem had been gravely 
impaired. 

Among the trai t studies, the followin~~ may be ci ted 
aa typical: An investiga.tion of manifest Illnxiety found that 
Negro children evidenced that quality to a greater degree 
than white children of the same age (Palermo, 1959); a 
study employing the Thematic Apperception Test (TAT) found 
that Negro boys between the ages of 10-14 viewed their envi­
ronment as much more threatening than did a comparable group 
of white boys (Mussen, 1953); a study using the MMPI on a 
8m,all. group of Negro and whi te hospital patlents found that 
Negro men evidenced "a more feminine pattern of interests" 
and more "bizarre and unusual thoughts" (Hokanson and Calden, 
1960); while still another study has indicated that Southern 
Negro men tended to be less aggressive in the face of 
frustration than Southern white men$ while in the North the 
pattern tended toward reversal (McCrary, 1951). 

As even a superficial reading of their results indicates, 
none of the personal impact studies approaches definitiveness. 
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Moreover because, for the most part, they focus upon per­
sonality characteristics or psychological states rather than 
behavioral patterns or predispositions, such studies fall 
short of providing a basis for planned intervention. It is 
in the nature of the case that personality characteristics 
and internal psychological states do not translate on a one­
to-one basis into specific behavioral characteristics. Thus, 
even definitive knowledge of the psychological impact of 
racial victimization would not necessarily mean that we 
had the key to an understanding of the impeding factors 
we have noted above. The Dollard findings would seem to 
imply behaviors which might obstruct access to "mainstream" 
opportunities--i.e., lowered aspiration level--but the other 
studies cited leave indeterminate the relation between person­
ality and behavior. Heightened anxiety mayor may not impede 
those behaviors necessary--let us say--for economic success; 
it is entirely possible that anxiety may ser,'e as a goad 
which drives the individual on to ever greater effort. 
The same may be said for other characteristics such as 
identity confusion, fear of environment, bizarre and unusual 
thoughts, the free expression of aggression and so on. 
Granting for the moment that these traits appear dispropor­
tionately among Negroes, we do not know whether they are 
in fact among the impeding factors we seek to elucidate. 

In our attempt to understand the nature of the impeding 
factors blocking access to opportunities for Negroes the 
personality perspective is, thus, of little avail. Accordingly, 
we have adopted a framework for our investigat.ion which because 
of its emphasis upon normative problems is s.,)f!iological rather 
than psychological. We shall call this framework the com­
petence perspective. A brief depiction of this framework 
now follows: 

Competence is defined for our purposes as the 
ability of an individual to approximate in his or 
her behavior standards of quality which are insti­
tutionalized for specific roles. Competence is thus 
a social dimension, the action counterpart of 
institutionalized expectations for role performance. 

When we consider an individual's competence our consideration 
is specific to a particular role or complex of roles. In 
American society we can distinguish between two classes of 
role in which as a matter of course we take mea,sure of an 
individual's competence. The first class may be designated 
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as volitional, the second class as presariptive. Volitional 
roles are those roles which the individual chooses more-or-
less idiosyncratically. As examples we miJht suggest particular 
vocational roles such as doctor, plumber, teachers, etc. It 
is characteristic of this class that an individual is not 
censured for his refusal to undertake any particular role in 
the class. Questions of the individual's competenae in 
this class are relevant only with respect to those roles to 
which he has made a commitment. Prescriptive roles are 
those roles which, given sex and age differentials, all 
(or nearly all) individuals in a particular society are expected 
to undertake. Failure to do so subjects the individual 
to varying degrees of social censure, ranging from mild disap­
proval to public condemnation and exclusion, although the 
mere undertaking of the role does not insure social approval. 
Approval is a func,tion of the individual's ability to meet 
institutionalized standards of performance for the roles in 
question--or in other words his aompetence in these roles.! 

Before continuing with this brief elaboration of the 
framework, let us pause momentarily to reflect on the 
implications of what we have presented thus far for the purpose 
of our study. Given the gradual expansion of mainstream 
opportunities fc>r black Americans there is need to focus upon 
the aonditions impeding success in these opportunities which, 
although they are ultimately the products of the exploitation 
inherent in the racial dichotomy, are in the immediate sense 
woven into the fabric of black society. These factors may 
operate on any or all of a number of different levels. It 
may be that there are particular institutional (or structural) 
characteristics, perhaps matrifocally with regard to the family 
system, which impede success in the mainstream. It may be 
that there are subcultural emphases--the "cool world of the 
hustle" or the expressive nihilism of the most militant brands 
of black nationalis~-which deflect the attention of those 
who partake of them from the opportunities in the mainstream. 
It may be finally that the overrepresentation of certain 
psychological traits among Negroes does, indeed, predispose 

1 Note: This discussion and the follOWing material on 
competence is adopted from the principal investigator's 
earlier work. For an extended discussion of the competence 
perspective see: 

Michael Lewis, Competence an.d the American Racial Diahotomy: 
A StudY in the pynamics of Victimization (unpublished doctoral 
dissertation, Princeton University, 1967). See Chapters I, II, 
and VI in particular. 
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many of them to failure in the mainstream. 2 The competenee 
framework does not of itself allow us to analyze the underlying 
sources of impediment; but by focusing upon roles rather than 
personality at the outset, it provides us with a way of 
categorizing the behavioral areas in which the impediments 
occur. Because by definition both the roles and the standards 
of competence applicable to them are derivatives of the 
dominant normative consensus in any given society (i.e., the 
"mainstream") the use of such a framework permits us to specify 
just those areas in which those we are studying fail, as it 
were, to make their connection with that society. An accurate 
specification of default will in turn provide us with a point 
of departure from which we might then begin a more systematic 
analysis of the sources of impediment--institutiona1, sub­
cultural, psycholog1cal~ etc. Theoretically at least, the 
combination of such classification of impediment together 
with the analysis of its sources should provide a basis for 
rational intervention 011 the part of those whose commitment 
is to the freeing of the potential of those who bear the 
burdens of exploitation and repression. 

Returning to the explication of the competence framework 
the follOWing are prlesented as the prescribed l~oles in which 
competence is almost universally evaluated. w,~ outline these 
roles together with the standards of adequacy l~enera11y used 
to evaluate performance in them. We focus on p1'e8cPibed roles 
because culturally speaking they and the standtlrds of performance 
associated with them are social facts universal. to our society 
and are, consequently, beyond personal llsnipu1sLtion by any 
given individual. The requirement of particip8l tion and the , 
standards of adequacy are applied mercilessly to us all. 

2 
Note: We should, of course, be aware of impeding factors 

external to black society. These include actual blockage or 
discrimination and more subtly the holding back of cues and 
information necessary for success in the mainstream. We will 
have more to say about this latter circumstance in later 
sections of this report. 

3 Note: We take the position that, subcultures notwithstanding, 
there is a generalized normative core applicable throughout American 
society. Competence expectations are derivatives of this normative 
core. While this is an issue about which there is some contro­
versy, there is support for the position adopted here in the 
literature. See, for example, Robert K. Merton, "Social Structure 
~'md Anomie," Theorry and Social, Structure (Glencoe: The Free Press, 
:1.957), pp. 131-160. 

And, Albert K. Cohen, DeZinquent Boys: The CUZture of the Gang 
(Glencoe: The Free Press, 1955), p. 87. 
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As follows, the prescribed roles and their associated standards 
of performance are: 

Fop Men 

1) 

2) 

J3peadwinnep in the eoonorrru: ... 
As an absolute minimum we expect a man to 

work regularly at a job which provides him with 
the means of securing a satisfactory standard 
of living for himself and his f8~ily (assuming 
of course that he is not arbitrarily excluded 
from economic opportunity). Relative to the 
number and type of a man's dependents he is 
performing competently if he works regularly at 
a job which provides him with the means to meet 
both is own basic needs and those of his depend­
ents. A second aspect of such competence is the 
individual's ability to put his earnings to 
efficient use. We expect that an adult male 
will be capable of allocating the means at his 
disposal to meet his needs and those of his 
spouse and children in such a manner that no 
one who is dependent upon him will suffer undue 
hardship. Thus, a man who works at a job which 
theoretically provides him with necessary means 
but who squanders it while those depending 
upon him for support go without the necessary 
food, clothing, health services, etc., is a 
man who is economically inoompetent. 

Husband in the famiZy : 
We expect that an adult man--un1ess he has a 

special dispensation which suspends the expectation 
as in the case of a Roman Catholic Priest--wi11 
contract and sustain a publicly symbolized 
conjugal relationship. In today's marriage a man 
is expect~d to be able to give fully of his 
total self, to be able to commit his entire 
personality to the relationship. No longer a 
matter whose control rests beyond the principals 
(as in kinship dominated societies), marriage has 
become a relationship in which individual volition 
is recognized as the only acceptable source of 
contract and the only legitimate basis for continu­
ation. Marriage in our society is ideally a 
"voluntary association" admitti.ng of only two 
members in which exclusive commitment to each 
other is expected. A man must, therefore, be 
capable of an "authentic presence" in the relation­
ship. Such a presence entails skill in communi~~ 
cating the self and skill in. meeting the affective 
and sexual needs of his spouse. 
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3) Fathep in the family: 
We expect that as a matter of course an 

adult man will make the biological and inter­
personal investments necessary to father at least 
one child. We expect a father to be concerned and 
responsible for the well-being of his children 
until they are capable of independently maintaining 
themselves. Such maintenance, of course, includes 
their material sustenance. Beyond sustenance, 
however, we expect a father to be capable of 
demonatratin~ sincere interest in his children. 
We expect h1m to present a positively toned model 
o,f masculinity to his children, to provide a 
socially acceptable model ftor his sons to emulate 
and his daughters to respect. Furthermore, the 
c~'etent father is expected to exercise legitimate 
authority over his children, to govern them 
(in concert with mother) for their good and 
welfare both present and future. Accomplishing 
all this requires of a man that he be "skilled" 
in establishing interpersonal ~apport, that he 
be capable of listening to, empathizing with, and 
articulating the needs of his children with 
the appropriate models of behavior in our society. 

Fop Women 4 

1) Wife in the famiZy: 
The personalization of American marriage 

places essentially the same demands for interper­
sonal competence on both husband and wife in the 
conjugal relationship. Like her spouse, we 
expect a competent (or good) wife to make a 
total commitment of self to her marriage; to 
project an "authentic presence"; to meet the 
affective and sexual needs of her husband in a 
manner which is mutually gratifying. 

2) Mothe~ in the famiZy: 
In contemporary American society it is common 

4 Note: Despite the increased direct participation of 
women in extra-familial performance areas, e.g., the economy, 
the family remains the most legitimate single area of feminine 
participation and is, consequently, the primary area in which 
we take measure of a woman. No woman is censured for either 
vocational incapacity or the desire to avoid direct involvement 
in the world of work. We do, however, ''wonder'' about a woman who 
forsakes family life entirely in pursuit of a career. The family 
roles are p~e8cribed roles for women in American society. 
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to expect that a married woman will make the 
necessary physiological investment in the bearing 
of at least one child. A wife's refusal to bear 
children evokes severe censure and is itself 
grounds for the dissolution of a marriage. Tradi­
tionally, the primary responsibility for the health 
and welfare of minor children bas been vested in 
the mother. Thus, we expect a woman with children 
to have the necessary skills for creating an 
atmosphere of physical and emotional security 
for them. We therefore expect a woman 1) to be 
able to turn the means of sustenance into the 
operations of care, 2) to provide nourishing 
meals for her children, 3) to attend to their 
health needs promptly and effiCiently, 4) to 
see that her children are adequately clothed, 
5) to provide them with the physical security 
necessary for undisturbed growth which, as a 
consequence of their physical and social immaturity, 
they cannot provide for themselves. Beyond physical 
care we expect the mother to be an affective 
specialist. The essence of maternal care, we 
say, may be found in the mother's capacity to 
inves t herself fully in a relationsh:f.p with her 
children, in her capacity to listen carefully 
to their expressions of need and ultimately to 
meet these needs when they are "realistic." 
Beyond this, we expect a mother to present an 
appropriate model of feminity to her children, 
one which her daughter's can emulate without 
running afoul of current social expectations and 
one which awakens admirat.ion and respect in 
her sons. 

3) Homemake!': 
A woman is expected to keep a clean and 

orderly house. Even in situations where the me~ms 
are limited, where furniture cannot be easily 
replaced, and where a woman must do without the 
so-called "labor saving conveniences," she is 
expected to attend regularly to housekeeping 
chores. Beyond actual housekeeping a woman is 
expected--within the limits of her means--to 
be the family's arbiter of taste. She is expected 
to show some concern for what will constitute 
the aesthetic (decorative) aspects of her domicile. 
Standards of "good" taste change rapidly but 
what/ever the existing standards may be, the 
adult woman is expected to be attuned to them and 
to translate them into physical realities within 
the home. 

Before concluding this introduction to our study we should 
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like to present the following model of competence development. 
The model is an important one because it has informed the 
inquiry we are reporting on in these pages. The reader is, 
however, cautioned not to expect strict conformity to its 
characteristice in later sections of this report. Our model is 
heuristic in nature; its use has sensitized the researchers to 
certain problems and configurations of socio-cu1tura1 character­
istics relevant to the intent of our investigation. 

Every individual during his childhood and adolescence is 
confronted with three sources of influence which either encourage 
maximum development of competence potential or impede that develop­
ment. These influences may be noted as follows: 1) the agents 
of society's expectations for role competence (i.e., teachers; 
and in some cases social workers; scout leaders; and other adult 
youth workers), 2) the cues emanating from the neighborhood 
environment~ and 3) the competence milieus in their family 
contexts. These three influences constitute a network playing 
upon the grOWing individual which can be visualized as a series 
of concentric rings which surround him throughout the develop­
mental stages of his life. 

Societal agents 
Neighborhood cues 
Family competence milieu 

The operation of this network may be described in terms of a 
logic-of-infZuence which can be explicated as follows: Each ring 
(or source of influence) is characterized by a different quality 
of intensity in its impact upon ego, depending upon the degree 
of intimacy between the source and ego. We posit that intimacy 
is greatest between the child (ego) and the familial competence 
milieu and least between the child (ego) and the societal agents. 
The neighborhood sources are intermediate. 

The societal agents such as social workers and teachers extend 
to the child competence expectations which emanate from the society's 
dominant core of values. The relative lack of intimacy in the 
relationship between ego and these agents is characteristically 
the result of limitations inherent in the roles of the agents. 
Teachers, of course, deal with relatively large numbers of children 
in a single class. In such a circumstance they are rarely able 
to invest themselves in relationships of some intimacy with most 
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of their students. They, therefore, deliver the competence 
"message" formally, and olL1ly rarely is there an opportunity 
for intimate and informal feedback, Social workers have as 
a tenet of their professional code noninvolvement beyond the 
li,rui ts of "therapy." It is rare to find a social worker who 
1.nvests his own biography in his relationship '~ith "the client." 
Thus the competence "message," while it is given repeatedly, is 
more often than not given in an intellectualized or stylized 
manner and there is little opportunity for ego to explore with 
the worker the performance implications of the "message." 
In sum, while the agents may persistently "deliver the message" 
they do not engage those to whom it is delivered in relation­
ships of sufficient intimacy to indicate how, in their own 
lives, they practice what they preach. In such situations the 
intensity of impact cannot be too great. 

The immediate neighborhood is, for ego, the arena in which 
he does much of his infol~al learning. It is in the neighborhood 
that his peer relationsh:lps develop and it is the area in which 
the child observes the fullest panoply of life on a day-to-day 
basis. For the growing child it is the irrnnediate neighborhood 
which provides the first non-familial reference groups. Inter­
actio;':. 'I,"·ds to be less structured and delimi ted by specific 
role pla~: . "~." than it is in formal interaction wi th societal 
agents. because of this and because of the prolonged contact 
the child usually has with this environment, the lessons he 
learns from his neighborhood encounters are likely to be felt 
quite intensely. Therefore the competence cues which emanate 
from ego's immediate neighborhood are likely to have a lasting 
impact upon him. Unlike the stylized formal competence "message" 
of the societal agents, the neighborhood cues reach the child 
informally in the course of diffuse eucounters. 

The family, generally speaking, is for the child the 
context of greatest intimacy over a long period of time. It is 
characteristic of the nuclear family unit that it provides a 
setting in which interaction between parents and children involves 
the highest degree of personal self-investment. B~cause of this 
and because of its temporal primacy this unit is generally 
viewed as the key unit in the socialization process. s 

5 Note: This is of course recognized in the classic 
formulations. See: G. H. Mead, Mind, SeZf and Society 
(Chicago: University of Chicago Press, 1934). 

See also: Talcott Parsons and Robert F. Bales, FamiZy: 
SociaZiaation and Interaction Process (Glencoe: The Free 
Press, 1955). 
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The competence milieu in the nuclear family unit (which 
is the product of the quality of adult performance in their 
sexually appropriate ~oles) confronts the growing child with 
the greatest intensity. The interaction 1s relatively unstruc­
tured and the child is himself involved in the behavior of his 
parents. There is nothing formal or stylized about the competence 
cues the child picks up in this context. 

When the three sources of competence influence are integrated 
in their impact on the child (that is, when both the immediate 
neighborhood envirotm~ent and the familial competence milieu 
generate competence (!ues which are in proximate agreement with 
those extended by sOlcietal agents) the situation is optimal 
for the child's ulti,mate development of expected role competence. 
'rhe cues at each level of intensity are all in the same direction. 
When, however, there is discontinuity between the cues emanating 
'from the three sources an impediment to the development of role 
competence becomes a factor. The severity of the impediment, 
we would hypothesize, is a function of the location of the 
discontinuity!,! ie/e., in which of the sources with their varying 
intensity of impact does it occur. In increasing order of 
severity we can note the following impeding situations in which 
the expectations for ultimate r.ole competence development must 
be less than optimal. 

1. Integration of cues emanating from societal 
agents and those emanating from familial 
contexts. Discontinuity is located in the 
neighborhood environment which tends to generate 
cues which deviate from societal expectations. 

2. IntegratimL of cues emanating from societal 
agents and neighborhood environment. Discon­
tinuity is located in the familial context 
which generates cues which in some measure 
deviate from societal expectations. 

3. Discontinuity is located in both neighborhood 
environment and familial contexts. In both 
cases competence cues are generated which deviate 
from societal expectations. This type represents 
the integrati.on of the sources having the most 
intense impact in opposition to the societal 
agents, who, while representing standard 
expectationa, have the least intense impact 
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because of role limitations.o 

Thus in the logic we have developed, the severity of the 
impediment depends upon the expected intensity of the source 
in which the discontinuity occurs. The greater the intensity 
of impact, the greater the impediment as a result of the 
discontinuity. 

If one assumes, as we have, that the competence framework 
provides us wi~h a viable approach to understanding some of the 
impediments to full social participation which have become over­
represented among Negro Americans, then this Zogie-of-inftuenee 
formulation is of significance on two levels. First, it provides 
the researcher who is interested in this problem with a built-in 
paradigm which can be used to organize his inquiry in any given 
community setting. Assuming the general validity of the model, 
it becomes the task of the researcher to characterize in as 
concrete a manner as possible the operation of the sources of 
influence in that setting. Second, it provides a standardized 
basis for the comparative inquiry into this problem in varying 
urban contexts within American society (see above discussion of 
the necessity for such inquiry pp. 108-109). Theoretically, the 
use of this model to inform a series of studies 1n representative 
Americ8~ communities would yield a sociological map of the 
relev~nt variations which in turn could provide an empirically 
grounded basis for intelligent innovation and intervention in 
pursuit of those reforms necessary for effective remediation 
of circumstances which deprive so many of their birthright in 
this society. Because of the importance of this model for 
such inquiry, let us now take a closer look at its research 
implications. Application of the model will allow us first to 
specify the internal variations, if any, which are characteristic 
of each source of influence from one community to the next. For 
example, although the model assumes the ~extension of competence 
expectations by societal agents in almost all communities 
(excepting L~o8e communities in the Deep South) the consistency 
and, indeed, the intensity with which they are extended to blacks 

6 Note: There is, of course, a fourth type of situation, 
one which in fact presents the greatest impediment to competence 
development. It is possible for azt thPee levels of inf2uence 
to be integpated against the maximization of competence potential. 
Such a circumstance would occur when the societal agents do not 
present the institutionalized competence cues. This occurred 
and probably still does occur in the American South where it has 
been characteristically assumed by the controlling whites that 
Negroes should not behave in the same manner as whites. 
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may vary from one community to the next. This may depend upon 
a number of factors which the research should attend to--the 
ideology and personal attitudes toward Negroes of those who 
take such roles as teacher and social worker; the organizational 
imperatives which govern their contacts with Negroes; and, indeed, 
the very scale of the bureaucracies which either makes the 
worker or teacher "effective" or bogs him down in a myriad of 
tasks which may be organizationally rational but functionally 
counter-productive. Neighborhood factors as producers of 
competence cues may also vary from one community setting to the 
nexta In one type of urban setting nearly all the Negroes may 
be impacted in a Single ghetto area. When such is the case one 
of two possibilities may occur. If the community is such that 
the job structure is fairly open to blacks, then the ghetto area 
may, in faqt, contain a fairly wide range of competence styles 
in both the prescribed performance areas. In. this situation the 
kind of i~diate reference group the child develops will 
determine the direction of the competence cues operating upon 
him. If on the other hand, the community is such that the 
job structure is strictly limited, then the range ot competence 
styles in the ghetto will tend to be narrow and most probab'-'-
the cues operating on the child will all be in the directiol.. .Jf 
styles which violate "mainstream" expectations. In such a case 
it would p~obably be true that almost every black child would 
be confronted with deviant competence cues emartating from 
neighborhood sources~ In other communities still, the racial 
ecology may vary so that the Negroes are physically separated 
according to their social status& In such a commlmity one would 
find middle-class Negroes living in one neighborhood while the 
working class and under-class Negroes are consigned to the slum­
ghetto. On the assumption that middle-class Negroes most 
closely approximate in their life style the mainstream compe-
tence expectations, the children of the ghetto woul.d in such a 
case be largely deprived of the opportunity to experience suc,h 
styles or cues in their neighborhood. On the othel' hand the 
middle-class black children would not be threatened by the 
accessibility of deviant cues which might, had they been living 
in the slum-ghetto, impede their progress into the "mains,tream." 
As far as the family competence milieus are concerned there 
will obviously be some variation from one individual to the 
next in a given community. But it is entirely possible that 
i~~'1£ modal, type of competence mi Zieu for black families may 
vary according to certain kinds of community characteristics. 
For example, one migh t hypothesize a more deviant modal type 
in those communities which have a high proportion of recent 
migrants from the South. Moreover one might argue that the 
greater the isolation of the black community from the community­
at-large--economdcally, culturally, etc.--the greater the possibility 
of famdly competence milieus which deviate from mainstream 
exp~ctations. In any case there may in fact be characteristic 
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differences in familial competence milieus from one community 
to the next and any research employing the competence framework 
should not take for granted that it will be one way or another. 
What the ~laracteristic competence milieu is, is an empirical 
question. 

The comparative application of the mode1--when it is concretized 
by systematic empirical research--should, moreover, provide us 
with a characterization of types of American communities according 
to the degree of favorableness to the maximization of the Negroes' 
competence potential in prescribed or "mainstream" roles. theo­
retically a systematic comparison u3ing the Logic-of-in~uence 
modeZ should not only yield a picture of the nature of influence 
at each level (inclusive of the structural, cultural, and social 
psychological factors which define what direction that influence 
will characteristic.ally take) but also a picture of the character­
istic continuity or discontinuity between sources of influence 
as these are associated with a distribution of different types 
of communities in which black Americans characteristically find 
themselves. 

The accomplishment of such a systematic comparative analysis 
using the Logic-of-in~uence modeZ would provide an empirical 
basis for intervention strategies. Innovators in education and 
public welfare would be able to consult the analysis and adapt 
their expertise to the different types of community settings 
in which they hope to have success in contributing to the maxi­
mization of the black man's competence potential (so that he 
in turn might compete successfully for the social and economic 
rewards so long denied him). Different settings will no doubt 
demand different strategies. We must emphasize once again, however, 
that the study reported in these pages does not accomplish the 
goal of such a systematic analysis. It is a study of one com­
munity; of one setting among the pos3ib1e variations and while 
it is informed by the model we have outlined above it does 
not--for reasons which will become clear as we go a10ng-~strict1y 
conform to its tenets. We present the study as a tentative and 
long overdue first step in approximating the comparative analysis 
of the black man's urban experience in America with particular 
reference to those factors which have impeded his development 
of those competencies which are characteristic of individuals 
who "make their connection" with the "mainstream" and reap 

7 Note: It should be emphasized once again that in any 
community there will be some variation from family to family and 
from one child to the next. Such research as we are disctlssing, 
however, must focus not upon the individual differences but rather 
upon the conditions which best describe the nature of familial 
competence influence in general. 
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the rewards proffered therein. 

Let us now turn to a specific discussion of the methods 
employed in this study. 
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SECTION II: THE METHOD OF THE STUDY 

The methods of social science have, in recent years, increased 
in sophistication. Social scientists can call forth from their 
repertoire of methods high powered statistical approaches, experimental 
designs allowing for ever more careful control over variables, mathe­
matical simulations, etc. Things have come to such a pass that 
practicing sociologists have difficulty keeping abreast of the latest 
developments, and most academic departments either employ or seek to 
employ methods specialists who, besides teaching graduate students, 
serve as consultants to their less "sophisticated" colleagues. It 
is a cultural fact of life in contemporary American society that the 
more complex a method, a machine, or a process, the more it attracts 
attention both from professionals and the relatively uninitiated. 
So it has been in American social science. The more exotic the 
method the more often it can be clothed in high level and quantifi­
able abstractions, the more.attention it attracts, and the more 
confidence is placed in its use. 

While this is genera.lly true among social scientists themselves 
it is even more frequently true of those non-social scientists in 
ancillary professions (i.e., in education, welfare, health, etc.) 
to whom social scientists often address themselves. It is not our 
intention to offer a full-blown critique of this trend but only to 
caution against too facile a devotion to "sophistication" (Mills, 
1959) particularly when the sophisticated method can have little 
payoff in confrontation with meaningful SQcial issues. We caution 
against the inhibition of method in which problem selection and/or 
formulation is governed by the researcher's commitment to a particular 
investigative styl~.'.~ ... ;' '~'(:;jH'.iggest that social scientists fit their 
method to the i~~~~"~ather than vice versa, and that their audience 
develop an awareness of the fact that what is most sophisticated is 
not always most rel-evant. The questions which ought to be con-' 
sidered are: does the method fit the problem? does it ta.ke the 
investigator and his audience as far as possible in the direction 
of meeting the requirements for solution of a problem which has 
significance in the real world? 

These general remarks are intended as a preamble for the 
methodological apologia which follows. Their appropriateness will 
soon be apparent, for as we describe the conduct of ou.r inquiry the 
reader will no doubt discern a certain paucity of the "sophistica­
tion" we have just noted. What we have done is simple in conception 
although painstaking in execution and we consider it the most fruitful 
approach to our problem. 
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The Method of the Study: A Sociology in "Vivo" 

Unlike many examples of the sociological enterprise our research 
was not undertaken to make a contribution--either theoretical or 
methodo10gica1--to the discipline of sociology. Two assumptions 
underlie this less than sanguine orientation toward the discipline. 
First, we assume that the issues surrounding efforts to establish 
racial equity in this society are so desparately in need of ana­
lytic intelligence that those possessing the tools for such 
intelligence must make use of them whether or not they are contribut­
ing to their discipline. Second, we believe that contributions which 
advance the discipline of sociology are more likely to come as the 
results of an application of the soaioZogiaaZ imagination to issues 
of significance in society than when the scholar makes a conscious, 
purposeful attempt to advance the discipline e We believe that con­
tributions to the discipline are often the unanticipated gains of 
scholarly confrontations with problems or issues which seem to cast 
in doubt the assumptions by which men live in normal society. 

Ours is thus an exercise in 8oaioZogy in vivo--an application 
of the sociological imagination to the flow of events as they con­
front us as actors in the society we seek to understand. W~ seek 
not those abstractions which simp1ify--~nd sometimes oversimplify-­
our apprehensions of reality. Nor do we seek those sweeping 
generalizations by which the analytic power of sociology is often 
measured. We are content to elucidate if we can those sooiaZ Zogios 
which are operative in issues we deem significant in a setting we 
regard as important. In this regard we hope to depict in as clear 
a manner as possible 1) w7~t is happening; 2) h~ what is happening 
does occur; and, hopefully, 3) why what is happening does occur. 

There will probably be no challenge to our assertion that the 
racial dichotomy is a source of significant issues in American 
society. As far as our use of the competence framework is concerned 
the reader is directed to section I of this report for an elabora­
tion of its significance. Some may, however, question the importance 
of the setting we have chosen for our investigation. Thus, before 
we proceed further with our discussion of method we should like to 
explain our choice. 

The Choice of Community 

There have been many studies of Negroes in urban areas. There 
have been relatively few studies outside the South which have not 
been concerned with Negroes in large metrc)po1itan areas. Moreover, 
much of the thinking with regard to innovation and intervention in 
behalf of the impoverished--black o~ white--has taken the large 
metropolitan center as its point of reference. Finally, because 
of the recent spate of riots and related violence the race problem 
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has become identified in the public mind with the "crumbling metrop­
olis and its ghettos. I. 1 

The reader will remember that one of the concerns generating 
this study is the perceived need to broaden our understanding of 
the impact of the racial dichotomy in terms of variable urban con­
texts. Thus, in choosing the setting for our study we deliberately 
ruled out a large metropolitan area. In the original conception we 
hoped that we could select a non-metropolitan city which in so~e 
measure met the following requirements: 1) that it be large enough 
so that in absolute numbers there would.be a black population large 
enough to allow a prima facie case to be made for the meaningfulness 
of the study; 2) that it be large enough to support a range of 
educational and welfare services similar to those found in l.arge 
metropolitan cities albeit on a smaller scale; 3) that it be a 
ca.aunity which is neither suburb nor satellite of a large metro-

2-politan city. While the first requirement would have had to remain 
operative in the selection of any setting for the research, the 
others might have varied. Alternatives might have been to study 
a community in which the full range of educational and welfare ser­
vices were not provided as a matter of course within its boundaries, 
or to study a satellite city of a large metropolitan complex-­
perhaps a suburb in which the full range of service~ was not provided 
by the community itself. 

1 Note: Not all the riots occurred in metropolitan centers--
a number of other kinds of urban areas such as Rochester, New York, 
and Waukeegan, Illinois have seen riots. Nevertheless, the riots 
in Watts,L08 Angeles; Hough, Cleveland; Chicago's West Side; and 
Harlem, New York City have attracted the most intensive and exten­
sive media coverage; and as a result the racially toned property:v~<:' r 
riots nf the 60's have appeared to be "big city" phenomena. 

2 Note: We recognize the ad hoc nature of our criteria fot 
selection. It might be ~rgued that in developing a strategy for 
the comparative study of American urbanism--of which our research 
is one case--we should have used criteria derived from one or 
another of the extant schemes intended to classify different types 
of city, e.g., Albert Reiss, Jr., "Functional Specialization of 
Cities" in Paul K. Batt and Albert J. Reiss, Jr., Cities and Society 
and me Revised Reader in Urban Sociology, (Glencoe: The Free 
Press, 1957). Without going into detail about these classificatory 
achemes, we can only note that the criteria were not drawn from 
thea because they did not seem particularly relevant for the 
analysis we have undertaken. 
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What is needed and what we did not have when we undertook 
t.his research is a method of sampling communities which would 
give us some assurance that the community chosen for study 
is representative of a class of like communities. The use of 
such a method would establish with greater exactitude than is 
now possible the limits upon generalization and strategies for 
intervention derived from the study of any given community. Lacking 
this we can only generate the criteria for selecting a community 
on an ad hoc basis; and the class of communities to which our 
findings are applicable must remain somewhat vague. 3 

Why was this particular set of criteria selected for the 
first of a series of community studies? We chose these criteria 
because they led us to a community for study which most closely 
resembled the kind of city--the large metropolitan center--which 
up until this time has attracted the most attention. ~e were, 
thus, able to focus attent:f.on on what is probably the most 
uncomplicated dimension by which cities vary, scaZe or siae. 
Clearly, it would be foolish to maintain that by applying these 
criteria to the selection of a study setting we would be 
varying scale while holding all other factors constant. There 
are too many factors organizational, economic, political which 
the use of our criteria did not allow us to control. However, 
on issues relevant to the problem of the racial dichotomy 
we believe the choice of these criteria did highlight factors 
of scale or size. The first criteria--a city large enough to 
have a numerically significant Negro population--speaks for 
itself and needs no further elaboration here. Provision of a 
range of educatj.onal and welfare services not unlike the range 
found in the metropolis held the promise of allowing us to 
weight scalar factors as they effect the formal presentation 
of competence expectations in ghetto areas. TIle fact that our 
city was not to be a satellite or a suburb of a metropolitan 
city meant that in a manner not unlike the latter our city 
WftS not to be politically or economically dependent upon a 

3 Note: At this writing the principal investigator 
and members of his staff are attempting to develop a method 
for sampling cotDIDlmi ties in a manner relevant to the problem 
under investigation. This is being done so that further research 
along the lines of the study we are reporting will proceed 
without some of the handicaps which confronted us in this 
endeavor. 
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single urban center external to it. Thus, on issues relevant 
to the racial dichotomy we would be able to trace se,alar 
implications irrespective of the grossest (if not the more 
subtle) variations in the dependence/indepfendence quotient. 

It is obvious that our entire analysis cannot focus upon 
scalar variation alone. Nor should it. There are too many 
factors, themselves in need of explorat:i.on, which 'would have 
required control. Nevertheless, the most obvious difference 
between any two cities is size; and it is, theref<>re, a good 
variable to highlight or begin with even though wle can not 
totally isolate its impact upon the issues and conditions we 
have examined .. 

Now ;AS to the selection lof the community i tsel f •••• During 
the period in which preliminary thinking about this study was 
underway, the principal investigator was invited to meet with 
a number of curriculum innov,1tol'S who were assoc.iated with the 
Institute for Research On E~aeptionaZ Children at the University 
of Illinois. In the course of these meetings, tt became clear 
that there was cOJll%non ground between the educat()rs and the 
sociologist. The E~ducators 'Ilere interested in developing 
curriculum innovat:f.ons for the pre-school disadvantaged and 
the sociologist Wasl interested in understanding the social 
conditions which are the source of the dlsadvan.tage. It 
seemed natural to entertain the possibility of some form of 
quasi-collaboration. From the point of view of the principal 
investigator the major stumbling block to such an arrangement 
was the nature of the setting for. the fieldwork of his study. 
The curriculum inno'vat(Jrs were plann~ng a program to be located 
on the campus of the University of Illinois. The children thus 
involved would come from the urbm\ area in which the university 
:1s located. If therf.! were to be 8: co-operati.ve relationship 
between the educator's and the soci,ologist, the logic of the 
situation would be to undertake the research in the urban 
context from which the children wel~e going t'o be recruited 
and in which the educational resear'ch was going to take place. 
For the principal investigator on this study the question became 
one of evaluating this urban area 011 the bS!Jis of the cri teria 
he was using to sel~!ct his setting. 

It 
Note: All cities exist: in dependent !~ela'tionships 

with communities external to them. Here WE~ are Simply avoi.ding 
a situation in which the non-metropolitan .!ity, unlike the 
metropolitatl city, would be markedly dependent upon a single 
center external to it. For a discuss:lon o:,f the general state 
of dependency in which all ci ties exi!;t sele: 

Ames Hawley, Hwnan Beo l,ogy: A Theory of Communi ty Structure 
(New York: The Ronald Press, 1950). 
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Superficially at least, tb:~ criteria seem to have been 
met remarkably well. 'rht.,~ atudy ~jlte has a permanent populat:'Lon 
of approximately 96, 000 p~opJ(; of 'villoIn approximately 8,200 
or 9% are Negroes. (111(.~ s tl:~d'y s1 te does have a range of edu(.!ational 
and welfare services ~Jh.ich c:Of:r!,ares favorably wi th those most 
frequently found in large m(·tro'pol:U:t:U'l centers. Its schools, 
for example, have prov1.ded progra'nm for the intellectually 
gifted as well as those who are intellectually handicapped. 
In fa~t, the schools in the area have for several years been 
noted for their special eciucat:tou programs. The education 
system also provides the st.andard range of college preparatory 
and pre-vocational fare~ Welfare services also seem to 
approximate i.n their range the kinds of assistance one tlou1d 
expect to find in a metropolitan center" Citizens of this 
city can take their problems to the Department of Publ:f.c Aid, 
the publi.c health agency, the c:.[, ty hosp! tal, several mien tal 
health clin:l.cs, a children and family services agency, the 
juvenile authority, a vocat:tonaJ. rehabilitation cente1c, and the 
public housing authori ty. .~i'iIl(111y it the study site is located 
about 130 miles from thf,~ n~i:l'U;~;)t. ~tLopoli tan center" There 
is no evidence that it: is pJ,).:~:U::teal1y dominated by that center. 
On the con,trary) the st:yl~ o'r' :)olit:lcal li.fe is such that 
the site must be regarded a9 pal~t: of the downstate (!onservative 
Republican sphere while the w-:ti7opolitan center has long been 
dominated by one of the strm'~.ietr;t Democratic machines in the 
Uni ted States. Econ.ornically ~,;;f:; w~ll, there does nfot seem to 
be a speci.al or satelli tt~ df:!p(:ndE~nce upon the metr'opo1i tan 
center. There are seve1.'al iadi.cators of this sitl1ation. Hardly 
a heavy industry area., ther~:! a;:€:, !fJ(;.!veral plants representing 
such national comp,~lr,w ,'ito7 flurv,:t'j) Kt'aft, and Magllavox in the 
area. Aside from tho~~' In6';f;;:~ t .. f:~{ tt~e lac-iiI e~07Clomy see~1S 
more oriented to',;,,~,',rf.f. p:. "v·i.;~ L '.' ~'(~::":l1J:"':';f~ :b,r the s'l1rround'ing 
rich ag:r.icu1. tural aJi:'(·l,.!'l,G ;rr,;,"l ,,~~. '1m .t'(I:'~K·si ty in i 1.:8 mids t than 
anything else. t-lO:C('~fYJn· ,~,i.,:, 'd~(~ t~.;iH~ Wt~ began our resefarch 
the site was even fi\C,t.,'e L~ct:', (~~,::,,~!d t :~~)l)," the metropolitan center 
than distance or poli.tj,(~~~l ::tn~:1~~i::r',)Ai·'~'\J:; factors indicate. 
Transportcltion betW(!~:'i,' trw D:; t f' Lu!.~, {~hc" c,,-:'Y1ter Has--and 
still remains--lesB than :td'}:i£d" ~Hlfv.) major higE~way linking the 
two areas ~"as two-· Ian,,;; f(~r. i~i.',~t~· th-A'!'l half the iistanc.e. Trains 
running between the tv70 e.:1. t '!,e"l (.per~\te nn a ':t':t ted schedule 
so that commuting j,M :l:f:~f.n:~qf,~r,:~~l~~: i\lf,d lf3 engaged 1tl mostly 
by university perHoo,nt~l ~:::'Pf' h;1.'V'fJ ",'I'.k'::'i.HIi':'l?S at a campus located 
in the metropol:f.tar:, qJ:!'l·J,~':C!Y ,i\p ::t:!rl:!.ne 1.:orr71(:!cts the site 
wi th the center 'tPJ,i:', ',; ,; .. ,' ,J ;;,~, ': .' ,',:: ,,~:;~ ,~.ou1.~age f1r:equent 
commuting. Nr;l: (filf.~ ~1;{, d:~ t,',(;utCl' ~ ;" t(i:lt1v1.sion stations 
broadcasts into the F.dtf..\ a.1.'t:a t'll'id only a few of its radio 
stations do so. Ljk~ 1 tg ltr,n~(q:, f~r.run,terp;Brt the s1 te, in 
many ways, scerves as a tt'CiHi!pcr-tr;t:tc''n ~ind communications hub 
for the surrounding !'f.:'gtm'·" f,t!lf.:lS(1Ss1ng a5 i.t does a commercial 
air link and a r.aL~ F r<d F;'h t ;,( ?':nl:;~!::1() ~.e well as three television 
stations, two C01lIDtt::'l'C~,'!":, '~HI OF'" t\:rd,VE.'rf.:dty. 



In sum, there seems to be little question that the proposed 
study site did mee:.t the criteria we intended to use as the 
basis for choosing a community in which to do our research. 
The problems encountered with regard to the proposed site 
did not arise because of difficulties in meeting the criteria 
but becaus~ of other characteristics of the area. These 
will now be describedo 

The basic problem in accepting the site as suitable arose 
from the fact that although the area is constituted of one community 
it contains two distinct cities. The site ares, a physically 
contiguous urban agglomeration, contains two administratively 
independent municipalities. So contiguous are these twin 
cities that unless one searches very hard for a sign demarcating 
the common boundary between them one would never know when 
he is crossing from one city to the other. The implications of 
this fact cannot be easily ignored particularly because of the 
nature of our research. Two municipalities means two city 
governments (a council-manager form and a mayor-alderman form), 
two independent school systems (each with its own school 
board and supe~intendent), two police departments, two fire 
departments, two park boards, library hoards, planning and 
zoning authorities, etc.--not to mention two distinctive 
taxing authorities (one city has a higher property tax rate 
than the other because of differentials in the distribution 
of industry and commercial propertY)f Aside from the fact 
that this duplication of governmental agencies would double 
the field work for the study, it made the site less representative 
than desirable. There are few communities with roughly 
100,000 population which are organized into separate municipalities. 

A second difficulty arose from the fact that the proposed 
study site is the home of a major university. That this is so 
would lead us to expect that certain conditions would exist 
in the community which would not ordinarily exist in communities 
of like size and other similar characteristics. The university 
has approximately 30,000 students in attendance, undergraduate 
and graduate (most from withln the state p but a significant 
number from othf!lr states and from countr:f.es other than the 
United States)5 and employs approximately 5,000 faculty 
most of whom have received their educations outside the area. 
Thus, unlike other communities of the same size the proposed 
study site, hav:1.ng a somewhat cosmopolitan population, would 
be expected to possess a degree of sophistication on racial 
matters not present in other. communities. Moreover, the fact 
of the university's presence would be expect.ed to have some 
impact upon the communityV s schools. It is nearly a truism 
that schools located in university communities are almost 
always involved in one university yrogram or another. They 
often claim t.o be Ilbetter" schools because of this involvment. 

--------------------_.-------
5 

Note: When the university is in session the population 
of the twin cities swells to about 125,000. 
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This remains to be seen; nevertheless, it is true that they 
are likely to be somewhat different because of the involvement. 
Finally, it might be expected that the university because of 
its importance to the local economy would be a significant 
political force in the twin cit.ies, a fact which if true would 
further restrict the representativeness of the proposed site 
community. 

What appeared to be an easy or simple approximati.on of the 
criteria for selection became a dilemma. On the one hand the 
criteria for selection could be met. On the other, there were 
some very real questions which could be raised about the repre­
sentativeness of the site community when one considers the 
population of communities which could possibly meet the criteria 
for selection. How many of them contain two municipalities 
as well as a large university? If we decided that the compli­
cations obviated conforming with the criteria then collaboration 
would have been impossible. By this writing it is obvious that 
we decided otherwise for the following reasons: First, although 
two municipalities exist in the area, it is clear that in 
certain important ways there is on~y one community. Aside 
from high school rivalries and friendly competitiveness among 
businessmen, the peopl~ in the twin cities regard themselves 
as residents, or citizens, of the same aommunity. A perusal 
of the two local newspapers and the local television programming 
would seem to indicate this. There are, to be sure, problems 
which are identified with one municipality or the other, but they 
constitute community news and affect community thinking. An 
example of this may be instructive. School problems in one 
municipality do not go unnoticed in the other. When the school 
system of one municipality put a plan into effect which was 
intended to break up its pattern of de-facto segregation, the 
appearance of this plan served as an effective goad to the 
other school system. Or, on a less august level, an interracial 
fight in the schools of one city reported in the local papers 
is not simply of interest to those who live in the municipality 
in which it occurred but to every parent, black and white, who 
has children in one or the other of the twin-city school sys~ems. 
Opinion is not restricted to one or the other municipality 
but runs through both as a single community. 

Beyond self-conception there are other factors which indicate 
the presence of a single community. There are several key 
agencies whose administration and operation make little or nothing 
of the muniCipal boundaries. They are the Department of Public 
Aid (a county agency), the Public Health District (a county 
agency), the Public Housing Authority (a county agency), Children 
and Family S~rvices, the Mental Health Clinic, the three major 
hospitals (one of which is theoretically the city hospital of 
one of the two municipalities). The boards of these agencies 
as well as those of some others do not make decisions in terms 

131 



I 0- ~ 0( ~ .... 

" -, _______ ". __ : _________ ...:.... __ .. _~ _______ ~ __ ._ ~ '- __ • __ ~_--'" ______ .~ __ .-:...~ ______ ~ ___ f •• p' I ... .,_ ... "'~._ .... _ .. "_ ,. I~_ ....... _~~ __ ... ~_~ ___ ... _~" ...... 

of a cons ti tuency and/ or clientele of one JIlunicipal:i. ty as 
opposed to the other. Decisions are made in terms of a constitu­
ency which cutr across the municipal boundaries. The situation 
in the area of the economy is much the same. The banks in the 
twin ci ties do not res trict themselves to cli.entele in the 
municipality in wh:f.ch they are located. Bank management conceives 
of the municipalities as more-or-less constituting a single 
economic unit. As far as can be detel~ined regarding organized 
labor there ere no duplications in union organization based 
upon the assumption that appreciably different working and 
wage conditions exist in the two municipalities. It should be 
noted that religious organization takes no cognizance of municipal 
boundaries. Churches for the most part draw their parishioners 
from throughout the area regardless of where they are located 
(except with regards to race) and the two ministerial associ­
ations--one quasi-liberal new church and the other fundamentalist 
conservative--are organized as though no boundaries existed to 
separate one city from the other. Finally, many adults although 
residents of one municipality spend most of their waking hours 
in the other simply because they 'Jork there. 

Given these counter-factors (factors which run counter 
to the municipality split) we concluded that it was indeed 
possible to regard the study site as a single urban community 
for many purposes. However, we re.cognized the difficul ties 
this assumption posed for data collection and analysis. 
Regarding data collect:ton, in spite of the single community 
assumption, wa still had to contend with duplication of govern­
ment agencies. If our coverage of the formal competence agents 
was to be complete we would have to match our coverage to the 
agents. Give~ the duplication of some of these due to the 
municipal spli t, \-1~. would have to collect data on two agencies 
instead of one. This was a manpower problem, one which was 
simple enough to solve w:lth our adequate re£lources. The 
problems associated wi th ar,alysis, however, were more difficult. 
We wished to consider the site as one urban community. This 
we were able to do on certain levels. Using the logic:-of­
influence model explicated in 'sectj.on I ~ 1 t was possible to 
regard the neighborhood, or black connnunity, as a single sub-unit 
of a single larger community. For the most part municipal 
boundaries Reemed to be ignored in the black community. As 
this was the case" we could also ignore the municipal boundaries 
when it came to selecting families for our atudy of familial 
competence milieus--all families belonged within the same 
sub-communi ty. \tn-len the formal compe tence agents represented 
communi.ty-wlde agencies they too posed no problem. But, 
proceeding on the one community assumption, how would we treat 
the competence agents and the agencies which duplicated each 
other because they had legal responsibility in only one segment 
or municipality of the community? Could we, for example, combine 
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our data on the school systems--or did we have to separate the 
two? In opting for the proposed study sile, a tacit assumption 
was also made: to reserve the decision on how to treat the prob­
lem of duplication. If independent analysis of our data indicated 
great vaJ:iation in the operations of, let us say, the two 
distinct school systems then we would have to report on them 
independently. If, on the other hand, analysis indicated 
insignificant'variation, it would then seem permissible to 
create a repertorial fiction by combining the data from both as 
though only one agency--in this case the school system--existed 
in the community. 

After reflecting on the university's role in the community 
we decided that while it could not be ignored, it was less a 
biasing fac tor than had firs t seemed to be the case. In informal 
conversations with both members of the faculty and memb~rs of 
the black communi ty the principal invest.igator t'eceived the 
dis t1nct impression that for the mos t part the uni versi ty had, 
historically, done very little to effect the course of race 
relations within the community. Very few Negroe6 (local or 
otherwise) had attended the university and it was not until the 
late 1950 w s that the university took any action to pre,vent 
discrimination against black students in the rental of apart­
ments and rooms by local townspeople. Most people agreed that 
the un! versity had ne'ver applied organized pressure on the 
community in behalf of the residents of the black ghetto~ 
Whatever the impact of the university upon local race relations, 
it was certainly indirect stemming as it did from the efforts 
of a minority of its faculty who individually and collectively 
did at times try \0 improve the circumstances of the local 
black man's life. 

That the university had not taken an ~ggressive role with 
regard to race relat1o~~ in the community is consistent with its 
rather passive general demeanor toward the local community. Because 

6 
Note: It might be pointed out here that although the 

president of the university had gone on record in support of 
open housing, the university had not pushed for passage of 
open housing ordinances in the community. Restricted housing 
opportunities had led more than one prospective Negro faculty 
member t.o turn down an appointment. In 1967-1968 when other 
community groups began pres~ing for passage of such ordinances,· 
university representatives did testify in support of them. 
However, there is no record of the university--as a corporate 
entity--taking initiative in proposing or working for such 
legislation. 
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of what it has apparently regarded as its political vulnerability 
in an 8,rea noted for its conservatism, the u.niversity (that is, 
the university administrators) has generally deferred to local 
mores--,although there has of late been some chs.llenge of them. 
Except on issues such as easements and zoining ordinances--which 
have an effect upon its space needs--the university has remained 
aloof from community issues. 

There has undeniably been some university impact upon the 
schools. There is a history of research involvement in the 
local. school systems. This hr / meant that th~~ schools have 
been party to more innovation sooner than is likely to have 
been the case for similar communities which do not have a major 
university in their midst. University involvement, however, did 
not prevent de-facto segregation of elementary schools until the 
late 1960's. Although it is true that the unj.versity has assisted 
one of the cities in developing a desegregation plan, it is also 
true that it did not, as an entity, initiate or press for desegre­
gation. It seems that the university's impact upon the local 
schools has been on the technical-professional level (curriculum 
innovation and teacher training) to the general exclusion of the 
policy level. In sum~ while the university impact upon local 
education makes the schools somewhat unrepresentative for the 
class of urban community we are considering, there is no evidence 
that th~ schools are dominated by the university. 

Every researcher knows that his efforts can never approach 
unity with the ideal in any given case with respect to design, 
procedures, and analysis. Because this is so, the researcher 
makes decisions after weighing the relative gains and losses 
effected by the selection of one course of action as opposed to 
another~ The decision to accept the local community as the 
study site was made because in the judgment of the principal 
investigator more would be gained than lost by such a decision. 
Granted the site was less than perfect: evidence indicated that 
its deviation from what would have been ideal was not so great 
as to shake confidence in the genera1izability of any findings for 
the class of urban community 'Ahich was of interest. Moreover, 
there was a di.stinct advantage in the choice' of the local community. 
Sin,ce the core of the study staff would have to be university 
people, it would have been impossible for the staff to be 
intensely involved in a community for the field period of three 
years if that community was any distance away frQm the university. 
The study could have been done, but not 'with the intensity of 
involvement we were able to effect because we were, ourselves, 
part of the c~:')2DJ1uni ty. Because this was the firs t of what we 
hope will be a series of studies, that intensity of involvement 
would seem to be a distinct advantage or, indeed, a requisiteo 
Being thus involved this first time around will no doubt make it 
easier in later studies to be successful with less intensive 
att~ntion. In beginning this research we had few guidelines. 
The next time around, on the basis of the experience we have 
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gained, we expect that we.'will have such guidelines and will be 
~ble to better structure our inquirJ from the outset. 

For all of these reasons a decision was made to accept the 
local community as the research site and to enter into a collabora­
tive relationship with the curriculum developers in the Institute 
for Research on Exceptiu(l.aZ Ch'iZdren. 

The Method and Its Execution 

The design of our study is relatively simple. Since our 
intention was to evaluate the operation of the specified sources 
of influence--i.e., societal agents, neighborhood cues, family 
milieu--upon the competence development of black children in the 
community, the focus of our investigation was upon each of the 
levels of influence. Ideally we should have chosen a sample 
of black youngsters ill the c()mmunity and attempted to assess the 
impact of these influences upon them as they constituted a 
synchronous network~ To do ao would have been prohibitive in 
terms of cost and would have required a degree of sophistication 
both with regard to field procedures and the community which 
at the outset of our research we did not possess. Instead we 
proceeded with a three-phase model of inquiry, each phase 
conforming to a specified source of influence--iamily, neigh­
borhood, and societal agents. It should be emphasized~ however, 
that in isolating each source of influence for investigation we 
did not lose sight of the fact that the logic of influence upon 
any individual had to be synchronous. 

~. We spent approximately one year in the fieJ,d focusing on 
each phase. Although it might have seemed logical to begin 
either with the outermost ring in the concentric circle, the 
eoaietaZ agents, or the innermost ring, the family miZieu, we 
did in fact begin by focusing upon the middle ring, the neighbor­
hood cues. This was done for the following reasons: The 
strategy of beginning with the societal agents was rejected 
because had we done so we would have begun with little or no 
knowledge of the way they connected with the black community. 
This would have meant approaching the societal agents without 
a first-hand knowledge of the roles they played within the 
black community and th~ manner in which members of that community 
perceived them. We ~ssumed that without such knowledge we might 
miss pursuing some important questions. Starting with the 
societal agents, therefore, was rejected as premature. Starting 
with the family milieu was rejected because we were unfamiliar 
with the local black community. We assumed that familiarity 
would be helpful in both selecting the families we wished to 
study and in formulating th~ kinds of questions we wished to 
pursue. We elected to proceed first with a focus upon neighborhood 
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cues precisely beCa\lSe such a focus provided us wi th a middle 
ground from which wle hoped to derive information not only about 
the neighborhood milieu itself, for itself~ but also information 
relevan t to the other levels of influence itl order to approach 
them with a level of local intelligence which would inform and 
emrich our inquiry into their impacto tole decided that the 
order of inq ui ry should. be phase I, the neighborhood; Phase II~ 
the family milieu (Once in the black community it was decided to 
follow the nej,ghborhocd phase with an inquiry into the family 
in the connnunity.); Ph.ase III~ the societal competence agents. 

The following material is presented to indicate in summary 
form the major facets of our approach in each phase. In each 
instance we shall begin with a description of field procedure and 
follow with a short discussion 'of the methods used in the analysis 
of our data. 

,Phase I: The ~eighl.?0rhood 

In the middle 60's black communities have become wary of 
outsiders descending upon them to ask questions and prying 
into their lives. Increased self-awareness and bitterness 
toward the "white power structure" has made it difficul.t for 
social scientis ts to gain access to these connnuni ties, paI'ticu­
larly 1.f they happen to be whi te social sc:f.en tis ts. Thus it was 
decided that we might have greater success in the field during 
Phase I if for the most part we were represented by people who 
were h()th black and known in the local communi ty 8 We recrul ted 
three field rep;resentatives at the beginn~,ng of OU}: inquiry, two 
men and one woman; we added a fourth, a woman, during the following 
SUD"mler. Each field representative was half-time on the study 
while they each'had a distinct identity in the community. One 
man w,as a clerk in a liquor store which was frequented by working 
e.nd welfare class men who wet'e habi tual drinkers. We thought 
that his occupation placed him in a strategic location giving 
him naturaZ access to a group of men who would otherwise be 
resistant to taking part in the study. The other man was a 
skilled civilian technician at a nearby air bas~. When he fir~t 
considered joining us he was concerned that he might be "too 
middle class" to dCJ the job. We asked him to join our staff 
in spite of the fat:t that he was indeed "middle class" because 
he was known and respected by young people in the community 
with whom he had had contact as a part-time youth worker. We 
assumed--and we were not disC\'Ppointed in that assumption--that he 
might be particularly valuable as a field representative because 
hE:. seemed to have a wide range of con tac ts w:l:, thin the black 
community. The firslt woman to join our staff was a matronly 
mother in her middle forties. She had a reputation as a kind anrl 
gentle person. We believed that she was well-known enough (she had 
been instrumental in organizing a community school) so that together wi,:,h 
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her very personable qualities she would be accepted by those 
with whom she had contact in the black community. This was 
true only in part. Perhaps because they saw her as a mother-type 
teenage girls tended to be reticent in her presence. For 
this reason we hired our final field representative during the 
summer months of (Jur first field periodo The ~10man we hired 
was a young train.ed social worker whom marlY of the teenage girls 
in the community had corne to know and trust. True to our 
expectations she was particularly effecti.ve ga,thering relevant 
da ta a.mong. them" 

Only one of the field representatives, the social worker, 
had any training in social science or social research. Care 
was therefore taken in preparing them ea.ch for a dual task. First: 
they were aske!d to observe the behaviors of people :f.n the commun,i t:y 
with whom they were familiar. Second, they were asked to engage 
informants in minimally structured interviews. 

The obser.vations were organized and recorded along the 
following lines~ 

1) the! field repres~ntati'/es Wf!re requested to 
observe in environments with which they weI'e 
familiar" 

2) they were asked to record behaviors which they 
reigarded l~S being typical for that environment. 

Observation is a difficul t art when it is ~l conscious act. We fO\1lnd 
that our fjLeld representatives were uncomfortable in the role 
and that their obser/ations seemed restrit:ted and without very 
much that was of value. To remedy this d:lffi,culty a different 
procedure 'l1as adopted. On, the assumption that we are all 
better obst!rvers than we think we are--that is, as actors in 
common sodLal s1 tuations we assimilate a g~:eat aJ'i\f)Unt of data 
which we are not quite conscious of--the principal investigator 
instituted regular interviews with his field representatives in 
order to elici,t relev,ant information whi(~h they possessed by 
virtue of the natural routines of the1 .. r dai.ly li"es but which they 
did not know they possessed. Thus the field representatives 
them~elves became informants for the study. 

Interv:lewing informants was a complex procedure which 
required collaboration between the principal investigator and 
each of the f:l,eld representatives. The procedul'e may be described 
as follows: The principal investigator, by his description of 
social and demographic characteristics, indicated to the field 
representative the kinds of individuals with whom he desired 
interview COltltacts be made. No set quota was placed on any cype 
of individual. The field representative armed with such a description 
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was then asked to contact people approximating that description 
whom they r.egarded as being particularly informative. 

That the possib11i ty of bias er!ters into such a procedure 
is undeniable. On the other hand, the procedure did maximize 
the fl~A of information. Let us assume for a moment that some 
type of randomized procedure was used to select informants. 
~latever thp- gains in thus being able to estimate the effects of 
sampling error, we can assume that they might easily have been 
obli~erated, fOlr at least aome of those chosen in such a procedure 
would likely have been relatively ignorant or otherwise u,ncommuni­
cative about be~av1or in the community. It must be remembered 
that we were selecting informants, not respondents. We th'~ 
wished to select people about whom we had some assurance that 
they were knowledgeable concerning vary1~g aspects of th~ black 
cOllllllunity. This Hassurance" was provided by the field repre-
8entati~~e who might be regarded as something of an expe7:t on 
people in the community'. 

Each ffield repreaentative worked from an, btterview outline 
provided by the pri'ncipal investigator. The outline \1. rr,dnimal 
and was cmlatituted of a series of guides to areas of behavior 
and attitudes in the communi ty w'hich might be explorf~d in a 
relatively informal conversation. Before going into the field 
each member of the staff rehe8,rst~d the interview pr"c~dure with 
th~ principal inve:stigator. Beca,use the principal J.nvest~~gator 
had prior 2xperience in ghetto communities he was nble to role-play 
in s~;aralation of c,onversation sit\\lations. A check was run on the 
progress of the 1nt~rvieW8. The study director systematically 
listened to the tape recordings of: the converslJ,tions, to one of 
e"'1ert:y three tapes turned in. Such listening alleNed him to mallte 
ira-progress corrections upon the c(mversatiort prfocedures of each 
of the field reprf!sentativea. By doing this he could point to 
errors or oversights in the actual procedure so that the field 
representative would be aware of them in future interviews. 

A word should be said about the nature of the conve~sationaZ 
interview. In order to play down the interview aspects of such 
encounters, the f:Leld representati,i'es were inf.tructed ·ttO hold 
the conversations in what might be termed nati~l settings, i.e., 
places familiar to the info~nt8. Conversations generally 
took place in the homes of in,formtants, in the homes of the field 
representatives, :Ln a local community center, and even in the 
liquor store Wherl! one of the f1.eld representatives worked. Moot 
of the interriews were taken on. a one-to-onEl basis, the informant 
and the field replC'esentative. There were sc)me instances, 
particularly wherc~ adolescents were involved, when the interviat' 
took the form ()f a group discussion. In most of the interview 
81tuations the field representative used no notes, having 
committ.sd the bu:Lc outline to memory. In one instance, howeveJ~, 
the field representative had difficulty wOl:king without. written 
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outline. After a concerted effort to imp'!"ove the work of this 
person a decision was made to allow the use of a written outline.' 

The basic intent of the conversational approach was to 
generate discussion in a particular substantive area--adult 
recreation, for example--and then let the informant take the 
discussion in any direction he wished in order to elicit as much 
depth as was possible. Of course the presence of a tape recorder 
in plain view of the informant was a constant reminder that this 
was no ordinary conver'sation. The field representative did work 
to overcome the inhibitions which may have restrained some 
informants. But we believed that the use of the tape recorder 
would provide us with a complete record of the conversation~ would 
give us data which might seem unimportant in the situation but 
which might later provide us with clues to phenomena of unantici­
pated significance, and ~iould also give the study director access 
to the interview situation so th~t he might progressively corre~t 
procedure. Again as in other situations, a choice of approach 
was made which, although }ess than perfect, recognized that much 
was to be gained by the use of tape recorders~ 

Analyzing the data for PhGi.se I has been a long and arduous 
task. At this writing some analysis remains to be completed. 
The analysis of data proceeded in three stages--l) cZassification, 
2) profiZing, 3) synthesis. Our intention was to develop a 
systematic ethnography of the neighborhood or black community. 
When accomplished Vile would have a depiction of the communi. ty 
which would provide us with a sense of the competence cues that 
regularly emanated from it and which, 110 doubt, were having an 
effect upon youngsters who were consistently exposed to them. 
The first step in the analysis of the collected material was to 
bring some order to the data. This was accom~lished by reading 
each transcript and by classifying the material therein. Each 
informant was classified by age, sex, marital status, and employ­
ment status. The material contained in each transcript was 
in turn classified according to the activity area for which it 

'Note: The possibility of ·replaeing this person was 
considered; it was rejected for thp following reasons: 

1) Selecting and retraining another individual 
would have been too t:f.me cOllsumi ng. 

2) The person in question had worked assiduously 
at making contacts for the study in the community. 
We felt that there would have been greater loss as a 
result of dismissal than if we adjusted the interview 
procedure in this one case. 
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was relevant. The activity areas are listed as follows: 

Education 
Housing 
Recreation 

A. Social Functions 
B. Availability and quality of 

fortDJ.tl f acili ties 
C. Informal meeting places 
D. Activities 

Police and Courts 
Pr.ivate Services 

A. Treatment at retail outlets 
B. Accessibility of retail outlets 

Welfare Services 
A. Accessibility 
B. Treatment 
C. Attitudes toward 

Health 
A. 
B. 

Legal 
A. 
B. 

Vice 

Services 
Acc(!ssibili ty 
Treatment 

Services 
Accessibility 
Treatment 

A. Prostitution 
B. Gambling 
C. Illicit Liquor Sales 

Domestic Relations 
A. Husband-Wife 
B. Parents-Children 
c. Buying habits 
Do Houaehold cleanliness 

Occupation 
A. Unemployment 
B~ Types of Jobs available 
C. Labor organization participation 

Crime 
A. Adult 
B. Idiosyncratic juvenile offenses 
C. Juvenile gangs 

Local Politics 
A. Community leadership 
B. Attitudes towards white 'pO\irer 
C. Political participation 
D. Political issues of concern 

Philosophy of Life 
A. Feelings about relative so,cial position 
B. General attitudes toward wh.ites 
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Segregation and Integration 
Sexual Behavior 

A. Adolescent s~x practices 
B. Adult pre-marital sex practicee 
C. Adult extra-marital sex practices 

Nisce1Ianeous--inc1usive of materials on religious practice 

All of these categories are 1) classifications directly relevant 
to the generation of competence cues (re: the scheme explicated 
in section I), 2) c1assificat,ions i."elevant to the social context 
in which these cues are generated, or 3) classifications relevant 
to communi. ty links wi th formal communi. ty agencies, i. e., schools, 
welfare, courts, etc., with which the formal competence agents 
are associated. 

Upon completion of the classification we h.ad a distribution 
of data :Ln activity areas for every group of infot'ml~nts (as 
classified on the basis of age, sex, marital status, economic or 
occupational status). In the next, or profiling stage, a 
summary statement, or prc,fl1e of the data in. all categfJries 
for each group of informants was prepax'ed. This constituted a 
distillation of the best descriptive material collected from the 
groups o.f informants for each of the ac ti vi ty areas. The final, 
or synthesis stage, has involved drawing from the profiles a 
description of life and conditions in the black community with 
sp1ecia1 reference to the question of the kinds of competence 
cues which are generated in this context. This last stage was 
undertaker. solely by the principal investigator.. There is nothing 
mechan,1cal about what has t:,2en done~ At this stage no formula 
for proceeding in this operation can be given which 1s transferable 
from this situation to others which are similar. The synthesis 
has depended upon the application of a t~ained socioLogioaL 
imagination to a body of organized material. The synthesis is 
thus an emergent--a product of the sociologist's immersion in 
his empirical materials. nle principal investigator knows of 
no superior method by which to ferret out the sociaL logics 
operative in reaL situations. It is the judgment of this sociologist 
at least, that the essence of good soci,ology is the practice 
of good socio1ogis ts; that the bes t guarant~e, of accuracy of 
insight 1s the attention of the beat analytic device in 
sociology~=the well-trained sociologist. If the researcher has 
been witless, if he has been without imagination, then the 
synthesis will be found ~lanting. If, on the other hand, he has 
been keen, then the synthesis will strike at the important 
issues and bring the audience to a greater understanding of what 
is really there and of the logic of its organization and 
operation. 

Before closing this discussion of Phase I there are two 
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issues which bear commenting upon. One is relatively minor 
and technical; the other is basic. Regarding the former, 
t.here may be some ques tion as to why informa,nts were classified 
by such empirical criteria as age~ sex, marital, and occupational 
status. Why, for example, wa~ not some form of explicit socio­
econom:f.c class scheme used to organize the classification of 
the informants? In answer we would argue that such a scheme 
to merely classify the informants would have taken more effort 
than such a classification would have been worth. In this 
specific instance in our judgment it seemed that classification 
by easily accessible data was enough to establish the social 
location of our informants. Moreover, imposing before the fact 
any class formulation might very well do violence to actual 
life style differences as they exist in this particular black 
community. Rather than become involved in the methodological 
issues of social class analysis, we by-passed it although we are 
well awa~e that our groupings do reflect life-style differences 
which might be described in class terms. 

The more bas:Lc issue may be articulated as follows: If 
our purpose is to describe the social logics operating in real 
situations, can these situations and their associated logics 
be determined fram essentially repertorial data. Observations 
notwithstanding, most of the data collected and analyzed in 
Phase I was data 'which defined the situation from the perspective 
of people living within the black community. It might be 
argued that other perspectives gleaned from interviews with 
non-residents (i.e., social workers~ policemen, public health 
nurses, etc.) should have been collected during this phase to 
serve as a corrective on the residents' perspective. Thus it 
might be said that the ~eaLity is not necessarily what the 
residents themselves perceived it to be. There is substantial 
validity to such an argument provided we do not distinguish 
between objective and subjective reality. By objective 
reality we mean that which would appear as the consensuaL 
definition of a situation arrived at, let us say, by a . 
group of disinterested observers and analysts. Assuming 
some imperfection or deviation from what actually is, even 
in this depiction we would argue that since the observers 
are disinterested--having no axe to grind--their consensus 
would come close over the long run to defining the situation 
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as it actually i8. 8 Subjeotive ~eatity~ on the other hand, 
represents the definition of a situation which the participants 
themselves make. The definitions can be as different as the 
number of perspectives the actors bring to the situation. Thus 
the subjective reality of the black community depends upon 
whether you are a resident or a white policeman assigned to 
patrol it. If we failed to distinguish hetween the two realities 
as social facts then on the bas:i.s of the data we have collected 
we would be unable to ,assert that we had captured the reality 
which we seek (unless of course we collected data from other 
sources as a corrective on the community data). However, 
s1.nce we make the distinction we can in turn claim that our 
data allows us to asslesa the subjective reality (or the way 
things are collectively defined) of the black community as 
organized and perceived by the black residents themselves~ 
Moreover since we are concerned with the competence cues 
emanating from this communit.y it is the subjective reality 
which is important. ~llethel.· OI' not this reali ty can be 
objectified (i~ e., whether ()r not disinterested observers of 
the community would perceive it in the same way) is, in the 
context of the problem we have set for ours~lves\l il'~levant, 
for it is the subje(~tive reality--the consensus of those 
involved--which has impact upon competence development and 
bahavior in general. 

Phase II: The Family Milieu 

In studying family competence milieus in the h'ack community 
we adopted what might be called the bLind strategy. In orde~ 
to understand the selection of this ~trate~v and its execution, 
we must first refer back to the Zogic-of-influp-nae model (see 
Section I) which informs our research. ,A basic assumption of 

8 ~ote: It is assumed that the observers are competent 
to arrive at such a consensus. Also the possibility should not 
be overlooked that even disinterest may inject a systematic hias 
into the observation and analysis rendering the consensus 
incorrect. Finally, it might be argue~ that there is no such 
thing aa a completely ,disinterested observer of social affairs. 
If this 'wert: the case there would be no real way of "objectifying 
realityll,; the presumed. disinterest would merely be another 
perspective on what was g01n~ on. 

I t is in teres ting to note that presumed disin teres twas amOtlg 
those quali ties which led to the commission! ng of Gunnar t1yrdal, 
a Swedish political economist, to undertake the massive study 
of the Negro in American society which eventuated in The American 
Di~emma. 
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that model is that the three sources of influence--societal 
agents. neighborhood cues, and familial milieu--operate upon 
the individual child with different intensities; that the 
impact of the societal agents is least intense and the impact 
of the family milieu is most intense with the neighborhood 
cues occupying the middle position relative to the others. The 
differential intensity is an important factor because it implies 
that even under seemingly adverse circumstances where, for 
example, the neighborhood cues do not. enhance the possibility of 
competence maximization a familial milieu which is competence 
enhancing might, hopefully in coalition with the societal agents, 
compensate for the neighborhood impediment. Conversely, it is an 
open ques tion as to 't"hethp!, competence enhancing cues in the 
neighborhood, again hopefully in coalition with the societal 
agents, can compensate for a familial milieu which impedes the 
maximization of competence. In other words the model assigns 
to the family the probability of greatest impact on the child's 
chances for maximizing his competence potenti&l. Just how much 
weight--less than, equal to, or greater than the combination of 
the two other sources of influence--is left undetermined. It was 
thus one of the goals of the family phase of the study to evalu­
ate familial impa~t relative to the other sources of influence. 
The questions to which we addressed ourselves were: Does the 
family outweigh the other sources? If SOp by what arrangements 
does it do so? We think these questions are crucial to a rational 
determination of intervention strategies" If family milieu 
does appear to outweigh a combination of the other sources, then 
intervention efforts mi~lt well be focused upon that institution. 
However, if family milieu, whatever its intensity of impact, can 
be compensated for, then the int~rvention effortA can be focused 
at the other levels--a situation which given the nature of the 
family institution bodes more optimistically for successe It is 
of course impossible to offer a definitive answer to these 
questions. Nevertheless, it was necessary to confront them in 
the context of our study. With this as background we opted for 
the blind strlategy which will now be explicated. 

On the basis of preliminary examination of Phase I data we 
believed it was safe to assume that full analysis of the data 
would indicate that overall the community presented cues which 
impeded the development of competence. Nevertheless during the 
course of our first yearDs investigation we had come intD contact 
with individuals in the community who were highly competent, 
including some who had grown up in this black communi tY,J Thus, 
we could conclude that in some way these individuals had been 
able to manage (or have managed for them) their neighborhood 
environment so that its competence impeding qualities had little 
impact upon them. This phenomenon reinforced the principai . 
investigator's concern for the implications of differential 
intensities of the sources of influence. While at that point 
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we knew little if anything about the impact of societal agents 
or indeed the styles i.n '"hich they addressed themselves to the 
black communi ty, the f,act that some people seemed to be able to 
surmount the neighborhood obstacles to competence maximization 
seemed to indicate that their family milieus (given the assumptions 
in the logic-ai-influence model), possibly in consort with the 
efforts of societal agents, might have been competence enhancing 
enough to enable the deleterious neighborhocd impact to be neutralized 

In order to evaluate the impact of family milieu while at 
the same time allowing a continued focus upon the overall pl'oblem 
of the family milieu in the logic-of-influence model, we decided. 
upon a typological sampling procedure focusing upon individuals 
with no prior knowledge of their family backgrounds. We decided 
that we would typologize the range of competence outcomes in 
individuals from those who were quite unusccessful to those who 
were quite successful (or competent) with a marginal group interme­
diate. We then selected a sample of individuals in each group 
and launched into a retrospective analysis of the competence 
milieus in their families during the period they were growing up. 
Theoreti.cally by holding lildghborhood cueS constant we hoped to 
find some regularities in the familial backgrounds of those whose 
competence outcomes were similar. If the family milieu had enough 
impact to outw1eigh the neighborhood impact--ei ther ~Ti th or without 
the help of societal agents--this should be indicated by similari­
ties in the backgrounds of the competent in1ividuals which in 
turn would differ from the similarities we would expect to find 
among the marginals and the non- or incompetents. Such an evaluation 
as this could proceed while at the same time we examined the 
network of influence as a whole. 

Idea.lly we should have typologized the competence outcomes 
of adults in the community (since it is adult competence or the 
absence of it which is of intere:3t to us). However, doing that 
would have posed some logistical problems not easily surmountable. 
In the first place, while by its naturp competence default rinds 
its way into agency records which can he used to select a 
sample, it would be difficult except impressionistically to 
distinguish between the marginals and the competents without 
intensive study of their biographies. Thus, unless we were 
willing to trust to impression we would have to engage in an 
extensive study of adult individuals even before they and their 
families were or were not included in the study sample. Secondly, 
a typology involving adults might have turned up a large number 
who fit the criteria for one type or another but who would have 
had to be discarded because their families' orientation were 
inaccessible for one reason or another. If this were indeed the 
case, the only way to keep such individuals in the sample would 
have been to rely almost entirely upon their recall of their respec­
tive family milieus--a procedure which would have left much to be 
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desired in the way of reliability and validity. In the face of 
such difficulties the study director decided that proceeding 
along these lines would have been too costly and time consuming 
in the context of the present study. Thus, an alternative 
approach was chosena 

Instead of typologizing the behavior of adults, it was 
decided that this could be done more easily with adolescents. 
~lere adolescents are concerned there are school records which 
can ble used across the board; even the successful youngster 
has a dosier in our school system (a happy occurrence for social 
scientists but perhaps not so happy from the point of view of 
the students!). By using the school rolls, by know:f.ng the 
addresses ~hich meant residence in the black corrumunity, and by 
operating w:f.th a pre-prepared list of youngsters, we were able 
to begin typologizing the behavior ~f black adolescents still in 
school. 

Befc.,re conti.nuing wi th this descriptic)O of Phase II procedures, 
some remarks must be made in defense of our decision to typologize· 
the behavior of adolescents. Proceeoing with a developmental 
assumption, not unlike that in thf' wcrk of l<..rik Erikson, that it 
is in adolescence when the individual struggles with the coming 
demands of adulthood (Erikson, 1950), we argue that difficulty 
or its absence during adolescence is a good predictoT. of future 
competence or the lack of it. Thus an adolescent who has major 
difficulty achieving in school is likely to have difficulty 
achieving as an adult; the absence of literacy may, for example, 
prevent his access to employment which is reasonably remtJiriera-
tive. An adolescent having interpersonal difficulties is 
likely to become an adult who will have them aud is a prime 
candidate for default in those familial roles which necessitate 
interpersonal competence~ We assu~e with some confidence that 
our typology of adol~scent be,havior is a fairly accurate precursor 
of a typology of adult behavior. We, therefore, used adolescents 
in the stead of adults. 

The use of school records led us to those adolescents who 
were still in school. In order that we might extend our typology 
beyond this limitation, we made use of other records--those of 
the local juvenile authority and the local Department of Public 
Aid. Moreover, use of these records afforded us a cross-check 
on the backgrounds of those individuals already checked through 
the records of the school system. It should be noted that extending 
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preliminary examination to records of these other agencies did 
not insure that all relevant individuals would be covered. Perhaps 
there were some on the unsuccessful end of the scale who had not 
come to the attention of one or another of these agencies. That 
limi tation upon our proc,edure was recognized but we decided, given 
restrictions of time and resources, to ignore this possibility 
for the procedure being used a typological sampling frame 

~ 
could be developed. 

Using the records of all these agencies1allowed us to 
develop an extensive list of adolescents in the black community 
whose current behavior had been classified as 1) tending 
towards future aompetence; 2) ma~ginal or a mixed profile of 
competent tendencies in one aX'ea with tendencies toward default 
in another; or 3) tending towards future aompetenae default. In 
some cases there were sibling variations; scores in these cases 
were combined and averaged and the adolescents were assigned to 
one type or another according to their average competence 
score (an arbi.trary procedure t.o be sure but an unavoidable 
one gi vert the logic of sel ecti,on process whereby the family is 
selected according to the characteristics of the adolescents). 
It should be noted that both the scho('l records and the re(~ords 
of the other agencies gave us some demographic data on the 
nature of the household of each youngster classified. Thus 
before we selected families for interviews we generally had 
before us such information as the following: 1) whether or not 
the household was characterized by an intact family, 2) the 
ages of members of the household (We found, however, that every­
one in the household was not alway~~ noted in the records.), and 
3) whether or not the household received any form of welfare 
(financial) assistance and the reasons for that assistance. 

Using estimates of the time it would take. to complete the 
interviews and the available resources for interviewing, the 
principal i,nvestigator decided to divide a sample of thir.ty 

9 Note: Our sample when drawn was not representative 
in a statistical sense. It was by no mea.ns a probability 
sample. However, our intention in thi.s part of the investigation 
was not to use stati.stical estimates for population parameters. 
Rather we were concerned with looking at the interplay of 
factors in the families of those classified differently in 
the typology. Thus, we may argue that the sample was typologically 
representative--instead of statistically representative--and 
that this quality was sufficient for our purposes. 
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families into three groups of ten--each group representing the 
families of adolescents in one classification as opposed to 
t.he others. From the sampling list already classified, the 
principal investigator purposefully selected the families to 
be included among the th:f.rty. He chose in such a manner so that 
1n each group there was ,a range of ages among the adolescents 
whose behavior was classified and also some variation in household 
or family structure. It should a190 be noted that in order '0 
reconstruct the competence milieu of the household an attempt 
was made to inverview ev,eryone in the household thirteen years 
or over, inclusive cf the classified adolescent. (Thirt£~en 
was used as a cut-off because of the difficulty in getting 
reliable material from younger children in interview settings.) 

All told ninety-four persons in the thirty families were 
extensively interviewed. 1U Whenever possible an entire household 
was interviewed at the same time in order to mitigate data 
clontamination which could have arisen when a previously interviewed 
me,mber of a household discussed the content of the interview with 
a member of the household who had not yet been intel~iewed. Each 
interview was tape recorded and whenever possible the interviews 
took place in the project rooms at the university. This was 
done to insure as much privacy as possible. The interviews 
were of a sem1~-8truatured type. Each interviewer was given 
an interview outline containing questions covering the minimum 
number of areas in which materials were to be collected. The 
intervi,ewers were given some leeway in wot'ding questions and 
were encouraged to meander into areas which were not on the 
outline but which seemed important to the individuals they 
were interviewing. The interviews were intended to elicit 
materials--life history and otherwise--which could be used to 
reconstruct the competence milieu in the household of the adoles­
cent. Besides ordinary pre-tes ting, the interviewers, under 
the guidance of the field supervisor, spent a considerable 
period of time rehearsing the interview procedure. Finally, as 
in Pho$e I the tape recording of interviews allowed correction 
and improvement once interviewing began. The field supervisor 
spot·-checked tapes and made the necessary corrections with the 
interviewers. 

Reconstruction of familial competence milieus has proven 
to be a long and difficult process. At this writing the recon­
struct,ions are not yet complete. Part of the time delay has 
been a function of trial and error attempts to code and organize 
the data from the transcripts. A full eight months was given to 

10 Note: The interviews were carried out by a staff of 
eight interviewers, five black and three white, under the direct 
supervision of Mrs. Audrey McNattin, field supervisor. 
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this enterprise before a satisfactory albeit time-consuming approach 
was devised. Early efforts focused on developing a scheme stan­
dardized enough so that assistants on the project could themselves 
do the reconstructions. Neither the assistants nor the prit~cipa1 
investigator found any of these attempts to be reasonably. productive. 
After many trials, a decision was made to have the assistants work 
on a preliminary screening of the transcripts whereby irrelevant 
material was edited and the most relevant materials highlighted. 
The actual reconstructions were then left to the principal 
investigator, and as in the case of the Phase I synthesis, they 
are the products of an application of a disciplined sociological 
imagination. The process of reconstructing is a long and painstaking 
one • 

. p.hase III; --Ih.e. Spcietal A~ents. 

In Phase III two empirical quests dominated our activity. 
In the first we were interested in the style and activities of 
those who took the role of societal agents of competence, partic­
ularly those who did their work in the black community. With 
regard to these people we had a particular interest in 1) the 
manner in which they presented their "competence message'/! in 
the black community, 2) the assumptions they made ahout or the 
preconceptions they had of the people whom they regarded as 
their clients, 3) the organizational contexts of their efforts. 

Our second area of inquiry was more broadly based. We assumed 
that in order to get some grasp of the general context in ~~ich 
Negroes live, we needed to observe the operations of those 
white-dominated organizations and agencies which, cn the basis 
of our previous years of inquiry in the black community, seemed 
to have the greatest impact on the 1ives of people 1ivin~ within 
it. Thus, for a period of one yeaI' we engaged in systematic 
observation of a number of these local agencies and organizations. 

The following is a description of our inquiry for hoth 
aspects of Phase III. Let us first discuss the societal a~ents. 
We knew, of course, that we would have to focus on the schools 
as a major agency of competence in the community. Beyond the 
schools, however, we had only impressions as to which agencies 
were particularly important in the black community. (These 
impressions were derived primarily from our previous ~"ork 
in the black communitYQ) We decided to test these impr~ssions 
in a more systematic manner. A panel 01: four social workers 
with wide experience in the community was asked to rank community 
agencies according to their perception of the involvement of 
these agencies in the black community. A ranking of mean scores 
was used to pick the five most frequently involved agencies other 
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than the schools.. They were 1) the Department of Public Aid, 
2) the Health Department J 3) the Salvat:i(on Army, 4) the Public 
Housing Authority~ and 5) the Township Supervisors (four elected 
officials who have~ at their disposal funds for emergency relief). 
Each of these agencies was contacted, the study was exp1ained!1 
and we reques ted c()-operation in set ting up interv:f.ews wi th agency 
perf;onnel. Co-opera tion was forthcoming wi th all but one, the 
Township Supervisorts .12 Our interviewers us ing minimally 
structured outlines set out to interview at all levels within 
each agency. Wherever possible these were tape-recorded. We did 
fi.nd, however, th8\t when interviewing administrators in these 
agerlcies it was best not to use the tape recorder. Apparently 
many of those who held such positions felt more at ease when 
talking about sensitive subjects if the recording device was 
not being used. Eacn interview was intended to elicit the following 
information from the perspective of an individual taking a 
specific role within the agency: 1) the general philosophy of 
the agency, 2) the agency's methods of putting the philosophy 
inte) operation, 3) sources of resistance to the agency's work, 
4) specific efforts in the black community, 5) aspects of the 
agency program needing change from the perspective of those who 
were actually involved in carrying out agency objectives--social 
workers, nurses, etc., 6) the nature of their experience in the 
black community. 

Studying the schools involved a special effort, the history 
of whi(ch ough t to be in the record. Because mos t of the black 
childr~n in the cODDDurd ty attended school in one of the ci tiel; as 
opposed to the other and because mos t of the

1 
problems having t:o 

do with race seemed to exist in that system it was decided to 
focu.s our research on that school system. However, at the time 
we began our field work for Phase III two factors complicated 
our task in this school system. First, the system was under 
pressure to present a satisfactory desegregation plan which at 

1 1 Note: Throughout the course of the study we always took 
pains to explain the nature of our work to those whose assistanc:e 
we enlisted in interviews or otherwise. 

12 
Note: We were eventually able to complete our interviews 

with them. 

1 S 
Note: This is not to imply that the other system had 

no race problems. However, a set of fortuitous circumstances 
in the part of the communi ty servE!d by that sys tem tended to 
mitigate its severity. These factors included a high proportion 
of faculty families, a small black population, and significant 
representation of faculty on the local school board. 
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the same time would not generate too much backlash from the 
whi tes in its cons ti tu'~ncy. I t had devised a plan which nei ther 
the whites nor the blacks found completely satisfactory, a 
plan in which the el{amentary schools were desegregated but 
which involved the illV()luntary bussing of the black children 
only.1~ Thus, at the time we wished to do our field work in 
the schools, the system was trying to work its way out of a 
controversy of great intensity. 

Besides the controversy over desegregation the system was 
undergoing a major administrative transition. At the time we 
wished to enter the schools a new superintendent was becoming 
acclimated to a system that had been dominated for years by a 
strong personality who had retired the year before. As is 
common in bureaucracies when there is a change at the top 
there were also changes being initiated throughout the admin­
istrative structure of the system1' Snme of these changes, of 
course, upset previously well-ent:l~enched persons with the 
resulting dissatisfaction of those affected. Thus not only 
was the school system embroiled in a community controversy but 
it was also under strain as the result of a burgeoning internal 
conflict. The reader will agree that this was hardly a 
propitious state of affairs for the success of our field efforts. 
Thus, we decided to delay approach:lng the schools directly for 
as long as possible, hoping that the situation would cool 
down somewhat. By March of 1968 (with the situation not much 
better and perhaps a little worse with regard to the internal 
issue) we decided that we cculd wait no longer. Contact was 
made through the superintendent who ll surprisingly, agreed to 
be interviewed and to allow interviewing of professional staff 
on all levels providing they gave their assent. There was a 
single proviso: the supprintendent believed that because of 

14 
Note: The plan was rather complex and involved the 

collaboration of the university which in this case acted as 
a deus ex maahine for the school system. The university undertook 
to run a lab school in a previously all-black elementary school. 
This had the effect of drawing a voluntary white group into 
that school while the majority of the black students formerly 
in 'attendance there were dispersed throughout the other ele­
mentary schools in the system. 

lb 
Note: It was a very interesting state of affairs as 

far as our research was concerned. We could be entering the 
system when it was under pressure, in one instance at least 
because of the community's racial problems. Substantively 
we could not ask for a better situation. However, the problems 
posed for the execution of the research by such conditions 
were major indeed. 
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the touchiness of the situation in the schools it would be best 
if all the interviews were taken by a single researcher, namely 
the principal investigator. Given the necessity of getting these 
interviews and the urgency imposed by the approaching end of 
the school year, it was decided to proceed under this constraint. 
Thus, from sometime in March to early in July when the last 
interview with a teacher was taken, the principal in.vestigator 
spent a good part of his time in and around the environs of the 
school sysltem. Interviews were taken with staff members at 
every level of the school system. Included among these were 
interviews with the superintendent of schools; the assistant 
superintendents for instruction and business; the director of 
the special education program; the principals of all secondary 
schools, junior and senior high schools except one (the principal 
of one high school made an appointment to be interviewed in 
his own office but for no accountable reason failed to keep the 
appointment). Interviews were also held with the principals of 
those elementary schools which either already had a considerably 
large black student body 0r which because of the plan to desegre­
gate would soon have Negro pupils in spite of vocal opposition 
of white parents who already had children in the school; and 
finally, with a sample of teachers and counselors representing 
every academic, vocational, and most of the remedial programs in 
the system. Interviews taken in the school system were essentially 
similar to those taken in the other agencies except for an 
additional focus on the controversy over desegregation and the 
preparations being made to deal with the pedagogical and policy 
problems attendent to it. 

Aside from the agencies already noted, two others which 
had considerable contact with th~ ghetto youth were studied. 
These two--the juvenile office of the police department in the 
city where most of the blacks live and the county probation 
office--were not included in the first go-round because they are 
essen.tially contl'oZ agencies rather than ameliorative agencies, 
even though members of their staffs Bee their jobs as encompassing 
both functions. Because of their extensive contact with ghetto 
adolescents we later decided to include them in the study. Inter­
-,liewing with staff members of these agencies was carried out 
in the same mann.er and with the same intent as the interviewing 
in the primarily ameliorative agencies. 

Since the Phase III field period was not concluded until 
August, 1968, ~he analysis of the data is at this writing still 
underway. We are trying in this analysis to understand how these 
agencies face onto the black communities, what they say they are 
trying to do in that community, what they are actually doing, 
and the reasons--organizational or otherwise--for those deviations 
between professed intentions and actual outputs which do exist. 
In sum we are primarily interel3ted in the manner in which these 
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competence agents accomplish their tasks with regard to the 
black youth of the community. It should be noted that we are 
also interested in evaluating the intentions which guide the 
efforts of these agencies, for ther~e exists the very real 
possibility that these intentions in and of themselves are 
inappropriate to the obli teration of impedimf.!nts to competence 
developmen t. 

In order to accomplish the tasks just outlined we are 
analyzing each agency as a discrete entity probing the issues in 
terms of the responses we have accrued from personnel differen­
tially placed in them. The final step in this analysis is to 
sumrr,arize the array of competence agents facing on the black 
community and to evaluate the total of intentions and outputs 
which affect the lives of those who are growing up in that 
community. 

The more general study of white-dominated organizations and 
agenc,ies affecting the black communi ty has proceeded as follows: 
On the basis of a consensus among those who had been involved 
with the study for a period of time a list of organizations or 
public agencies having great impact upon the local black community 
was put together. The meetings of these organizations or 
agencies became the focus of intensive observation throughout 
the course of the Phase IiI field period. Those which, on the 
basis of early observations, seemed to be very important received 
sustained coverage. The others were observed only when there 
seemed to be an issue of particular relevance to the black 
community which arose for consideration by theme The following 
is a list of those receiving sustained coverage: 

1) County Board of Supervisors 
2) The City Council of City #1 
3) The City Council of City 1111 
4) The Board of Education of City #1 
5) The Board of Education of City #11 
6) The Park District of City #11 

The following is a list of those receiving fccused coverage: 

1) The Economic Opportunity Council (OEO affiliate) 
2) The Model Community Co-Ordinating Council 
3) The League of Women Voters 
4) The Human Relations Commission of City #1 
5) The Urban REmewal Authority of City III 
6) The Park District of City #1 
7) Churches in the white community 

At each meeting of these bodies where the study staff was involved, 
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two members of the staff were assigned as observ~rs. Observers 
were instructed to report verbatum accounts of what transpired 
as nearly as possible. This was done so that observer judgments, 
which of course cannot be standardized, would be minimized as 
well as their readings of the tone of exchange or the emotive 
content of the meetings. Two observers were assigned on the 
assumption that their reparts would compliment each other by 
covering some of the repertorial gaps of each and by cancelling 
or eonfirming judgments on emotive content. Where the same 
emotive content was reported in both, the reading was accepted 
as accurate; where only one report contained a judgment on 
emotive content, the reading was questioned; wheJ:~ each report 
contained oPPosite judgments, the readings were considered to 
have cancelled each other out. 

What residents regarded as the unfair administ1:'ation of 
justice when Negroes were involved in court cases we learned was 
a major grievance in the black community. Since Negroes had 
more than their share of contact with the courts, we decided to 
do sustained observation in them. Observing in the courts at a 
time when they were under increasing fire in the community consti­
tuted a ticklish 81 tuatit),n. The appearance of our obser'vers 
time after time in the cOlurtroom was sure to be recognized 
(as indeed it was), and wle did lo'lot wish to become embroiled in 
the controversy surrounding the courts (at least not at the time 
we were actually in the field). Graduate students are regarded 
with suspicion and some hostility in the local community; there­
fore, we decided that graduate assistants would be poor choices 
fc~ court observers. Instead we chose local women on the 
assumption that as women and local residents they would be less 
threatening to court personnel. This assumpti(m proved correct. 
After appearing in court a few times, the magia3trates, judges, 
and attorneys invariably querried our observers as to their 
business there. The observers were instructed to explain that 
they were working for a professor at the university, that they 
were doing a study on the kinds of contacts people have with 
different agencies in the community. If questioned fuYther, 
they were instructed to explain their work in greater detail. 
This explanation sufficed in each case and the observers were 
not at all harassed during the eight months of field work in 
the courts. On the contrary, they were invited to coffee with 
the judges and other personnel who were quite free in their 
commentary on court pr.8ctices. Such contacts made possible a 
number of formal interviewA taken with judges and others at the 
close of the field period. 

The procedure in the courts was similar to that used in 
observations of other public bodies. The observers were inst~cted 
to take as near verbatum accounts as possible of court proceedings, 
to exercise 88 little editorial judgment as possible. Prom 
the.e accounts we hoped to piece together a. accurate an account 
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as possible of the nature of the black man's experience in the 
courts of the community. 

Supplementary to observations of the organizations and the 
courts we kept notebooks of clippings from the two local newspapers. 
In fact the notebooks contained any racially relevant local' 
story which appeared during the last two years of the study's 
field period. 

F1com all of this collected data we hoped to reconstruct 
the nature and quality of the black ma~'s contact with the white 
man's institutions in the community we chose for our study site. 
In other words, we hoped to teaa~ out the 80cial Zogics which 
bound black and white together in what might be termed aBsymetrie 
symbiosis. 

It is of courSE true that doing so extends the inquiry 
somewhat beyond the 'Logic of infZuence model. HOWE!Ver, as we 
have noted earlier, the model "Jas not intended to l~es trict the 
natural serendipity of the research process. We uI1ldertook this 
extension because we came to believe that it was nE~cessary 
to understand the symbiosis occurring between the l~elatively 
powerful. in the community (the white dominated orgsmizations) and 
the relatively powerless in the community (most of the black 
residents). We came to feel the necessity of this understanding 
because we realized that educational and welfare innovations in 
the context of any given community must ultimately become political 
issues. Whatever the laboratory viability of an innovation, ita 
community viability is not thereby assured. Moreover, its 
c01lllllunity viability (or lack of it) will be largely beyond the 
control of the professionals and in the hends of those who, 
usually without expertise in these areas, make decisions which 
can either enhance or destroy the possibilities of success: those 
who si t on policy boards in the community 81\d those who--formally 
or informally--influence them. 

It was for this reason, too, that we embarked upon the 
final data-gathering task in the study. We had observed the 
public proceedings of formal bodies, but it was apparent to U8 

as well as to members of the black community that public decisions 
were oft.en the products of private influence (this bf!!came apparent 
to us, in part because of our sustained observations of public 
proceedings)~ Thus, if an understanding was to be derived of 
how decisions affecting the black community reaZZy came to ,&SSp 
it was apparent that we would have to reach the private inf:tuentiala 
(perhaps not 80 private, but influentials nevertheless). In 
effect, this task was one of studying the white power structure 
of the community, albeit with specific reference to'the issues 
connected with race and poverty. 
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There is a vast literature on community power structure and 
decision making. Both political scientists and sociologists 
have considered these related problems as important areas to 
be investigated. In brief summation this literature presents 
us with 1) two basic alternative formulations on the nature of 
community power structure in American society and 2) serious 
methodological doubts about the provability of one thesis as 
opposed to the othel'. The first alternative usually associated 
with sociological studies in this area hoida that power distri­
butions in communities are monolithic in nature (Hunter, 1953); 
that public decisions on almost any matter are influenced by a 
relatively small coterie of men at the top--usually buainessmen 
holding 1'-0 formal political office. The second alt(ernative 
usually associated with the efforts of the political scientists 
holda that the typical power distribution in American communities 
is pluralistic (Dahl, 1961); that there are hie~a~ahie8 of power 
associated with distinct community issues--zoning, welfare, 
education, etc.--rather than a single structure con tolled by 
an elite w'ith generalized influence .. 

~~o methodological approaches have been used in studies 
of community and each has been closely associated with one of 
the two alternative theses (so much so that some have argued 
that diverse findings in conformity with aach of the alterna-
tives are the function of the method used to elicit them). The 
reputational approach has generally used a panel of informed 
people who are questioned as to who the powers in the community 
are. Thos~ who are consistently reputed to be powerful are then 
recognized as the elite with generalized influence. The decisional 
approach seeks to trace out the involvements of individuals and 
the degree to which they exercise influence with regard to actual 
decisions made on issues within the community. 

Each approach has been the target of some telling criticism. 
Those who have criticized the reputational approach have pointed 
out that reputations are not always earned or valid, or that at 
best without corroborative evidence, all the method can do is 
indicate those in the community who have the potential for 
influence. Unless, they argue, there is direct evidence of 
generalized exercise of influence through behavior there is 
no evidence that the potential is, in fact, an operating force 
getting things done in the community. Those who have criticized 
the decisional approach have argued that power is simply not 
always exercised in public and that by focusing upon issues 
it is possible to ignore an even greater power--the power which 
prevents an issue from arising or becom.ing part of the public 
consciousness. 
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Thus, in approaching the question of white power over the 
destiny of blacks in the community we were without either a 
universally accepted theory or a universally accepted methodo­
logical paradigm for its study--in spite of the widespread 
social science interest in problems of community power. We 
could, of course, have adopted one alternative or the other. 
Our observations of the deliberations of public bodies perhaps 
seems in line wi th the d£~()isionaZ, method. However, nei ther 
thesis and neither of thE~ me thods appeared so strong to us 
that we should feel secure in organizing our inquiry in 
terms of them. Instead we a.dopted what might be called an 
empi~i()a7,-t~a()el' approach to the problem. We made no assumptions 
about the nature of prnver in the community. We began instead 
by play:tng hunches or, better said, by taking educated guesses 
of the most minimal kind. 

Using our previous observations of public bodies in the 
community as well as the newspaper accounts of issues relevant 
to race and poverty in the community, we drew up a list of those 
people who had been publicly identified with the decision making 
process on each of the issues. These were our dramatiB pe~Bonae, 
those who had been clearly part of the action. The question of 
whether or not any of the dramatis personae could also be 
classed as influentials was left open, a matter to be decided 
after interviewing them and placing the results of such interviews 
in the context of their publicly identified roles vis-a-vis the 
issues in question. Our staff took interviews--most of them 
tape recorded--with almost ever! individual thus identified 
(including the township supervisors identified earlier as welfare 
agents whom we could not interview when we were studying the five 
ameliorat1,v~ agencies). Each interviewer was given an outline 
of areas to explore in these interviews, inclusive of the 
history of the individual's involvement in connnunity affairs; 
his philosophy vis-a-vis race problems, poverty, etc.; his 
specific involvement with the issue or issues which had, in 
fact, brought him to our attention; and the names of those with 
whom he had collaborated on these issues and on other projects 
in the past. Our list of people who might possibly be considered 
influentials in the area of race was thus extended through the 
interview process itself. Reyond this list we chose a number 
of names of individuals who in the course of our earlier efforts 
we had come to recognize as reputed influentials if not dramatis 
personae. All told, we interviewed 75 dramatis pe~Bonae and 
potential influentials. All of this interviewing was supplemented 
by an independent study of overlapping leadership positions in 
important financial organizations within the community. This 
little study was undertaken to determine whether or not anything 
would turn up which would validate or invalidate conclusions 
derived from the interviews. 
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It must be remembered that our primary intent in undertaking 
this search for the white power structure ir~ the community was 
in fact to evaluate how elements of this structure left their 
impact on the destinl.es of black men. We felt the study was 
necessary for t.he development of intelligent intervention strat­
egies which must ultimately be considered political. Thus 
we were not testing either of the power structure theses. How­
ever, if we should co~clude that one or the other of the alternati.ve 
formulations fits better in the community such a conclusion would 
be significant. If the power structure were monolithic then 
strategies would focus on a small number of men who had generalized 
influence. Convince the~-in one way or another--and there would 
be a path relatively clear of obstacles when the time arrived 
for introducing innovations into the community. On the other hand, 
if the power is pluralistically dist.ributed in the connnunity, 
strategies would have to be developed which are not only intended 
to convince those who are influential in these areas related to 
race and poverty (i.e., education, welfare, the legal system, 
etc.) but also to neutralize pORsible opposition from influentials 
in other functional areas who might for one reason or another see 
their interests threatened by the innovations of whIch we are 
speaking. If the power structure is indeed plurallsti.c the 
prot.abili ty of CODDJluni ty conflic t is greater because there 
exists the potential for clashes between the function~I.1.ly 
differentiated influentials. 

The Historical Study 

Ancillary to the major field procedures just described 
we also engaged in some historical research on the development 
of the black community in the urban area which was our study 
site. Such research made use of 1) anecdotal histories taken 
in interviews with residents whose families were known in the 
community for their long history there; 2) newspaper coverage 
of blacks in the community beginning at the turn of the century; 
3) census materials; and 4) reports of community organizations. 
This research was undertaken on the assumption that contemporary 
events are often misinterpreted without the benefit of historical 
perspective. Thus, we believe that our interpretation of results 
for the three sources of competence influence will be enriched 
by the historical knowledge we bring to it. A full history will 
not be presented here; however, data from this research will be 
drawn upon, explictly and implicitly, from time to time when 
it seems appropriate. 

~onclusion 

The above const! tutes a description of the aonduc·t of our 
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in4uiry. In it an attempt has been made to acquaint the reader 
with what we did and why we did it.. In doing so we hope that 
those whQ examine the substance of the report which follows 
(as well as the fuller monograph which is forthcoming) will 
be able to form judgments about the faith they ~71sh to place 
in our results and recommendations. We have for~~ken facile 
sophistication for the "nitty-gr:f.tty" of social research which 
is issue or problem oriented, rather than discipline oriented. 
We think there is wisdom in such an approach. 
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SECTION III: FINDINGS AND CONCLUSIONS 

In this section a report of findings will be made in a some­
what abbreviated form. l We intend to present a discussion of 
our findings in two parts. In the first we shall explore the black 
experi~nce in a middle-sized urban community. In part two we 
shall interpret our findings on competence development in terms 
of the logic-of-influence model posited in section I. 

Part I: The Black E:cperience in the White Community 

The community we have studied is in every meaningful way a 
white community. True, in this city of nearly 100,000 people 
al')proximatfa1y 9% of the population is b1a.ck. True, Negroes havte 
been part of the area's population for o",er one hundred years. 
In spite of these facts, however, it can not be denied that the 
community, inclusive of its black population, is and has been 
chat'acterized by a uJhite social system. 

In noting that the community is characterized by a ~hite 
social systeJn l',i'e mean the following: For the most part decision­
making relevant to any of the community's ins ti tutions--and :1..n 
particular the economy and the po1ity--occurs irrespective of the 
wishes and needs of its black popu'ation. This is leas true in 
the present than it has been in the past (the national conscious­
ness of the race problem has had some effect) but it is nevertheless 
true that Negroes (as well as some lower-class whites to be sure-­
see David Harvey's study in this volume) are not institutionally 
significant in spite of their numbers in the community. Perhaps 
some concrete examples will clarify this circumstance for the 
reader: 

1) The Urban Renewal Controversy 

In 1965 the city council of one of the two munici­
palities undertook to explore the feasibility of an urban 
renewal project which would involve a major physical 
transformation of a segment of the black ghetto. The 
plan undeI' c.onsideration involved extensive condemnation 
proceedings against sub-standard homes owned by blacks. 

1 Note: A full report of the findings of this research is 
forthcoming in a monographic format. 
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The owners of these homes would receive market value 
compensation for their property and would, theoretically, 
have first priority in relocating. Moreover these home­
owners would be among the first of those to be housed 
(if they so desired) in new public housing units which 
urban renewal would bring to the community. (It should 
be noted that the ori~inal plan proposed that these 
units be built primarily within the ghetto area. 
Because the federal government objected, the proposal 
called for construction just west of the railroad 
tracks which have served as the ghetto's western bound­
ary.) Various Negro groups organized in opposition to 
the urban renewal plan, claiming among other things 
that the plan would only maintain the ghetto and that 
market value compensation would work a severe economic 
hardship upon those who would lose their homes. With 
regard to this latter objection it was argued that 
since the market value of the dwellings in question 
was low, compensa~ion would not be sufficient to cover 
housing costs for those who would be dislodged. No 
matter the condition of the dwellings in question, 
many were owned outright. The renewal plan, it was 
argued, would force these people of limited means to 
begin paying for housing at rates way beyond their 
present housing costs. In spite of the organized oppo­
sition from Negro groups in the community the urban 
renewal program was approved by the city council. The 
proponents of renewal--almost all of whom were white-­
were able to mobilize significant support for the 
program from among the business, educational, and social 
welfare establishments in the community. Whether or not 
urban rene.wal \-1as an appropriate solution to the physical 
decay in the ghetto area (and it should be noted the 
urban renewal has been much criticized throughout the 
U.S.) it is clear that the decision to go ahead with the 
program represents an almost total disregard for the 
wishes of those most seriously affected, a large and 
organized segment of the ghetto's black residents. 

2) Labop Union EXclusion 

Skilled craft unions, with one exception, eJtclude 
black workers from their rolls. In spite of protests 
from Negroes in the community, no action to remedy this 
practice has been taken by those who conceivably have 
the power to do so. Building contractors have taken no 
action. The local clientele--those who are having con­
struction work done--have generally remained oblivious 
to the Negroes' grievance. Even the university, perhaps 
the most significant construction client in the community, 
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has largely refused to risk the progress of its building 
program by moving to enforce the non-discrimination 
clause in its contracts with construction companies (non­
discri.mination clauses are required in contracts under­
written in whole or in part by the federal govermnent). 
The resulting exclusion is so great that vocational edu­
cation instructors in the public schools are loathe to 
prepare Negro youths for careers which would require 
union membership. The standard response to accusations of 
discrimination in vocational training is "what' E; the use 
of preparing people for jobs they will not be able to get?" 

3) The Burden of SehooZ Desegregation 

Because of the highly segregated residential 
patterns in the c()mmunity, the elementary schools 
remained segregated on a de-facto Lasis until 1967 in 
spite of earlier requests from Negro leader~l that steps 
be taken to rectify this situation. In 1967 one of the 
two school systems in the community moved to desegregate 
its schools under an implied threat from the federal govern­
ment to withhold federal aid to the district. Desegregation 
was carried out without disturbing the neighborhood school 
concept in so far as white permanent resi.dents of the 
community were concerned. The only white children to be 
moved from their original school in the system's bussing 
plan were those children whose parents were graduate stu~ 
dents at the university and therefore transie.nt in the 
community. In this case desegregation occurred not in 
response to the black petition which had been before the 
school board for some time, but in response to external 
pressures and it was plannfad in a marmer calculated to 
minimize the burden of the community's white residents. 
One year later the community's secofld school system 
followed suit with its own desegregation plan. This plan 
involved the invoZuntary bussing of black children from 
ghetto schools into schools distributed throughout the 
city and the voZuntary bussing of white children into the 
ghetto to attend class in a school operated jointly with 
the university as a lab school. In reflecting on the point 
we are illustrating--the existence of a white social system 
in the community--it should be noted that the move to 
desegregate did not come about as the result of black 
petition, but because of growing external pressures on the 
school system to desegregate. Moreover, the bussing plan 
which was finally put into effect was adopted over strong 
objections from representatives of the city's black popula­
tion who believed that it W.!lS unfair to place the burden 
of bussing almost entirely upon the black children who had 
previously been wronged by the segregated system. It is 
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indeed true that the cowmunity's whites were incon­
venienced not at all by the desegregation plan. Only 
those white children whose parents desired them to 
attend the lab sch00l have been bussed while Negro 
parents, for the most part, have had no alternative to 
bussing. If the old educational arrangements were 
finally to be changed it would be the blacks who would 
bear the inconveniences almost exclusively. 

The Ghetto as a Residential Dumping Ground 

The ghetto is also a slum. Neither of the two 
municipalities has shown any predisposition to enforce 
minimum housing standards in the area. When a civil 
rights group in the community went to the state's 
attorney's office to swear out complaints against land­
lords~ white and black, who refused to pay heed to the 
housing code, they were unsuccessful. At worst the 
attitude in the community has been protective of those 
landlords who take advantage of the ghetto situation to 
charge high rents for less than adequate shelter; at 
best the attitude has been one of mindless neglect. 
The housing problems of the black poor are simply not 
of concern to the majority of whites in the community. 
One practice in particular has distressed many Negro 
spokesmen. For a long period of time several white 
landlords have received permits from the city to move 
condemned houses from other parts of the city into the 
ghetto where they are rented to the housing poor blacks. 
In spite of vociferous protest the practice has been 
allowed to continue. 

If space permitted other instances which reflect the neglect of the 
black man's wishes could be cited in illustration of his institu­
tional insignificance in the community. It should suffice, however, 
to note that it is rare for the position of Negro residents to take 
presidence over the conflicting position of whites in the community.2 

The black man's institutional insignificance is of no little 
importance when we consider the problem of competence development. 

2 Note: In further support of this contention have been 
practices in the not too distant past of 1) exclusion of Negroes 
fr'om clerical and sales jobs in community business (a practice not 
altogether absent in the present), 2) refusal of service in some 
downtown stores, 3) segregated seating in movie theaters, and 4) 
recurrent derogatory depictions of Negroes in the local press. 
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The Negro's institutional insignificance in the general community's 
social system intensifies his dependence upon the (ghetto) community 
for a meaningful social existence. The character of that cOLufunity--its 
expectations for behavior, its system of positive and negative sanctions-­
becomes central in invoking the behavior of any given individual within 
its boundaries because there is, for the most part, no other cOlnmunity 
in the city for these individuals. The rebuff which Negroes have experi­
enced in the community-at-large has drastically reduced the normative 
impact which that community can have upon their lives. At this point, 
lIi'ithout commenting on the quality of role playing on the part of the 
community's competence agents (i.e., teachers, social workers, etc.) 
as they face onto the ghetto, we aan note that from the perspective 
of many of those in the black community the credibility of these agents 
(their sincerity, their genuine willingness to be helpful) is undermined 
by the fact that they are outsiders whose efforts are sponsored by a 
community which has regarded them as fellow citizens only infrequentty. 
From the perspective of the togia-of-inftuenae model this state of 
affairs serves to increase the significance of nei.ghborhood and family 
in determining competence outcomes for people growing up in the ghetto 
wh:f,le concorni tantly weakening the role of formal competence agents in 
determining the character of these outcomes. ~lile it is true that 
the societal competence agent~ are likely to have a relatively less 
intense impact when compared to neighborhood and familial sources in 
any circumstance, we may no'te that the intensi ty of thei r impact is 
either increased or decreased according to the degree to which their 
target population is funationatly integrated into che overall community. 
We shall draw out the implications for the socialization of competence 
of the black man's institutional insignificance in the commun.:i.ty \le 

have studied. First we shall enter some further documentation of the 
Negro's generally disadvantageous position in the community-at-large. 

The physical characteristics of the black ghetto in the community 
seem on first observation to be significantly different from the ghettos 
of larger cities. Whereas large city ghettos are characterized by 
impacted tenements and little or no green-space, there are no tenements 
in this black community B,nd there is green-space enough to conjure up an 
atmosphere more rural than urban. The rural quality of this ghetto is 
further evoked by the fact that there are few sidewalks, few street 
lights and more than a few unpaved streets. But the reader should not 
be misled. The absence of the urban tenement and the presence of green­
space does not mean that the ghetto provides adequate physical amenities 
for its residents, for it most certainly does not. Fully 88% of the 
residences in the area are substandard and 61% of the houses are classi­
fied as dilapidated or in need of major reconstruction (1960 figures--the 
latest available at this writing). On the basis of visual inspection, 
the houses, which are only infrequently constructed of brick or other 
masonry, are often bereft of adequately sealed windows. Instead of glass 
windows one often observes window spaces covered with a kind of plastic 
weather-proofing, with tarpaulin or cardboard. As far as the green-space 
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is concerned it is more often than not overgrown, almost totally 
unusabl(~ for any recreation but those children's gam,es which require 
a kind of camouflage. The absence of street lights discourages the 
use of public space after dark and the unpaved streets become all 
but impassable after a heavy rain. In spite of comparatively low 
density (relative to the densities characteristic of big city ghettos) 
the physical apparatus of the black community is as restrictive upon 
its residents as the slums of New York and Chicago are upon theirs. 

The blacks of the cities we studied are poor--indeed, they are 
desperately poor. In a community which is reasonably prosperous, 
fully one-half of the Negro families has an income of less than 
$4,000 per year. In a community in which the overall unemployment 
rate hovers around 3% the unemployment rate fror N.?groes fluctuates 
between 12-20%. It is not surprising therefore that blacks are over­
represented on the public welfare rolls. The director of the public 
aid department has reported that approximately 69% of the department's 
case load is black and that Negroas never make up less than 60% of the 
cases being carried. 

Poverty carries with it disadvantages which are not purely economic. 
For example, it makes deferment of remuneration difficult for adoles­
cents who have grown up in families thus afflicted. The inability to 
defer remuneration may in turn be reflected in the educational plans of 
these youngsters. Fewer than 50% of Negro high school students, as 
opposed to 90% of the white students, plan to continue their educations 
after secondary school graduation. Most of those black students who 
do plan to continue think in terms of 'Vocational training rather than 
the pursuit of a college education. Without disparaging such a choice 
it should be noted that, on average, an individual with a college degree 
can expect a lifetime of greater earning pmtler than a person who has not 
earned such a degree. Thus, the overwhelming choice among the black 
students for non-academic pursuits upon high school graduation (those 
who will not go on and those who opt for pOlSt graduation vocational 
training) represents an ultimate earning pOl~er limitation of some sign1f-­
j,cance relative to those high school students, white and black, who will 
complete a four-year baccalaureate program. Although there are other 
reasons for dropping out of high school, pov'erty and the consequent 
inability to defer remuneration must be counted among the causes of 
incomplete public school careers. We had difficulty getting accurate 
figures on the Negro drop-out rate in the community. One very well­
placed source indicated that as many as 50% of the black adolescents 
in the high school freshman class drop out prior to graduation. To th~ 
extent that this approximates the truth and to the extent that some of 
the dropouts can be accounted for in terms of 2conomic hardship, the 
extensive poverty of blacks in the community operates to mitigate theil: 
possibilities of social mobility by means of educational attainment. 
Poverty it would seem is its own best keeper. 
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Poverty in the black segment of the community is also a health 
hazard. Health care is expensive in this city as it is throughout the 
United States. Those with limited resources are, therefore, in no 
position to make maximum use of the best health services and facilities 
in the city. When an individual is without the necessary funds he can 
go to the Department of Public Aid for medical assistance. However 
during the course of our fieldwork we found that many people hesitated 
to do so. True or not, many people in the black community believe that 
local physicians do not dispense adequate care to those whose medical 
bills are paid by the Department of Public Aid. Many complained that 
they or people whom they knew had not been treated with respect when 
their medical expenses were covered by the Department of Public Aid. 
An indigent or near-indigent person can go to the city's public health 
clinic but the services provided there are limited and in case of 
serious illness the patient is referred to a private physician. 

Impoverished and physically inadequate housing contributes heavily 
to the health difficulties of gh,etto residents. Public Health nurses 
who work in the ghetto remarked upon the housing conditions in that 
area as dangerous to the health of the residents, particularly to the 
young children. Ghetto conditions seem to increase the health problems 
of people who by virtue of their difficult economic situation are 
unable to avail themselves of adequate health care. 3 

Being poor and black in the city we studied also means being 
deprived or access to the full range of recreational opportunities in 
the community. In the not-too-distant past seating in movie houses 
was segregated, many restaurants refused to serve Negroes, the local 
YMCA refused membership to blacks, and a local ice skating club sponsored 
by a commercial service organization refused membership to Negro children 
even though the club made use of the skating rink located on the state 
university's campus. Today things have changed somewhat. Movie seating 
is no longer segregated, the YMCA no longer discriminates, and most 
restaurants in town 'Jill serve anyone. Nevertheless, local Negroes 
almost universally complain of inadequate recreational opportunities 
and facilities. There are still some restaurants and taverns in the 
city which do not welcome blacks. As in other communities, there Dre 
fraternal orders which bar them from membership. The two country clubs 
are, of course, out of financial reach but white informants, members of 
the clubs, report that even financially qualified Negroes would probably 
not be admitted to membership. Public parks and switnming pools are open 
to everyone but the only park in the ghetto area is of limited use because 

----------------------------------
3 Note: Statistics show that the infant mortality rate is 1 1/2 

times greater for blacks than it is for whites. 
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of its generally run-down condition and inadequate superv1s1on. A 
teen center built several years ~go in the heart of the ghetto has 
fallen into major disrepair and is reputed to be the "turf" or hang 
out of a locally notorious youth gang. As such, many black parents 
hesitate to allow their children to attend activities located there. 
Recreational facilities at the university have in the past been open 
to the general public on a limited basis only. In recent years local 
blacks, feeling the need for additional recreational outlets, have 
petitioned the university to extend its hospitality without limitation. 
The university has grudgingly moved in the direction of opening its 
facilities to the public but access is still limited. All in all 
recreational opportunities for poor blacks in the community are not 
equal to those which are for the white and not so poor in spite of a 
movement away from the blatant restrictions which obtained until a 
very short time ago. 

It is often true that the seemingly minor indignities visited 
upon them can tell a great deal about the disesteem in which a minor­
ity group .is held by the majority. In the community we studied such 
indign1 ti.fes 'clearly indicate the low regard in which the blacks are 
held. For example, many Negro teenagers and adults report that they 
have been harassed in local stores by white personnel who suspect that 
they are potential shop lifters. It is not uncharacteristic for Negro 
adolescents to suffer public snubs from schoolmates who in the guarded 
environment of the classroom are reasonably friendly. A candidate for 
the office of county prosecutor (state's atto~ney) rejects an invitation 
to appear before the local chapter of the NAACP because he maintains to 
do so would be to give legitimacy to the point of view of a special 
interest group. The president of a local school board addresses the 
executive director of the local Urban League by his first name at a 
public meeting. The same Urban League director in his two year tenure 
in office is never invited to appear before most of the majoI' community 
service organizations in spite of the fact that they maintain that they 
are interested in improving race relations in the community. The local 
chapter of the Junior Chamber of Commerce refuses to endorse a non­
discrimination pledge sanctioned by the national organization. A public 
housing official angered by a petition from black tenants to increase 
refuse collection from two to three times a week tells the petitioners 
that their request will be denied and added that if they cannot get 
rid of their garbage in any other way, they can eat it! It should be 
clear from fhese examples that aside from the tangible disadvantages 
(economic, educational, health, and recreational) of being black in 
this middle-sized city there are consistant reminders of the fact that 
in the eyes of ulany of their 'white fellow citizens a Negro does not 
count for very much. 

It is in this overall context of institutional insignificance, 
tangible disadvantage, ~nd symbolic disesteem, that the black child 
develops his orientation towards prescribed and volitional competence. 

\ 
.~ 
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It might be noted that the depiction of black man's institutional 
insignificance and disadvantaged status is not unique to the commu-
nity we studied. Such conditions and others like them are, after 
all, what the race conflict in America is all about. \fuile this is 
true, there is, however, something in the manner in which this racial 
differential in status and social value is actualized which differs 
from the manner in which the same differential is actualized in the 
large northern metropolis. 4 Because the manner in which the differ­
ential is actualized in this middle-sized urban area can be accounted 
fer in terms of community characteristics, we might expect that middle­
sized cities with the same or similar characteristics might he possessed 
of the same racial situation. Should this he so, then our analysis 
may have the effect of establishing a class of variation in American 
urban race relations. And to the extent that this is true such an 
analysis should be of considerable importance to those who desire to 
develop situationally appropriate intervention strategems in educa-
tion and welfare. Let us therefore devote some discussion to the 
variation and its community sources. 

Institutional insignif:~cance is a product of political weakness. 
The inability of a segment uf a community's population to make itself 
felt in the polity of that community invariably means that the wishes 
ef those who belong to the group in question will have limited resonance 
in other institutional areas as well. Those who are politically weak 
cannot make the community's inattentativeness to their needs in any 
institutional area costly to that community. In the community we 
studied, the black man's relative powerlessness is a function of a) the 
fermal structure of the local polity and b) the demography of political 
participation. In discussing the fop,mal structv~e of the polit~ it 
must be remembered that we are dealing "-lith two municipalities in the 
same community (see section II, pp. 130-132). In the larger of the two 
municipalities (the city in which most of thE' Negroes reside) the 
fermal structure is characterized by a council-manager form of gov­
ernment, wher~ the citv is administered by a professional manager on 
appointment of the city council. lbe city council, inclusive of the 
mayor who is first among equals, is, in turn, elected at-large in a 
theoretically non-partisan election. The fact that the councilmen are 
elected at-large and without party backing is of great Significance to 
the political destiny of the community's black population. A black 
candidate fer the city council with strong backing in the ghetto 

----------------------------
4 Nbte: See, Harlem Youth Opportunities Unlimited, 

Youth in the Ghetto: A Study in Powerlessness, 1964. 
Joan Gordon, eta al., 2'he Poor of Harlem: SociaZ FunationirLg 

in the Underclass, A Report to the United States t~elfare Administra­
tion, 1965. 
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community may, nevertheless, be defeated because he is unable to run 
strongly enough in the white areas of the city. During the time when 
this study was in the field there w~s no black representation on the 
council. In a recent election a Negro was elected to the council but 
only after an up-hill battle waged with the extraordinary support of 
local blacks, liberal university faculty and students, and lsome 
wealthy townsmen who for one reason or another thought it would be 
good to have a black man on the council. Even with this coalition 
the black candidate came in third in an election for three seats by 
a bare margin of slightly over 100 votes. Without this coalitiou 
galvanized into action by the assassination of Martin Luther King, Jr., 
and the wide-spread racial violence in American cities, it is highly 
unlikely that a Negro candidate could have been elected. The at-large 
election procedure, very popular in middle-sized cities, functions 
to minimize the possibilities of political success on the part of 
members of recognizable minorities within the community. Since Negroes 
constitute the most recognizable of all minorities, the at-large elec­
toral process is a major obstacle to their political success through 
institutionalized channels. 

The obstacle to adequate minority representation is even great~r 
when--as in the community we studied--the election is non-partisane 
Non-partisan elections prohibit candidates from running on a party 
ticket. This prohibition deprives candidates of a ready-made political 
organization having a fund-raising apparatus and a well-trained cadre 
of campaign ~orkers. In such elections each candidate has to start from 
scratch. This circumstance of starting from scratch gives an unfair 
advantage to the wealthier candidates (or those who represent the 
interests of wealth) and those candidates who have a certain organiza­
tional sophistication. Neither of these characteristics necessarily 
qualifies a man for office although those possessing one or bc)th of 
them are likely to be elected. When, as is the case with the city 
council elections~ the non-partisan electoral process occurs on an at­
large basis, access to wealth and organizational acuity are extremely 
important because of the added expense and the necessity to develop a 
fairly large-scale organization. A black candidate for office, without 
party resources, having to run in aZZ districts of the city, is thus at 
a considerable disadvantage. Not only does he have to convince the 
Negro voters that he is qualified but he also has to convince potentially 
hostile white voters of his qualifications. In such a circumstance he 
has to have considerable funding and an organization which will probably 
have to be twice as efficient as those of his white rivals. 

In the smaller of the two municipalities in the community (where 
fewE~r blacks reside) the form of government is of the mayor-council 
variety. The mayor is elected at-large while the council is elected 
as representative of separate aldermanic districts. In both instances 
the elections are partisan, pitting Democrat against Republican. Because 
of the aldermanic set-up, Negroes have been able to elect at least 
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one member to the council with some consistency in the last few years. 5 

The city government of this municipality, however, has been consist­
ently dominated by the nearly all-white Republican party~ a fact which 
militates against the effectiveness of whatever black (Democrat) 
representa tion there is. 6 

In sum, the following may be noted with regard to the degree of 
black representation on the city councils of both municipalities. In 
the larger of the two the electoral process works to inhibit Negro repre­
sentation (as well as representation of working and lower-class whites) 
while in the smaller municipality the blacks are not penalized by the 
nature of the electoral process, but they do find their representation 
limited in its effectiveness by virtue of the fact that the Democratic 
Negro aldermen are a minority within the minority party. 

The second inhibition on the black man in the polity derives from 
what we have called the demogpaphy of political partiaipation. In this 
community of approximately 100,000, political participation is a pastime. 
Except for the city manager and his staff in the larger of the two 
municipalities and professional agency heads in the community, no public 
figure practices politics as a vocation. The livelihood of each public 
figure--office-holder and party functionary--is not primarily derived 
from his role in the polity. The mayor of the larger municipality is, 
for example, the president of a construction company; the mayor of the 
smaller municipality is the public relations officer for a local bank; 
and the councilmen in both communities hold such varied positions as 
veterinarian, owner of a sporting goods store, owner of an insurance 
agency, real estate broker, housing officer for the university, profes­
sor of accounting at the university, etc. Unlike the situation in most 
large cities where politicians have side interests such as law practices, 
in the community of which we write it is politics which is the side 
interest to the vocational commitment of the office holder. 

The semi-professional nature of local politics in this community 
is largely a function of its size. A community of lOOpOOO can rely 
upon a semi-professional politics because the complexity and extensive­
ness of government services is limited. Legislating for a population 
of this size (and we must remember that the subdivision of the community 
into two municipalities, one approximately 65,000 and the other approxi­
mately 35,000, curtails the service responsibilities of each government) 

I: 

J Note: At the time of this writing there are two Negro members 
of the city council. 

S Note: As an index of the "whiteness" of the majority party is 
the fact that Republican candidates in primarily Negro wards are usually 
white. 



is quite simply something less than a full-time job demanding prolonged 
and concentrated attention. Whereas a very large city has extensive 
budgetary commitments in mass transportation, public sanitation, public 
housing, recreation, etc., which fall within the purview of its city 
council, in the community we studied these services either do not exist 
as public services (i.e., mass transportation and sanitation) or else 
they fall wi thin the purview of speciall.zed governing boards (i. e. , 
public housing and recreation). Consequently, the budgetary responsi­
bility of the council is reduced and the effort of each councilman is 
curtailed while those who serve on the specialized governing boards 
have only to devote their energies to a delimited service function. A 
professional municipal politics only exists where the size of the 
population served and the extent of centralized public service demands 
full-time concentration on legislative a.nd other governmental processes. 
This community of which we write does not have sufficient size and 
public demand to evoke and SUppol't such a politics. The polity is 
characterized by the active participation of those whose voaation is 
not primarily political. 

The semi-professional nature of political participation works in 
the following ways against Negroes in the community. First, the absence 
of professionally-run political parties deprives the blacks of the oppor­
tunity to create a well--entrenched position for themselves in the standard 
organizati,ons. The local Republican party is virtually all "'7bite; the 
Democratic party has Negro membership, but they are hardly a factor in 
determining its direction. The Democrats are most active in the smaller 
of the two municipaliti.es and within that city their organization is 
dominated by a white, upper-middle-class contingent, many of whom are 
associated with the university. It is interesting to note that a former 
black councilman, a man largely responsible for developing Democratic 
loyalties within the ghetto, who announced his intention to run for the 
Democratic nomination for mayor was challenged by a woman who had the 
backing of the university liberals. She defeated the black candidate 
but was decisively beaten by the Republican candidate in the general 
election. The absence of political "pros" creates a situation in which 
it is very difficult to "nlake a deal," i. e., to trade party loyalty for 
party significance. Whatever else may be said of the professional 
politician, he is most sensitive to developing and maintaining an organi­
zation. Any perceived threat to the integrity of the political 
organization is in his eyes cause for negotiation, for compromise which 
maintains the organizati,on by giving to the potential dissidents a larger 
"piece of the action." It is in this way') for example, that black polit­
ical interests have become articulated with party interests (albeit at 
a level less significant than it ought to be) in large citi,es like New 
York, Los Angeles, Cleveland, and even Chicago. When the pros are absent 
organizational regularity and integrity tends to be downgraded, the 
special interests or "ideologies" of the amateur participants upgraded, 
and the pos~ibility of stable minority significance is reduced by virtue 
of the quixotic personality of the resulting party organization. 
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There is yet another implication of the semi-professional character 
of political participation which mitigates against the exercise of 
minority power. Since each of the councilmen and the mayors of the 
two municipalities have interests which are more germane to their per­
sonal well-being than are their political roles, since they are, for 
example:p local businessmen before they are councilmen, there is a 
tendency for these extra-political interests to weigh disproportionately 
in the d.eliberative process of local legislation. The councilmen quite 
often represent interests with which they have a personal connection 
rather than a given constituency of men and women. The "common good" 
or the "public interest" is often defined from the narrow perspective 
of the councilman's ex tr,a-poli tical iden ti ty. When, for example, an 
open housing ordinance was brought before one of the two city councils, 
it was sent to a committee whose chairman, a local realtor, was intensely 
hostile to any such legislation. When a zoning ordinance regulating 
the use of large, garish, neon and electric signs was being considered, 
it was weakened considerably in a committee dominated by councilmen who 
as businessmen saw such signG as good for business and, therefore, good 
for the communi ty. When electi(ln time draws near in the larger of the 
two municipalities, the Chamber of Commerce meets to determine which of 
their number shall stand for election. No attribution of confZict of 
interest is being made here. We simply note the high probability of 
mistaking one's narrow perspective for the public interest when those 
who theoretically act in the public interest do not do so as a vocation. 
In large cities legislators do, of Qourse, represent interests; but the 
prJbability of their doing so consistently is lowered because as profes­
sional politicians they are ultimately more subject to the vicissitudes 
of the political game itself than to anything else (except when the pro 
has been bought). The competing interests are fed into the political 
maelstrom; compromises are sought and deals are made; the forthcoming 
political product in the long run approximates a balance of competing 
interests. The big-city professional is a power-broker between interests; 
the middle-sized city's semi-professional is an interest-representative. 
Minority interests in the community we stud.ied suffer because there are 
no power-brokers operating in the political game~ no professional politi­
cians for whom those interests may become important in the political 
game to which they are irrevocably committed. 

In sum, both the formal structure of the local polity with its 
heavy emphasis upon at-large non-partisan ele!ctoral processes and the 
demography of political participation which results in 3 non-professional 
urban politics operate against the black man's effective political 
presence in our community, at least in so far ,as lnstitutionalized or 
representative political processes are concerned. In large cities black 
minorities ha'l1e been able to secure a permanent place in the poli tical 
game; in theft:ommuni ty we studied they have not bE:!en able to do so. 

Disadvantage, as far as the Negroes in the cc;>mmuni ty are concerned, 
flows from thei.r political weakness. This commun:/Lty was one of the last 
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in the state to write open housing ordinances. In one of the two 
municipalities the first ordinance passed actually legalized discrim­
ination in housing by stating that such discrimination was permissable 
as long as the seller stated his restrictive wishes in writing to his 
real estate agent. I t was not until federal law clearly supeI'seded 
local housing ordinances that this municipality committed itself to a 
reasonable ordinance. If the blacks had been at all part of the local 
politics, the housing ordinance might not have been so long delayed; 
but even overdue, it is highly unlikely that an ordinance would have 
been passed which insulted every black man in the community by making 
discrimination acceptable on the whim of a white property owner if 
the blacks had been at all part of the local politics. 

For several years a number of black groups have complained about 
insufficient Negro representation in the police and fire departments 
of the two municipalities. There are no Negroes in the community's 
fire departments, a handful of Negro patrolmen (no officers) in the 
police department of the larger municipality and one Negro patrolman 
(the first in its history) on the police force of the smaller munici­
pality. The complaints have been answered by authorities who maintain 
that the blacks have simply not been able to meet the test requirements 
for employment. Recently a group of university people tried with 
little success to have the municipalities revise the requirements for 
employment, claiming that the tests in use are not task-related to 
the positions in question and are inherently discriminatory. Whether 
or not this is so we cannot determine, but in a large c:J.ty where the 
blacks have a permanent place in the polity, they would not be 
subjected to the extensive exclusion which we find in the police and 
fire departments of this community. 

The unpaved streets and unlighted streets in the ghetto have 
received scant attention from the city fathers as have all the physical 
ills of the area. It is, of course, true that big city ghettos are 
also in a state of neglect; but in those cities where the blacks have 
some real politicality, officials make attempts, sometimes more 
symboliC! than real, to rectify such conditions. In such situations a 
political penalty can be exacted if they fail to do so. In the commu­
nity we studied there are no political penalties for ignoring the 
blacks (or indeed for ignoring the poor whites: see David Harvey's 
study in this volume). 

While it is true that much of the disadvantage and institutional 
insignifi'cance of Negroes in this community of 100,000 derives from 
their political inconsequence which, in turn, is a function of the 
peculiar character of the local polity, there are other qualities of 
the community which ,in. ~hemselves contribute to the actualization of 
disadvantage. Among the most important of these is the scate function 
in image-making and pubtic op'~ion fo~ation. One of the most striking 
differences between the community we studied and large urban or 
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metropolitan areas almost immedLately observable to any visitor from 
the larger area is the definicion of what is news or what information 
should become public. The sheer si~~e of the metropoli tan area and 
the limitation on size in the middlle-sized city are themselves factors 
which have an editorial function in determining what becomes part of 
the public con.sciousness. In the large city or metropolitan area the 
large number of events occurring on any given day precludes the publica­
tion in the mass media of any stories except those dealing with the most 
striking of these events. Thus, the large n~lber of crimes committed 
precludes the publication of a story on each one, and a fight between 
a single black student and a single white student would not be considered 
newsworthy. There is just so much space in the newspaper or so much 
time on the air. The problem of the media in the middle-sized city is 
quite the opposite, however. With approximately the same amount of 
space in the newspapers and the same newstime on the air, there are 
significantly fewer events to be repo~tedo Even if one adds the daily 
events occurring in surrounding communities they still do not add up 
to a surplus of newsworthy occurrences. There is a simple direct 
correlation between size of population and the generation of events; 
the city of 100,000 does not generate events on a scale of significance 
comparable to that of a large metropolitan area. As a result the media 
must search for news and in the process they extend the criteria of news­
worthiness. The local newspapers run obituaries as news stories rather 
than segregating them on a special obit page. Any automobile accident 
involving bodily harm is reported on television as well as in the news­
papers. Almost every crime is reported. And given the problematic 
nature of race relations in American society, almost any incident with 
racial overtones, no matter how minor, is reported. The last two of 
these public information categories are particularly damaging to the 
black man's image in the community and as a consequence contribute 
significantly to the maintenance of his disadvantaged social estate. 

Whether or not the crime rate for blacks is actually higher than 
it is for whites in the community, it appears to be higher from the 
nature of newspaper accounts. 7 The newspapers give the impression of 
extensive gambling and law violation in the black community., There are 
numerous accounts of gambling violations and bootlegging operations in 
the ghetto. There is extensive coverage of fights and brawls occurring 
on the notorious "tenderloin" of the ghetto, a street whose name con­
jures up images of vice and dangerous lawlessness. The newspapers do 
not generally identify an arrested pe~son as being Negro, although they 
do so when reporting a crime story in which the suspect has not yet been 

7 Note: In the monographic report of this study now in preparation 
an extended analysis of racial variations in criminal prosecutions will 
be presented. 
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apprehended. However, they do publish the addresses of suspects in 
custody. Here again the scale of the community we have 'studied is of 
some significance. Publishing the address of a suspect in a large city 
does not necessarily identify that person as being either black or white. 
Except for those people who have some special knowledge of the racial 
composition of the neighborhood in question the publication of an address 
does little to identify the 'race of the person under arrest. However, 
in a community the size of this one street names, numbers, and north, 
~outh, east, west designations do establish for a large numb.er of readers 
the racial identity of the suspect. From the number of ghetto addresses 
appearing in crime reports, it would seem that blacks are extensively' 
involved in the criminal life of the community. As noted earlier, ' 
whether or not they are so involved is not the question here but rather 
the character of media-reporting which dep'icts their extensive involve-' 
mente Taken together, the reporting of incidents whose locale is clearly 
within the ghetto and the reporting of general crime which ostensibly 
involves Negroes is certainly damaging to the image of the black segment 
of the community. And while it might be argued that the press and other 
media in large cities do not enhance the black man's image in the 
general communi ty, it is ne':ertheless true that by reporting events 
which would not appear in the media of larger cities, the local press 
in this community aid substantially the creation and maintenance of an 
image \1hich is pejorative to the blacks. 

More immediately damaging is the extensive reporting of interracial 
incidents. The prospect of interracial conflict strikes fear into even 
the most liberal of whites and in a community where the latter are a 
distinct minority, reports of such conflicts,even minor ones, mitigate 
the probability that whites will deal fairly with ~egroes. It is often 
the fear of such conflict which motivates rejection of the blacks' 
justifiable desire for housing on a non-discriminatory basis and for 
effective school desegregation. Items on apparent racial conflict, which 
in larger cities would be ignored by the mass media, are brought into 
public consciousness. These occurrences become endowed with a potency 
considerably out of proportion to their actual significance. The 
following may be cited in illustration of this circumstance. During a 
period when bussing plans for the elementary schools of one of the two 
school districts were being formulated and debated, a story appeared 
in the local media which reported a racial incident at one of the inte­
grated local high schools. The racial incident in question was a 
shoving match between some black and white students. When the shoving 
got out of hand, some punches were delivered and some epithets exchanged, 
whereupon the school authorities called in the juvenile officer of 
the police depar.tment. The fracas never involved more than a handful 
of students, black and white. In spite of this fact, the incident 
received major coverage by the local media at a time when racial 
sensitivities were already running higher than usual in the community. 
The same incident in New York City or Chicago would not have been 
considered sufficiently important to be reported by the mass media. In 
the large city context it would not have become a factor with the 
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potential for affecting the general tenor of racial feeling through­
out the community; it would not have been an incident with the 
potential for hardening resistance to black petitions for thp redress 
of an inequitable situation in the public schools. a 

There is still another characteristic of this community of 
100,000 which ought to be noted because of the function it has in 
the actualization of the Negro's disadvantage. As compared to the 
large metropolitan areas which have a distinctive urban personality 
deriving from the exigencies and complexities of their social organi­
zation, demography, and exchange relationships with other communities, 
urban and rural, the urban community we studied is more nearly inte­
grated with its rural surroundings. That is, the urhanism of this 
community of 100,000 is more nearly like the pupaZism of the areas 
surrounding it than it is like the urbanism of the large metropolitan 
areas we have come to identify as THE CITY. 9 There are several 
indicators which may be cited i.n support of this contention. Whereas 
the metropolitan cities of New York, Chicago, Boston, etc., have 
characteristically given their votes to Democratic politicians, con­
servative Republicans predominate in the community we studied in 
much the same manner as they do in the surrounding small towns and 
rural areas. Whereas the dweller in the metropolitan city experiences 
his world in isolation of rural culture, the dweller in our city is 
constantly reminded of the contiguousness of rural America to his 
community. The 4-H CZub has a program in the community, as does the 
Puture Farmers oj' Ameriaa. Newspapers, radio, and television carry 
extensive advertising aimed at those who follow agricultural pursuits. 
Many of the agencies which primarily function within the city limits 
(i.e., public aid, the health department, and the housing authority) 
are in fact county agencies whoue boards consist of township supervisors 
who are often from the more rural sections of the county. From the 
points of view of many of those who are profe~sionally connected with 
some of these agencies, the governing boards are ultra-conser~ative 
and out of touch with urban prob~ems. Whereas in large metropolitan 

8 Note: As scale plays an important role in determining the 
character and connotation of public information in this community, 
so too does it affect the styles of organizational functioning in 
areas which have implications for local race realtions and the estate 
of blacks in the community. A full treatment of this facet of the 
situation demands a more extensive analysis than can be provided in 
the context of this report. Such an analysis will 'appear in the 
monographic account of this research now in preparation. 

9 Note: The classic, but much criticized, formulation on 
modern urbanism may be found in Louis Wirth, "Urbanisr.l as a Way 
of Life," The American Journal oj' SoaioZogy, Vol. 44 (July, 1938). 

For a treatment of rural-urban differences 8S expressed 
in public opinion, see: Howard W. Beers, "Rural-Urban Differences: 
Some Evidence from Public Opinion Polls, 01 RUl'aZ Sociology, 
Vol. 18, (March, 1953) pp. 1-11. 
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areas first- generation city dwellers tend to be concentrated 
among the disadvantaged in the community, in our middle-sized 
city first-generation city dwellers are distributed throughout 
the socia-economic structure of the community. There are, for 
example, people of considerable wealth and/or professional 
attainment in the community who have grown up on farms or in 
the surrounding rural towns. (Eighty-six per cent of the Dramatis 
Personae and Inf1uent~als for whom we had such information come 
from this type of background.) 

As a result of these and other factors the communi ty :i.s 
pervaded by a strain of what might be called the "conventional 
wisdom" of rural Am~~rica. In a manner appearing anomalous to 
the observer whose urban experience has been metropolitan, the 
dominant cultural milieu of the community seems to emphasize 
such things as simp 1\8 , unques tioning patriotism ; individual 
respectability; the importance of organized religion (one 
local television station has a regularly scheduled slot in which 
clergymen are invi ted to CCIrtrCnt on news events); common decency 
(Claude Brown's important book Manchild in the Promised Land was 
withdrawn from a high schoo~ English course \vhen a number of 
people objected to its use of street language and its exploration 
of such problems as narcotics use); and the absolute necessity 
of hard work and individual effort, an emphasis which underscQres 
the general American moralisti.c posture toward those who are 
poverty stricken (i.e., they are morally disreputable). 

Some of these emphases, reminiscent of the milieu which 
Sinclair Lewis so deftly described in Babbitt and other novels, 
are decidedly disadvantageous to the poor, in particular the 
black poor. lbeir presence creates a context with 8 high potential 
for the mutual estrangement of middle class from lower class, 
of white from black. 

To those who subscribe to the kind of simple patriotism 
which uncritically glorifies not only the ideals but the actual 
conditions of the American system, any demand for redress 
emanating from those who have been excluded from fruitful 
participation in that system must seem to be illegitimate. 
Otherwise kind and sympathetic individuals embracing such a view 
of American soc:1.ety are unable to sympathize with those who are 
protesting their social disenfranchisement. Since blacks are the 
most apparent protesters, they become the objects of scorn and 
increasing rejection, In the hostile behaviors of those whites 
who embrace simplistic pat~iotism, blacks see confirmation of their 
own view that whites are ultimately unsympathetic to their cause. 
As a result they are hardened in their own hostility toward 
collaboration with even sympathetic whites. This is particularly 
true where uncritical white endorsement of the system is a 
community piety. In the community we studied there has been a 
trend toward increased polarization between black and white, so 
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much so th~lt the kind of inter-racial collaboration which was 
possible at the outset of our study three years ago has become 
increasingly difficult to sustain. 

To thos:e who value highly "respec tabili ty" and "decency", 
many of those who lead the black protest--particularly in 
the community we studied--seem an anathema. In a community 
where some of the strongest protest has come from young men 
with police records, former hustlers and youth gang leaders, 
conventional conceptions of respectability are offended and the 
legi timacy of. the grievances they prates t mus t be, cOllsequently, 
down-graded. And because the protest is often couched in the 
meanest of terms--because its rhetoric is often violent--conventions 
of "common decency" are indeed violated. Again in the eyes of 
the conventional beholder the rhetoric discredits the cause. 
Taken togethe'r, the rejection suffered on grounds of indecency 
and disrespectability confirms the hostility of the black rhetoric 
and further alienates those who use it from fruitful collaboration 
with all whit'~s. 

Finally, those who endorse individualistic self-help-pull­
yourself-up-by-the-bootstraps cures as opposed to structural 
cures for pOVEirty see the black protest (even in such a mild 
form as we finld in this communi ty) for special economic dispensations 
in light of their historic victimization as essentially unfair. 
During the past three years this author has been confronted with 
one situat:ton after another in which he was told that "those 
people" want something for nothing. "If they would only work 
harder they would be alright in this community." "But you 
see," they continue, "those people don't want to work.--why I 
had one working around the store fixing things and cleaning up 
and he didn't stay on the job but two weeks. They're just 
lazy--want to be on welfare and then they tell us we have to 
change the way we've been doing things! I' 10 Blind to the historical 
ba~is for the protest, these good people, imbued with the 
individualism ,of a simpler time, can find little or no legi timacy 
in black demands for collective change. Their i~norant individu­
alism stiffens their backs, once again confirming the petitioning 
Negroes in their belief that there is little pote~t1al fOT 
progress in a lModerate posture. 

The l'UraZiBm of this city of 100,000 thus magnifies the 
potential for racial estrangement. If this has not as yet been 
fully realized it is nevertheless the judgment of this investi­
gator that unless new social intelligence enters into the 

10 Note: This is a synoptic quote based upon conversations 
and interviews taken with local whites during the period of 
our fieldwork. 
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situ.ation in the very near future the trend toward near irrevocable 
alienation will be realized, perhaps in such a manner as to 
surpass the estrangement we witness today in our larger cities. 
It is true that One finds the same kind of resist&lCe to the 
black protest in large urban areas, but its normative basis 
is different and possibly in the lonerun, more malleable. In 
~aetropo1i tan centers like New York and Chicago the core resistance 
to the black protest comes from lower-middle class and working 
class groups, particularly those who have sustained their 
ethnic identities. Theit resistance is in large measure based 
upon their own socio-economic insecurity, their own inability to 
see daylight in their gee~ingly inexorable struggle to keep even 
on their mortgage payments, to keep up with their time payments, 
to pay their taxes, to make sure their jobs won't be lost to 
automation, and to believe in the! r O\V'n value in the Americian 
scheme of things~ As a number of social observers have noted, 
these are people ill-at-ease with their life situation but not 
yet effectively organized to do anything constJ:,uctive about it.ll 
They militantly resist the black protest, displacing (and 
indeed misplacing) their hostility upon a too easily recognized 
foe. They see the black movement as a threat to their tenuous 
security and self-va1uation~ However, it is possible that patient 
organizational work among these counter-demonstrators and Wallace 
supporters can transform thei.r hos ti 11, ty toward Negroee into an 
aggl."essive impulse to reform the social and economic system}2 
If this is likely, then their present hostility toward blacks 
may be more transitory than most: of us have assumed • 

. On the other hand, the host:i1ity toward the black protest 
101j'hif;h we have found in th,e communi ty we have studied is based 
in large measure, if not completely upon institutionalized 
rura1ism, upon values easily venerated because of their simplicity 
and home-spun ttuth. The resis1::ance of. those who hold these 
values to the black protest is not a function of incipient 
personal and social disorganization but, quite the opposite, it 

1 1 
Note: Saul Alinsky, a well-known community organizer and 

social activist, has argued that this is the case during a parlel 
discussion held at the annual me1eting of the Society For the Study 
of SociaZ ProbZems in August, 1968. 

Another community organizer, the sociologist Bob Cook, has 
made a similar observation. See: Bob Cook, ItInsurgent Politics 
in New Haven," in Leviathan, Vol. 1, I!l (March, 1969) pp. 8-10. 

12 See Cook, Ope cito 
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is a function of the desire of people to keep inviolate a way 
of life which seems to be identical to the reality and promise 
of America itself. It seems, therefore, that the potential for 
prolonged white intransigence aLd consequently extr-eme inter­
racial estrangement is higher in our city of 100,000 than it is 
in the large metropolitan areas which now hold our attention. 

By focusing upon the conditions which actualize the Negro's 
disadvantage and institutional insignificance in our community 
of 100,000, we have in these pages attempted to indicate how 
variable factors such as the nature of political organization, 
the character of political participation, scalar variations in 
media contributions to public consciousness of racial matters, 
and variations in urban value complexes must be taken into account 
when one is trying to d~ve1op a concrete picture of urban race 
relationsc We suggest that, since the actualization of disadvantage 
differs according to the presence or absence of certain conditions 
which may be classified under the above-mentioned rubrics, those 
planning educational or welfare interventions intended to improve 
upon the present state of our racial "face-off" must be sensitive 
to the fact that, irrespective of the technical content of their 
proposed programs, it will probably be necessary to adopt alternate 
strategies of intervention according to the manner in which 
disadvantage is actualized in gi.ven urban communities. At 
the conclusion of our report we shall present a strategic 
recommendation for intervention based upon the analysis just 
presented as well as the folloWing discussion of competence 
development and the logic-of-influence model. While it may be 
true that there are idiosyncratic factors operating in the 
community we have studied, we contend that it is to a large extent 
I'epresentative of d class of urban communities of similar scale 
throughout the northern half of the United States. (The basis 
for this contention has been developed in some detail in Section 
II of this report.) If this should be the case, then our 
recommendation should be applicable to the large number 
of communities falling within this class. 

We turn now to an analysis of competence development 
and the Zogic-o[-infZuence model in the context of our middle­
sized urban community of 100,000. 
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Part II: Competence D1evelopment and the Logic-of- InJJuence 

In order to prese:nt a meaningful discussion of the conditions 
of competence developmi~nt as they exist for the Negroes in the 
community we studied, 'we will depart from the order in which we 
conducted our inquiry (neighborhood, family, and societal 
competence agents) and proceed from the most formal and least 
intimate to the least formal and most intimate influences, i.e., 
from societal agents to neighborhood to family. 

Condition 1: The SocietaZ Competence Agents 

Earlier in this section we commented upon the impact that 
isolation from the white social system (a condition we found 
extant in the community studied) might have for blacks in terms 
of the levels of influence effecting competence development. We 
noted the probability that this isolation would further intensify 
the neighborhood and family impacts while at the same time 
reducing the impact of the already less intense influences of 
the societal competence agents. It would seent to follow 
from this that if the so~ietal competence agents are to have 
any chance of overcoming the situational impediment (imposed 
by such isolation) to effective influence on their part, they 
must a) recognize that an impediment does, indeed, exist; 
b) recognize its source; and c) be willing to change and be 
capable of it in their professional postures in the direction of 
relegating their white community sponsorship to a less conspicuous 
place as they confront their "clients" in the black ghettos. 
Failure to recognize that an impediment exi.s ts would, of course, 
mean that the societal competence agents would most likely 
continue to play their roles in a manner which because of its 
obliviousness to the situation must maximi.ze the ineffectiveness 
of their influence. Failure to recognize the source of their 
impediment can only lead them to adopt techniques which are 
ineffective because they leave the basic problem untouched. If 
recognizing the problem and its source in the hiatus between 
essentially white agencies and the black community they are not 
motivated to moderate their efforts, they will, of course 
continue to remain ineffective. If they wish to change their 
approach but for some constraint, organizational or otherwise, they 
are incapable of doing so, they must either remain ineffective 
within the positions they hold or resign leaving the field to 
those who will be more responsive to the constraints. 

In the following presentation we 'will focus upon the extent 
to which the major competence agents, vis-a-vis the black popu­
lation, are sens'itiv'e to the impedimerlt confronting their efforts 
and the extent to whi.ch they are willlng and able to modify their 
professional behaviors in order to overcome this impediment. 
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In our investigation of the schools and those agencies 
which are most frequently involved in the ghetto we came across 
a mix of characteristics which taken t<'gether indicates how 
ineffective competence agents operating in terms of these 
organizations are likely to he and why 0 Essentially there are 
two styles or approaches, the p~ofes8ional and the local, which 
characterize agency efforts vis-a-vis the ghetto. Both are 
inappropriate in maximizing the impact of the competence agent 
in the black community. The profeEsional style finds its 
purest expression in the local school system 13 hut it is also 
characteristic of the efforts of the Department of Public Aid 
and the Public Health Agency. The Zocal style is most 
characteristic of the Public Housing Authority and the Township 
Supervisors' General Assistance but may also be seen in the 
efforts of such agencies as the Salvation Army, the Probation 
Office of the courts and the Juvenile Office of the local police. 
Both styles, albeit for very different reasons, nurture the 
maintenance of excessive social distance between the competence 
agents and those black people with whon} they work; as a consequence, 
they function to minimize the potential for positive effect. 

The professional sty Ze nurtures excessive social dff;tance 
by vj,rtue of the fact that the parameters of professionalism 
demand that such an estate exist between practitioner and 
client. The prof~ssional is one with speciaZ training which, 
theoretically, enables him to contend with the problems of his 
client in a manner which his client, without such training, 
could not himself sustain. Built into the professional--client 
relationship is a status-differentiaZ based upon the assumed 
superior competence of the professional to des.l with the matter 
at hand. The physician does not receive medical advice from 
his patients, nor does the lawyer receive legal advice from 
his clients. From the perspective of the professional, the 
status-differentiaL is even more pronounced when the "client t S" 

problems are those which seem to make them unacceptable in 
society. In such instances the professional problem solver, 
a solid citizen possessed of skill and higher than usual educational 
attainment, confronts a client who is socially stigmatized, 
a client who by virtue of his being a client tends to be 
defined as the professional's social inferior (the specific 
status-differential thereby becomes a mark of social distance; 
the specific inferiori.ty, i.e., medical or legal, becomes a 

13 Note: In this discussion "local school system" refers 
to the schools of the larger of the two municipalities. It is 
the system which enrolls most of the black children in the community. 
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generalized inferiority, i.e., social~ From the perspective of 
the client the professional often loses his credibility because 
he is too far removed from the circumstances of his client's 
daily life; he recognizes the professional's presumed superiori ty II 
is offended by it, and rejects the professional's efforts in his 
behalf. 

The ppofessional style does not preclude the competence 
agents who operate in terms of it from realizing that their 
effectiveness with the blacks is somehow being impeded; it 
does tend to prevent an understanding of the source of the 
impediment. Because modifications for overcoming the impediment 
would appear to challenge the status-diffepential inherent in 
professionalism, the agents are often wary of undertaking them. 
The net result, in so far as the community we studied is concerned, 
is a condition in which the impediment to effective impact (deriving 
from the isolation ()f the blacks in the white community) is 
unintentionally reinforced hy the professional style of many of 
those who would have it otherwise. Let us illustrate this 
point by referring to the following materials from our research: 

1) A ranking official of the local school system 
remarked that a local black militant had been very 
helpful in bringing parents with problem children 
into school consultations. However, he noted that it 
was difficult to work wi th this lperson because he 
(the militant) wanted to be included in consultations 
as a "friend of the court." 

Comment: The local mili tant in questlon j.s a man who did not 
finish high school. He has no professional accreditation and is 
therefore ruled out of participating :i.n a situation where he 
might be of some real help. (The supe:rintendent did note that 
these parents would not have come in for the consultations 
except through the efforts of the individual in question.) 
Maintenance of the professional-client status-differen.tial seems 
to be as important in thi~ example as the ostensible goal of 
helpin~ the parents help their children. 

2) The local school systt:-!m ceEised its sponsorship 
of the community's Head Start Program. The reasons 
for doing so derived from the fact that the local 
poverty group--primarily black--was demanding a 
restructuring of the program to give parents a more 
effective role in planning ;,md executing the program. 
The school district maintained that it could not 
participate in a program in which unceT'tified people 
would have a policy role. 

Co~nt: Again it is clear that maintenance of professional 
prerogatives was the issue which caused the schools to withdraw 
from an experiment calculated to bridge the gap between the blacks 
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(and poor whites) and the schools. ~hether or not the proposed 
changes would have been effective is not the issue, but rather 
that the schools chose to protect their professionalism over 
the opportunity to experiment. " 

3) The principals of two secondary schools made 
clear their resistance to any kind of parental 
collaboration beyond that which is necessary to 
maintain good public relations. In both cases these 
administrators expressed their determination to 
exercise professional control over their schools. 
One principal went so far as to say that developing 
alliances wi th paren t and commu!ni ty groups can only 
lead to the weakening of education because such 
alliances would result in a curriculum which would 
represent the "lowest common denominator" unifying 
the interests of non-professional groups in education. 

Comment: These administrators were reflecting their general 
philosophy, one not pointed specifi.cally toward Negro parents. 
Nevertheless, their reluctance to deal with parent and community 
groups can only alienate members of the black community who feel 
the need to have their views respected by those who administer 
the schools their children attend. 

4) Although teachers and admj.nistrators were concerned 
about the problems of black children within the schools, 
they showed less concern for the children than they 
did for the new arrangements dealing with race in 
the schools and the effects these would have on them 
personally. A principal who had been very much 
involved in a special program for gifted children saw 
the bussing plan as & threat to its continuatio~ for 
the taxpayers would revolt, he felt, and some programs 
would suffer. Teachers in the secondary schools 
almost unanimously reported that the racial situation 
bad caused them to become timid about disciplining 
black children primarily because administrators were 
themselves acting with timidity in such situations. By 
and large, even with the best intentions, most 
teachers interviewed were unprepared to contend with 
the slowly developing race consciousness in the 
schools. At best, they mouthed empty pieties about 
treating all children as individuals yet, in a somewhat 
contradictory manner, they spoke of their need to 
learn about the background of Negro children by making 
home visits. The teachers viewed themselves as 
underdogs whlose problems were 1l'Iade all the more 
diffi,cult by children whom they do not understand. 
Few in the system really knew about the isolation of 
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the ghetto in the community and, consequently, few 
understood the nature of their own relationships with 
ghetto children. They are professionals who have 
been prepared to teach the white American middle. 
They seem somewhat uncomfortable with this kind of 
professionalismr-yet they still do not recognize 

lit their blinders for what they are. 

5) However else they felt about their relationships 
with clients, the visiting nurses in the public health 
agency ('·"emed CODllli tted to maintaining their wm 
professionalism. Most believed that although they 
needed to teach better health practices and standards 
to their black clients, they would be most effective 
if they maintained a professional formality in styling 
such efforts. 

Co~nt: In general the nurses in this agency are young and 
committed. However, they have little sense of the ghetto's 
i.olation in the community. They want to help but they believe 
that professional extension of the status-differential would 
be helpful in their ghetto contacts. One of the more insight­
ful and articulate nurses reasoned that in medical matters people 
are more likely to accept advice from those whose demeanor 
.&kes them seem distant, and therefore elevated, thAn they are 
from people whose deueanor makes them seem ordinary. (It is 
.. though one were to argue that the effectiveness of the 
medical practitioner depends upon his inaccessibility and 
mysteriousness.) All other things being equal, there may indeed 
be some truth in this position. However, in the case of the 
black,s in the com:anmi ty we studied, all other things are not 
equal. AZ,l the public hf2'.alth nurses are lJJhite, a fact which 
i .. ~diately identifies them 8S outsiders, 8S people who (from 
the ghetto perspective) ~y not have the beat interests of the 
ghetto reeidents at heart. The nurses are not independent 
health profes.ion.1& but come into the ghetto under the very 
visible sponsor.hip of the outs1de--or white community. (They 
wear unifor. •• ) Finally, they do not generally deal with serious 
illnes. but rather with the ordinary but important health taska 
of everyday life (taska which are very much a part of a woman'. 
expected competence in mothering and homemaking roles). Given 

------------------.------~~~--

1~ Note: The characterization of the schools and race 
relations in this community demands a fuller analYSis than we 
have .pace for in this report a Such an analysi. will appear 
in the forthcoming monographic report of this research. 
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the ~undane character of the tasks, professional inaccessibility 
would hardly seem to lend the imprimatur of mystery to them. 
Such haughtiness might very well be counter-productive if only 
because the client finds it inappropriate when dealing with 
such matters as the best way to bathe a baby and the provision 
of balanced meals for the family. The maintenance of professional 
reserve reinforces the black/white nature of the relationship 
and keeps alive the possibilities of racial hostility; it 
constantly reminds the "client" that the nurse works for the 
white system which, in some degree at least, she distrusts. In 
sum, this reserve tends to reinforce the structured impediment--the 
ghetto's isolation, institutional insignificance and disadvantage--to 
the agent's effectiveness. 

6) The director of the public health agency, a roan 
robust in his criticism of the private medical 
establishment and the overall lack of support for 
public health in the community, feels the need for 
greater involvement of his agency in the ghetto area. 
He believes, however ~ that public health pc·r~onnel ShO~lld 
be nonjudgmental, that they should remain a~oof and 
focus the;,.. efforts on specific health tasks. 

Comment: In a community where health problems may be related to 
such things as poor housing and inadequate public sanitation (as 
reported by public health nurses), nonjudgmental aloofness may 
in fact be an alienating factor in the realtionship between 
public health personnel and their black clients. In some housing 
cleanliness is really not possible because of the character of the 
housing itself, as in the case of an apartment infested with 
vermin a.nd vulnerable to windblown dust and dirt. Such specific 
teaching as behooves a health nurse to attenlpt to "educate" a parent 
to the necessi ty of cleanliness in such a si.tua tion cannot be 
SUCCE!ssful while, indeed t it may crt?,~tE' ~eneral hostility 
because it reinforces the ~,ercepti""It~ o~ ~he nurse ,18 

an agent for the white community. It would seem callous would 
it not for a nurse to avoid the taking of sides in a situation 
such as this? Successful health teaching in the ghetto may, 
in fact, depend upon the extent to which the health personnel, 
recolgnizing the extra-personal health impediments, are willing 
to take sides with those they are working with--their clients. 
If they fail to do so, they are likely to create and sustain 
excessive social distance between themselves and those they 
wish to help, a distance which can ultimately destroy their 
credibil.ity in the ghetto. 

The ZoaaZ styZe of many of the societal competence agents 
in the community we studied is perhaps even more of an impediment 
to effec:tive influence in the ghetto community, so much so that 

' .. 

one is forced to wonder whether those who embrace thi,; style do 
wish to be of influence among those with whom they work. In effect, 
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the ~oca~ style embodies in the welfare effort the rural-ba.ed 
conventional wisdom (with its anti-poor, anti-black proclivitie.) 
of the white majority in the community. 1~e loca~ BtyZs i. 
particularly interesting because it is self-confirming_ B1 
it. very nature it generates a seZt~fu~~fitling p~phecy vb.reb, 
the approach of the competence agent precludes sueeea. Oft hi. 
part; his own ~ailure is then taken as evidence of the correct­
ne •• of his view of those he is supposed to serve. 

The typical practitioner in the local style is an individual 
who has little or no formal training for the po.ition he (or 
.he) holds. He typically comes to his position by political 
.ppointment or, as in the case of the township superv1.or. 
(Ieneral &8sistance)~ is elected to the position. The practitioner 
1. thu. an individual who, on the fact of it, might be expecte. 
to ~rror local norms with regard to race and poverty. 

The following examples from our field materials are offered 
1!! 1lluatration of the ~oc~~Z sty~e in operation: 

1) The public housing authority is administ2red by 
two people without any formal training in the field. 
The tenant-relations officer, the person having the 
moat direct contact with the tenants, came to her 
position from a job in the credit department c.~ a 
local department store. The attitudes expressed 
by these competence agents, if such they may be called. 
clearly reflects the local conventional wisdom. A 
few quotations should suffice to illustrate thi. 
for the reader. The tenant-pelations offioe~ on 
el11ibility for public housing: 

••• and, of course, the women with 
illegitimate children ••• 1f it~ just a 
continuous thing, year after year, we 
don't feel we should take them because 
they're just too much trouble to us. 
We dowaive ••• that if someone who has 
had an illegitimate child and has not had 
any more for say a full year, then she is 
behaving herself and will not be trouble to 
UA, then we consider her if everything elae 
checks out ••• in way of her behavior. 

The tenant-Pelations office~ on reason. for eviction: 

Their housekeeping is alother thing. So 
many of them. • • will not fight thd! 
roaches. • • Another thing, moral ,character 
sOlDetimes does thi.. It's when WOIMn have 
one man risht after another. • • • 
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The tenant-raeZationB officer on the i.ncentive problem 
among her clients: 

It's low rent and people will stay and 
stay because of these low rents. They 
will not care whether they make any more 
than enough to feed the family and to 
keep their rent paid ••• So it has ••• it's 
disadvantages. 

Although the basic guidelines for public housing are 
determined by the Federal Government, these guidelines 
would seem to have limited influence in the day-to-day 
operation of the housing projects. The pubZic housing 
4irector on these rules: "You can't go by the book. 
You have to evaluate the situation as you see it." 
The moralism of the staff has resulted in a kind of 
one-sided "involvement" in the tenants' lives. The 
director: ~'I think to do the job properly you have 
to get involved in their problems." He feels that he 
has to find out "what's going on in the project." 
And he believes that he can find out more from the 
youngsters than he can "get out of the reports or 
out of the parents." In the same vei.n, the tenant­
l'eZations officer indicates that the staff encourages 
tenants tlO inform on one another, "We ask them to. • • 
we ask their co-operation :Ln letting us know when 
someone 1Ls violating their lease." 

Comment: Although the public housing authority is not primarily 
a socializing agency, in the context of the community we studied 
it is perceived as such. The goal of public housing in the eyes 
of its staff is "to get people on their feet" so that they 
will not have to live in the pt.'ojects. Whether or not this 
ought to be a function of publ:f.c housing is debatable--some 
would argue (myself among them) that public housing ought simply 
to be housing with no socializlltion or welfare functions. Never­
theless, in the community we studied, the staff of the agency sees 
itself in the welfare role. The moralistic posture adopted by 
the staff, the apparent disdain they hold for the tenants and 
their rights to privacy, will never convince any of the people 
with whom they work that they Sincerely wish to be helpful. 
The posture ~dopted by the staff, a posture very much in line 
with the conventional wisdom which makes poverty morally disrepu­
table, can only alienate tenants from the Authority and in the 
case of the blacks (who live in segregated projects) can only 
exacerbate what6\~ver racial hostilities already exist among them. 
In the guise of welfare personnel, the staff of the Authority 
really functions to police the projects. 
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2) The township supervisors and their staff(an intake 
worker) dispense general financial assistance to 
people in the community. The individuals occupying 
these positions have had no formal t~aining for their 
work and see no need for such training. One super­
visor formerly worked in a lumberyard and a bowling 
alley and is presently a partner in a real estate 
business. Another supervisor was a furniture salesman 
before he was elected to office. The intake worker 
came on the job during the depression immediately after 
his high school graduation. There is no mistaking 
the local "conventional wisdom" in their approach 
to their work. A few quotations should make this 
abundantly clear: Supervisor 'fI.t, "We're a little 
bit hard on single people. Work is a good cure for 
their problems. When it comes to families, we lean 
over backwards to overlook laziness ••• " Supervisor 
'HZ does not trust in the ability of his "clients" to 
manage funds, "We don't give out money, only food 
orders, rent orders, ultility orders, medical help, 
etc." Supervisor 'lit commented that 90% of hig recipients 
are Negroes and that liLt takes twice as long to take 
an application from these people; they don't know 
very much." Supervisor #t on his job, "We're doing a 
good job, a real good job. I don't think giving more 
money would help. They'd just spend more." Finally 
Supervisor #t complained about local Negroes wanting 
too much, "What they want is everything for colored 
only. " Superrvisor #2 is milder on the "Negro Problem!' 
no. • • I've always gotten along with the other side. • • 
These people are my friends. They've always been 
my friends and. • • I have 'tolorked with them and 
done lots of things for them when I worked in the 
lumber yard ••• and even now I have tried to put 
them in jobs if they would go, if they would go and 
apply for the jobs." 

The intake worker comments upon the need for welfare: 

Welfare has become a way of life with many 
of our people. It's a way of life and it's 
just as simple as that ••• it's the type 
of person that depends on that sort ·of 
thing [and] being out and having a responsi­
bility, I don't think they could accept 
it •• o ••• And the more welfare that is given--the 
guaranteed income which they're talking about 
now--I can't see where its going to solve 
any problems. • • [the] situatiods still going 
to 'be there. 
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And finally the in-take worker cormnents on the character 
of local Negroes: 

Now I' v'e known a tot of good Negro peoplev • • 
I've known a tot of these kind and then I've 
had the other kind that are just the opposite 
and just like children ••••• Hf~11, I try to 
treat everyone as a human be:Lng when they 
come in, I mean after all they are human beings, 
but with some of them you get terribly 
frustrated .•• You know they're not telling 
you the truth, they stand right there and 
tell you one story a~ter another. You 
know they are but what (;an you do about it? 
To them they're not doing anything wrong •••• 

Comment: In light: of the material just presented, it is difficult 
to see the general assistance supervisors having influence among 
the black people they serve. At best they tolerate poverty, 
reflecting in their attitudes a condescension toward the poor 
whom they believe are poor because of laziness or other personal 
inadequacies. At worst, they perceive the blacks as being a 
particularly unworthy sub-group among the generally unworthy 
:trresponsible poor. One receives the distinct impression that 
the general assistance supervisors are not likely to extend 
common competence expectations to the Negroes with whom they 
work simply because they believe that these people are incapable 
of living up to them. The realization of the rural conventional 
wisdom in the locally-styled efforts of the supervisors is incap­
citating as far as effectiveness with blacks is concerned. It is 
an incapacity little recognized by those incapacitated and, 
consequently, there is little pr.obability of its being corrected. 

On the basis of our research we are led 'to conclude that 
far from compensating for the impediment to effectiveness caused 
by the hiatus between the white social system and the black 
community, the characteristic styles of the competence agents, 
both professionaZ and ZocaZ~ are more likely to reinforce the 
sense of isolation and disadvantage which many black people have. 
The professionally oriented competence agents accomplish this, 
perhaps unintentionally, by creating and sustaining excessive 
social distance between themselves and the blacks, while the 
locally oriented competenc1e agents, operating as they do in 
terms of conventional w:lsdom of the white community, do not 
seem to be capable of under.standing the situation of their black 
clients and the needs which derive therefrom. 

Our findings suggest important implications for the process 
of educational and welfare ~ntervention intended to make more 
effective the role of formal competence agents in the development 
of standard competence among ghetto populations. To begin with, 
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our findings seem to indicate that a re-examination of the 
professional style is in order. If it is indeed counter­
productive in ghetto situations, then, for example, among 
other things the training and education of welfare and educational 
professionals will have to be revised. More importantly, on 
the basis of our findings it would appear that in communities 
where the locaZ styZe is a significant component of the educational­
welfare estabZishment it may not be possible to develop large-
scale collaborative efforts involving all the agencies which 
have relevance in the ghetto. Those agencies which are character­
ized by local styZe will probably have to be by-passed in any 
such effort. Their orientation toward ghetto problems, 
vis-a-vis competence development or otherwise, would seem to 
preclude their effective collaboration. This, of course, raises 
a number of i.ssues with regard to the politics of intervention. 
Can any effective effort to maximize competence development 
in the ghetto be mounted with the collaboration of the educational­
welfare establishment in communities where that establishment 
is dominated by the local style? And if the established 
educational-welfare apparatus cannot be effectively utilized, 
what alternatives are possible? If alternatives are planned, 
what kinds of resistance are innovators likely to confront? 
It appears likely that in a community where the lr'~l style 
predominates in education and welfare there would ~~ great 
resistance on the part of community powers to any effort which 
seems to threaten their well-entrenched methods of "getting 
things done~" 

The aforementioned implications underscore the need for a 
systemati(. comparison of Amerfcan connnunities ~1ith regard to 
the conditions likely to enhance or impede the success of 
intervention innovations. At this point we can only suggest 
that cormnunity scale is likely to be a lillajor factor in determining 
the character of educational-welfare styles. It InB.y be ar~ued 
that the larger the connnunity" the more likely will the profeGsionat 
style predomins.te in such efforts. The reasoning behind such 
an hypothesis is eAplicated as follows: The larger the community, 
the lArger the scale of its educational and welfare efforts. 
The larger the scale of these efforts, the greater will be the 
organizational complexity of those agencies which house such 
efforts. The greater. the organizBltional complexity, the more 
likely it will be that organizati()nal predicaments will demand 
bureaucratic solutions~ The greater the bureaucratization of 
welfare and education, the greater 'vi1l be the demand to "go 
by the book." (This is a requis:f.te of bur~aucratic organization.) 
o'Going by the book" is likely to demand practi tioners specially 
trained in procedure and protocol. MOlCfeover, bureaucratization 
implie$ 19tandardized cri teria for empll:lyment, cri teria which 
allow for a measurement of the c.andidatle' 8 competence. Taken 
together, the need for specialized preparation and the presence 
of competence tests for employment add up to professional, or 
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at least quat?i-professional, ortentation in terms of which the 
formal competence agents are likely to have to function. Thus, 
the hypothesis~ the larger the community, the more likely 
will the prof~BRional style predominate in education and welfare. 

Let us now turn our attention to the competence influences 
emanating from the ghetto neighborhoods and the families residing 
within them. 

Condition 2: Neighbo"phood and FamiZiaZ Influences 

Our data on day-to-day life in the ghetto is quite extensive. 
What we present here will consist of a summary of repeated inter­
views and observations (see Section II, pp. 136-149). Althoup,h 
according to the logic-of-influence model we ought to separate 
our treatment of the., family from that of the neighbolrhoorl 
environment, for the 'sake of economy in our presentation, we 
shall treat them together. Since they are both features of the 
black community, this mild liberty does not impair our scheme.. 

We have already noted some of the characteristics of the 
'ghetto cmmnuni ty earlier in this section of the report. Our 
specific concern here will be to communicate to the reader just 
what the ghetto offers as competence cues, what models of adult 
behavior exist there, and the extent to which these models are 
consonant with common expectations for competence in American 
society (see Section I, pp. 111-122). In presenting this material 
we will obviously make some interpretations with regard to its 
meaning. However, we have scrupulously attempted to avoid 
substi tuting in't:erpretation for reali ties as perceived and 
described by the black residents of the ghetto. The reality 
we are att~mpt:ing to portray is the reality which they ha.t~e 
cotmDunicated to u-.;; we are passing it along with interpretative 
comment deri v:ing ft'Gm the concern of tili!!1 research for the 
Ij'roblems of c10mpetence development which inhere in socially 
disenfranchis,ed black communi ties. One caveat shoutd be entered 
befope we begin. In every human group or community thepe is a 
range of 'va-ri·ation u.)1~th regal'd to almost any given characteristic. 
Thus~ it shoutd be remembePed that what we describe is not likely 
to be unive"psaZ in the ghetto community aZthough it is characteristic 
of ite 

There is little or n.o conscious effort to reject conventional 
competence expectations in the black conwunityo Contrary to views ...... ,", I 

held oy many, it would be difficult to argue that there exists in 
the ghetto community a sub-culture which legitimizes rejection of 
common standards' of competence in the' toles. of breadwinner, 
husband and father, or ,,,ife, mother and homemaker. Although 
impoverished, there is no culture of poverty in this ghetto; 

192 



... 

although black, there is no clearly articulated and universally 
accepted black culture in this ghetto~ Competence conceptions 
are almost universally conventional. 

A young man speaks of his abhorrence of welfare: 

I wouldn't want no strange woman social worker coming 
into my home to give me something. I would rather 
earn som~thing myself. 

A young man talks about families: 

Most of my friends should be happier with their £',amilies 
than when they are w:J.th their friends, but most al'e not 
•••••.••••• It just seems like they got them a wild 
streak, and they have to turn that ~Tild streak on, but 
after that streak is gone they just want to be home 
with their wife and everything •••• A man don't want a 
woman that somebody else doesn't have eyes for, but 
she also got to have a meal cooked for you when you 
come home, keep a clean house, and take care of the 
children. [A good family is] a woman that knows what 
a man likes and a man that knows what a woman likes 
and they put that together. A good man provides. for 
his household wants and needs first--wife, kids, and 
household needs. 

An adolescent girl seeking perfection in a future husband wants 
a man who is: 

• •• kind, generous, very warm-hearted, not domineering 
but still he is the one who is considerate, thoughtful, 
responsible, hardworking, educated and ambitious. 

An adolescent girl condemns Negro men for not being good fathers: 

.:. • • I think they show a very bad example to smaller 
children wh~ are growing up. • • they don't care ' ... 
about their ~idldren until the children are older 
and are working to do something for them. I mean 
if the child can't do anything for them, they don't 
want to be bothered with them. They don't want to 
have any part in bringing the child up or helping 
the child in schoolwork. • • 

A married, middle-aged woman comments: 

I think people in this community is like the people 
in all communities everywhere. We want the best for 
our kids that we can give them and we want a good 
education for our kids so they may be able to support 
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theirself and live like other people live because it 
is 1mport~~t they do. • • • 

Another married, middle-aged woman·comments: 

• • • I think that everybody that you talk to around 
in here would like for their child to have an education 
cause it is kinda hard because the money is se,a'rce, but 
still they want the child to have an education. 

A married, middle~,aged woman comments on welfare: 

Well I think a person should get out and do honElst 
work, do the right thing, cause they be's bettel~ than 
begging or being on·ADC or things like that. 

An old woman reflects on the childr~aring inadequaciE!s of working 
mothers and their husbands: 

When they come in they don't have no time to sp4!nd 
any time wi th him [the. child] cause you know shc! 
[the mother] got to come and cook. I don't know 
what the daddy do unless he sit down end don't want 
to be bothered. 

An old man cri ticizes mothers who "run around it: . . 

If these women would keep their ass out of that 
tavern or around bootlegging and stay at home and 
take care of those kids like they should, those 
kids wouldn't be out in the street. 

An old man on individual effort: 

. ' 

" • • The Lord g1 ve mE.. ,my heal th and strength. I'm 
supposed to do the rest.. If a man can't do it 
with health and strength, baby, he c~ '.t do nothing. 

An adolescent boy on education: 

The important thing for the Negro today is to gE~t 

as much education ashe can. 

Anothlar adolescent boy: 

People get on ADC because they're lazy. 

A young mother on her children's education: 

Well I ••• w,ant them to have as much as they can gC!t .. 
At least when you go through school twelve yearsl~ 
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you learn how to type and you takes trade in mostly 
your Senior year ••• and then when you come out after 
twelve grades you can get a decent job. 

These representative statements directly express and indicate 
an underlying conventionality not dissimilar from that which 
one would expect to find among the white citizens of this middle­
western community. In spite of their isolation and disadvantage, 
the blacks in the community we studied evaluate their fellows 
in ternlS of standard expectations for competence in American 
society. 

But what of the actual behavior? Given the conventionality 
of competence expectations, to what extent are these expectations 
realized in the day-to-day life of the ghetto community? To 
what extent are there models of conventional f~ompetence available 
to the growing child? On the basis of our research, we must 
conclude that i.n spi te of the conventional expectations the 
characteristic day-to-day behavior of the people in the ghetto is 
unconventional, that is, it characteristically violates the 
competence conceptions held out as ideal by the blacks them­
selves: the standard American expectations for so~ial competence. 

In describing the day-tc-day life of the ghetto, there is 
one overriding characteristic or s()cial fact 't-:hich sets it apart 
from the rest of the community. The ghetto 1s characterized by 
the preeminence of what may be called stat-u.s-incursion. In most 
settings, social order depends upon the maintenance of fairly 
explicit status boundaries. That :Ls, in most scctal settings 
individuals' characteristically occupy certain statuses, behave 
in terms of the role prescriptions for these statuses, and accrue 
to themselves the rewards and prer10gatives which identify the 
statuses. While individuals occupy a number of status positions, 
they also are aware of the statuses of others together with the 
rewards and prerogatives of the latter. If social order is 
to be maintained, this recognition by individuals of statuses 
they do not occupy must also be accompanied by their willingness 
to recognize the legitimate rights of others to the statuses in 
question, and by a willingnesls to forego the rewards and 
prerogatives which accrue thereto. This does not preclude an 
individual from aspiring to ,certain statuses which he does not 
presently occupy so long as his aspiration falls within the 
range of institutionally appropriate possibilities for individuals. 
occupying his comple.x of s ta tuses, and se long as he recogni'zes 
and ab1.des by the preordained conditions for their realization. 
Let us put this somewhat more concretely. A fifteen-year-old 
boy normally occupies the following complex of statuses: 1) he 
is an adoZescent, his age-cohort status; 2) he is a student, 
meanillg that he is a subordinate in school; 3) he is a son" 
meaning that he is still a dependent member of a nuclear family; 
4) he is a maZe, his irrevocable sexual status. Such a boy 
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will also have an awareness of statuses he does not occupy 
and recognizes those who have legitimate rights to them. He 
is, for example, aware of aduZthood as an age status, father­
hood and motherhood or maPitaZ estate (husband and wife) as 
non-dependent status in the nuclear family, and, of course, of 
the irrevocable difference in sexual statuses as between men 
and women. Some of these non-occupied statuses (those he does 
not occupy) he may not legitimately aspire to because of the 
status he presently occupies. Because he is a male he may not 
legitimately aspire to femininity or motherhood; to do so ~ould 
'mark him as deviant. He may aspire to some such as adulthood j 

fatherhood, and the married estate so long as he recognizes that 
in this society his present age status does not permit their 
immediate realization. He contributes to the lMintenance of 
order in his social setting by recognizing those who have legiti­
mate rights to the positions which he does not occupy and by 
tacitly assenting to their claims to the prerogatives and 
rewards which are associated with such statuses. In a situation 
in which a large number of fifteen-year-old boys attempt to 
realize institutionally lliegitimate statuses (that is, statuses 
which are illegi timate for fifteen-year-o,ld boys) and in which 
the claims of the legitimate occupants to associated prerogatives 
and rights are rejected by these boys, a condition of status 
incursion exists, a condition characterized by excessive conflict 
'resulting in a weakening of the normal social order. Status is 
sociaZ property,and status incursion may be conceived of as 
Bocia'/, theft. 

Why status incursion and the cf.)Osequent social disorder 
should become characteristic among a particular group of people 
is not empirically determinable at this time. However, in our 
research we did find it to be ch.aracteristic of the ghetto 
population and we offer the following general hypothesis with 

.regard to its etiology. Statu8 incur8ion will occur when 
individuals occupying institutionally legitimate status positions 
are systematically deprived of the prerogatives and/or rewards 
generally associated with such status positions. When status 
pOSitions are unrewarding, the individuals occupying them will 
seek to rid themselves of them and to accrue to themselves the 
rewards and prerogatives of statuses they may not legitimately 
occ,upy. Concretely, if fifteen-year-old boys are deprived of 
the rewards of adolescence, of familial dependence, of being 
students, or of masculinity, they ,,;tIl seek the rewards which 
they perceive as i.nhering in other status positions t,uch as 
adul thood. As a consequence, they are likely to attE~mpt a 
theft of 8tatus and the process of .statue incursion lIlrill be 
set in motion. 

In the ghetto community which we studied positiOllS of status, 
which in the larger community and society have accrued to them 
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certain rewards and prerogatives, are often unrewarding. This 
is a function of the generally disadvantaged situation in which 
blacks find themselves as they go about their lives in a community 
which only infrequently tctkes their needs and desires into 
account. Whereas among the white middle-class who predominate in 
the communi ty-at-large the adult man can expec.t a, predictable 
flow of rewal'ds accruing to him for his participEttion in the 
economy, black men cannot generally be secure in any such expectation. 
The possession of skills or specific task qualifications is no 
guarantee of employment and consequent reward in just correlation 
to their possession. Even formal commitments often fail to 
be honored or are honored only after an issue is made of the 
fact. At this writing, a program set up to train local Negroes 
in mental health jobs seems on the brink of collapse because the 
agency cotmnitted to enlploy indigenous black mf~n has failed to 
do so several months after the trainees qualified for the 
positions in question. 

For Negro men, the fa.11ure to receive equitable and 
predictable compensation for economic effort can mean deprivation 
of rewards and loss of prerogatives in the status of husband 
and father. Talcott Parsons has noted that the maintenance of 
masculine status within the nuclear family depends upon the 
man's continued adequate participation in the economy. He 
argued that economic inadequ~cy will result in the loss of 
interpersonal rewards within the family context (Talcott Parsons, 
1955). To the extent that this is true the economic deprivation 
of black men in the community we studied increases the potential 
of loss of reyllards usually associated with the father-husband 
status within the family. The economically t;nrewarded or 
under-rewarded man cannot exercise the discipl.inary prerogatives 
of fatherhood or the leadership prerogatives of the husband, for 
he is seen by his wife and childre~ as contributing less than 
he should to their well-being. Not being able to depend 
upon him, they do not at~cept the legitimacy of his status 
claims. He. not only is more likely to lose commonly expected 
prerogatives, but also the rewards of familial esteem and 
affection which are more or less characteristic of the father­
husband status in American society.iS 

15 Note: The weakened status of Negro men in their 
families has been linked histori~ally to their economic 
irrelevance to the family unit. See: E. F. Frazier p The 
Negro FamiZy in the United States (Chicago: University of 
Chicago Press, 1939). 
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Black women are also deprived of common status rewards 
and prerogatives in this community. In the white community a 
woman usually can expect that her homemaking efforts will 
result in the kind of home from \o7hich she can derive some 
satisfaction. Black women in the ghetto, daily confronted with 
the gross physical inadequacies of their dwellings, have no 
assurance that their efforts will result in a home in which they 
can take some pride or satisfaction. Thus, the potential for 
loss of commonly expected rewards in homemaking is much higher 
for black women than it is for white women because the community 
has relegated its black citizens to poor housingQ 

The economic deprivation of black men indirectly deprives 
black women of some of the common rewards usually associated 
with conjugal status. The strain caused by the man&s economic 
inadequacy can deprive the woman of those interpersonal gratifi­
cations which a wife can expect in a relatively harmonious marriage. 
In American conjugality, the status rewards of the wife are 
contingent upon the successful role playing of the husband. 
Anything which therefore limits the possibilities of husbandly 
success increases the possibility that the wife will not derive 
commonly expected interpersonal gratification in her marriage. 

One might expect that adolescent status in the ghetto 
community would be least subject to the loss of rewards. It 
is, after all, easy to see adolescence--any adolescence--in a 
relatively small community with accessible country side as a 
picturesque idyl a la Booth Tarkington. UnfortTh~ately, 
black adolescents are just as deprived of status rewards a:nd 
prerogatives as their elders, if not more so. And once again 
we must note that such deprivation is a function of the general 
character of black disadvantage in the community. Adolescence 
in American society is the time during which the individual 
seeks his adult identity by rehearsing with his peers the adult 
roles he will soon be expected to play.16 These rehearsals 
hopefully occur in a benign, supportive environmentu In 
return for rehearsing their futures, adolescents in such environ­
ments can claim as their rewards the gratifications of what might 
be termed the adventure of becoming. For the black adolescents 
of the ghetto the probclbili ty of attaining such rewards is 
severely reduced by virtue of the fact that for most of them 
the environment is neither benign nor supportive. In the 
painfully desegregated secondary schools of the community, their 
status as students is likely to be far less rewarding than is 

16 Note: For a discussion of adolescence in these terms 
see Erik H. Erikson, ChiZ&~ood and Society (New York: W. W. 
Norton and Co., 1950) pp. 227-229. 

198 



, . 

the same status of the majority of their white peers. They 
are, for example, more likely than their white peers to be 
relegated to remedial and vocational programs TJ1hich, by t.he 
testimony of the teachers who work in them, tend to stigmatize 
those students in them as stupid and less able than those who 
are not. Within the vocational programs themselves black 
students are more likely than white students to receive unequal 
treatment--such as assignments to dead-end jobs in the work­
study program--because their instructors believe (quite correctly 
as it turns out) that their vocational future is limited by 
the discriminatory hiring practices which are characteristic of 
the community. The stigmatization and loss of reward in the 
status of student is probably all the more damaging because the 
secondary schools draw their students from all class levels 
within the community (a function of community scale) and therefore 
the black student has constantly available to him a picture of 
the rewards which, while inaccessible to him, are obtainable as 
a matter of course to other students--particularly the middle­
class whites. There are other deprivations to be experienced, or 
at least believed, by black adolescents in their student status. 
They complain that they h .. tv·e generally been excluded from meaning­
ful participation in extra-curricular activities such as dramatics. 
(The dramatics teacher at on.e high achool claims that there is 
no systematic exclusion but recognizes that black students do 
not try out for productions beoause they beZieve they will 
not get a fair chance.) Even athletics is claimed to be 
discriminatory although there does not seem to be any definite 
evidence of this. (Blacks report that for every talented black 
athlete who is allowed to participate, there are many others 
who are not. It is true that as of 1968 there were no black 
cheerleaders and no black team managers~) Even if there is no 
discrimination at all, the blacks, because of the racial gestalt 
in the schools, believe tha.t there is. As a consequence, they 
seem reluctant to participate, th2reby denying themselves the 
possibility of many rewards characteristic of the student status. 

Much of adolescent rehearsing for adulthood goes on in 
recreational settings, formal and informal. Given the racial 
situation in the community we studied, black adolescents are 
likely to feel unwelcome in many of the formal settings in the 
community. Inter-racial gathering places are approached warily 
by blacks and as we have noted earlier, the recreational facilities 
within the ghetto leave much to be desired. As a conset!uence, 
black adolescents feel constrained in their mobility throughout 
the community and such constraint may be IDlderstood as a deprivation 
of status rewards and prerogatives. Constraints upon recreational 
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mobility are indeed constraints upon the adventure of becoming. 

Being a son or a daughter is a meaningful status only to 
the extent that fathers and mothers are interpersonally adequate. 
In the ghetto situation where economic deprivation lowers the 
probability of interpersonal adequacy in the family--particularly 
on the part of Negro fathers--it also indirectly deprives the 
adolescents of the interpersonal gratifications which must be 
counted as important status rewards for people in that age group. 
What Rre the interpersonal rewards which accrue to the fatherless 
80n or daughter? What are the interpersonal rewards which accrue 
to the adolescent whose mother must work long hours because of 
the economic inadequacy of the father? ~~at indeed are the 
interpersonal rewards of an adolescent who is consistantly 
confronted by strife between his parents? The position of hlack 
adults in this community is such that it increases the probability 
(r,elative to most white adolescents) that the status of son 
and daughter will be empty of the rewards usually associated 
with them in American society. 

In summary, the position of the ghetto residents in the 
community-at-Iarge is such that it deprives their common statuses 
of common rewards and prerogatives. This, we argue, is at the 
root of the process of status incupsion which is characteristic 
of the ghetto. 

The characteristic statue inoupsions found in the ghetto 
we studied may be listed briefly as follows: 

1) Defaulting in the role of provider, many men 
attempt to infringe on the prerogatives of 
dependency usually associated with the woman's 
status within the family context. 

2) Rejecting work roles and family gtatus, many men 
compete with adolescents for "turf" or social 
space within the community for their increased 
interests in recreational avocations such as 
gambling and drinking. 

3) Rejecting family status, many men compete with 
adolescent boys for sexual access to adolescent 
girls. 

17 Note: Black adolescents have used un1 " 
but with a certain amount of trepidation. SO~ile 

stopped by university police and questioned r,-:r;.t! 
reasons for being in the campus area. 
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4) Deprived of dependency prerogatives by the economic 
inadequacies and conjugal defaults of men, many 
women re-enter the dating-mating pool of available 
women in competition with younger single women. 
This is an intensification of what Professor Bernard 
Farber has called remanent avail,abil,ity. 

5) Deprived of the common status rewards of adoles­
cence in the schools and in their families, many 
youngsters attempt to opt out of this status in 
the following ways: 

a) Adolescent boys leave school and become 
strictly l,ocal, spending their time in 
competition with older men for recreational 
space and for sexual access to unattached 
women and adolescent girls. 

b) Adolescent girls enter into a sexual 
competition with adult women. 

c) Adolescent boys take up new status 
as members of juvenile gangs which attempt 
to impose an informal sovereignty over 
community facilities usually controlled by 
adults; a case in point is the control 
exercised by one juvenile gang over a local 
community center. 

There are two important implications which may be drm.:n from 
the fact of status incursion. In the first place such a phEnOt::enon 
underlies the high incidence of conflict internal to the ghetto 
community a Encroachments upon status prerogatives and status 
rewards tend to be met with hostility on the part of those 
who feel they are being crowded. In the extreme, this phenomenon 
has resulted in actual physical confrontation. When a gang 01 

adolescents learned that a group of adult men wan.ted to "take 
them over," a major battle was avoided at the last minute as 
the gang leader saw the wisdom of. compromise. Beyond such 
confrontation, status'inaursion u'nderlies, at least in part, 
the internal fragmentation of the black community. Status 
conflicts make it difficult to forge solidarity among those 
who are party to such conflicts. This is one reason (among others) 
it has been difficult to organize the ghetto residents in behalf 
of community airoBe 

More important to the immediate concerns of this report, 
the problem of social competence development, status incursion 
means that in spite of widespread endorsements of conventional 
conceptions of competence there is wideRPTP~c competence default 
in the roles of provider (breadwinner) hushand and father and 
for women widespread default in the role of wife. (We have no 

201 



evidence of widespread default in the roles of mother und homemaker.) 
Not only are children and adolescents exposed to wideSl)read 
behavioral violations of conventional competence e.xpectations 
among adults, but young children are also exposed to adol.~cent 
behaviors which consistantly opt out of conventional adoleseent 
status. Thus, we have to conclude that the neighborhoo'd env1 !"on­
ment is rife with qualities which impede rather than enhance the 
development of conventional social competence. 

It can not be emphasized too strongly~ however, that these 
impeding qualities are situationat adaptations to the generally 
disadvantaged position of blacks in the community we studied. 
Without the economic disadvantage of the men and without the 
unfortunate educational experiences of many of the adolescents 
the incidence of status incursion would no doubt be markedly 
reduced. It would be a mistake to see the behaviors netted in 
this report as sub-cultural, There is little justifics:tion for 
them within the community itself. It is not a culture complex 
which needs to be modified but rather the relationship of blacks 
to the white social system of the local community which needs 
to be modified. Reform ll'USt come in the direction of c:reating 
solutions in which conventional statuses can be endured because 
conventional rewards are earned by those who behave competently 
in the roles associated with them. 

There are, of course, adolescents who appear to be realizing 
their potentials for conventional competence. How do they seem 
to be accomplishing this? In an earlier section of this report 
we suggested that the impeding factors in the immediate neighbor­
hood environment might be neutralized as a result of an agreement 
in competence cues between formal competence agents and the family. 
We -suggested that given the family's intensity of impact upon 
the growing child, when familial competence cues are in conformity 
with the competence cues presented by formal competence agents 
there might be some potential for overcoming the effects of a 
competence-impeding neighborhood environment. At this time, we 
are not in a position to present definitive findings relevant 
to this hypothesis. However some of our material does s~$gest 
that the hypothesis may have some validity. 

In some of the cases where the adolescents seemed to be 
realizing conventional competence, iDe., they were very successful 
in school and displayed little inclination to opt out of conventional 
adoleAcence, we found that the family competence cues were indeed 
quite conventional and that for one idiosyncratic reason or another, 
the formal competence agents, particularly school personnel, had 
developed what might be termed a collaborative relationship with 
the parents or parents surrogates. (This in spite of the fact 
that, generally speaking, the intervention style of the schools 
did not enhance the probabilities of such an occurrence. See this 
section pp. l83-185.) 
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There is, for example t some indit:stion that such a collabor­
ation or alliance comee into effect when the child in qUI!stion . 
displays a special skill or talent which is important to the 
.chool or to some aspect of th& school's program. Tak~ the case 
of Ben Williamson (8 pseudonym). Ben is a high school senior 
who very early demonstrated remarkable athletic ability. In 
high school. Williamson played football, basketball, and baseball, 
and ran on the track team. His family life was such that a 
step-fat:her played a minimal role in the lives of his children. 
Neverthe:1ess, he did demonstrate competence. in the breadwinner 
role by working steadily as a technical inspector for the department 
of the .A.rmy. Mrs. Williamson appears to be a very strong woman, 
the dominating figure in the family, vho cares for her family and 
also hol,de a civil-service job. Because Ben t s athl~tic prowess 
haa been, important to the school, the profess·iona1 pers'onnel 
in the school seemed to have taken a special interest in him. 
As a con,sequence teachers and mother have appeared to work tGgether 
to' steer' the adolescent in question away from the environmept 
of his immediate neighbo~hood. There have been consu1tation~ hetween 
school personnel (the coaches) and the mother on everything from 
the way she disciplines Lim to his'p1ans for the future. (There 
is some possibility that he may become a professional baseball 
player after graduation.) Ben Williamson is and has been impoPtant 
to tho school he attends. He draws attention to the school and 
i. a source of pride. Because of his recognized exceptionality 
he derive.ado1@scent status gratifications which many of his 
black peers are denied. He spends more time involved in school 
and 8choo1-re1ated activities than he does in his neighborhood. 
Aa a reau1t, the probable deleterious impact of thp neighborhood 
environment has been neutralized. It ha~ been less of an 
impeding factor in his development than it is in the lives 
of less ostensibly exceptional black children and adoleecents. 

Without pushing too far with this, the material we have analyzed, 
to date suggests the following: When the competence agents develop 
an effective alliance with the families of ghetto children, . those 
children are likely to be spared overexposure to a neigh~o,rhood 
environment which strongly r.d.litates against conventional competence 
development. Given the generally counter-productive ~tyles, 
profe.sional and loif!al, of the competence. agents, such alliances 
or collaborative rf:~4,lationlhip8 are likely to occur when th'ere is 
"something in it for the competence agents," some reward, e.g., 
being the coach of a great high sehool athlete. Such collaboration 
is also more likely to take place when the family's competence 
orientation more likely approximates the conventional expectation. 
than the characteristic competence violating behaviors of the 
immediate (ghetto) neighborhoo~. The collaboration seems to work. 
How ia the collaborative relationship to be cemented when the child 
or adolescent is less than exceptional and the fai1y competence, " 
orientation violates standard expectatione? ' 
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The Logic of Influence: Some Conclusions an~ Reflections on the 
Unthinkable 

In the middle-sized city we studj.ed, we found that the formal 
competence agents were tied eitt~er to a self-defeating plfofe88i~onal 
style of il'ltervention or to a local style which in it.s embrace of 
the ruraZ-based conventional wisdom was hardly calculated to bring 
poo~ black people into meaningful participation in the community. 

We found, moreover, that, he actualization of general pre­
judices against the poor and the black was such that the ghetto 
population had to ~e considered institutionally irrelevant, isolated, 
ana deprived within the community. 

Finally we noted that deprivntion of status rewards leads to 
competence default and chronic status incursion in the ghetto in 
spite of the fact that conventional conceptions of social competence 
were endorsed as being expected and desirable. 

Thus, we would have to conclude that for any black child growing 
up in this community the probabilities of attaining general compe­
tence by virtue of the socialization process ape extremely limited. 
As things stand today there is very little to indicate that the 
present generation of ghetto children will obtain a measurable in­
crement in social competence over that of their parents. The 
prognosis is not good because f~r the most part all levels of 
influence seem to be operating to ~mpede rather than enhance the 
probabilities of realizing their competence potentials. 

There are questions which remain unanswered,. For exa.mple, we 
do not know on the basis of this research to what extent this prog­
nosis is true for large metropolitan areas and cities of the same 
scale in other regions of the United States. We have touched upon 
comparative problems and implications of our findings in this report. 
Nevertheless, definitive statements with regard to the problems of 
competence development which blacks have in urban contexts must await 
further systematic comparisous. 

In concluding a report such as this it is cust.omary to present 
a series of recommendations. We would like to conclude with a series 
of reflections on possible strategies (1"f educationEil. and welfare 
interv«antion in communities such as the one we havle been studying. 

How can the pessimistic prognc1sis be reversed? The usual answers 
which c:ome from educationi.sts and welfare technicians. would have us 
believe that if. only the right pre-school curricula, the right grade­
school curricula, or the right welfare formula, etc., could be invented 
then ghetto children would be better prepared to contend with the 
increasing options they have in the society-at-large. Without denying 
the importance of such inventiveness it seems to this writer that 
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answers like these are insufficient in their ignorance of situational 
impediments to competence development. The proliferation of innova­
tive curriculum developments such as those reported in Vol. I of 
this document is tlf~chnically impressive; but as the mounting evidence 
indicates, it is also ineffeative as the sole response to the problems the 
innovators are seeking to address. Some critics of these programs, 
find them to be inadequate because of some presumed unmodifiable con­
dition (e.g., a genetically determ,ined inability to abstract) in the 
target population (at least the black target population) which pre­
cludes the effective~ness of any innovation which does not take this 
inherent and irrevocable condition into account. The evidence for 
the presence of such an impediment is tenuous and it would seem 
gratuitous at this point to modify curriculum programs on the basis 
of such criticism. 

It is probably true that on some level nearly all of these in­
novations could be beneficial. The extent of their effectiveness. 
howev~r, is not a function of technical proficie,ncy. It is a function 
of the situational (or social) contexts in which they are employed. 
When we focus upon innovat ion in virtual exclus:ion of context. and 
when our criticism is directed almost exclusively to the ~outent 
of such innovationE; we unintentionally divert Blttention frODl' what 
are most likely to be the factors determining Buccess or failure. 
In so doing we sustain a technicist myth. We delude ourselves and 
seduce our professional audience into believing that all we need do 
is to continue our search for that elusive educational formula which 
will set things right and bestow upon the so-called disadvantaged 
their often denied birthright to full participation in this society. 
Pursuing such a course is not only foolhardy, it is a dangerous threat 
to the viability of orderly reform as a method of remediation. As 
such efforts continue to fail the probability of wide-spread despair 
will increase. The educational and welfare professionals will lose 
faith in their abilities to help "those peolple," their sponsors 
will cease providing them with funds for their work. and "those 
people" will in turn become even more alienat~d than is presently 
the case from an "establishment" which thf!y perceive as self-seeking 
and unconcerned with their plight. 

Given the character of the educational welfare establishment in 
the community we studied as well as the character of the deprivation 
and institutional insignificance of the blacks in that community, 
it is difficult to see how any 'innovation--no matter how technically , 
8ufficient--can succeed. A program administered by those who are 
unequivocably committed to the profes8iona~ sty~e would be rendered 
ineffective by the maintenance of excessive social distance between 
the professionals and the clients. A program which requires the 
collaboration of those who are uncritically committed to the ~ooaL 
8tyZe would soon be ~masculated by the prejudices inherent in the 
conventional wisdom of the white majority in the community. A pro­
gram which doel not recognize that learning difficulties and com­
petence problems are a function of the ghetto community's situational 
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adaptation to the political and economic conditions of its institu­
tionalized disadvantage would simply be irrelevant. 

What then is to be done? The obvious answer is that less effort 
ought to be devoted to technical solutions and more effort ought to 
be sp~nt developing models of political and economic solutions which 
if adopted might create situational contexts in which the educational 
innovations--of which there is already an abundance--might have last­
ing positive effects. But what specifically should be done? There 
are two models which we can propose for communities such as the one 
we studied; the first is reasonable but improbable; the second is 
outrageous" but in the long-run it may be our only choice. 

The first approach or model places emphasis upon attempts to 
convince decision-makers in the community-at-!arge·--in the polity, 
in the economy, in education and in welfare--of the necessity of 
changing the manner in which the white social system faces onto the 
ghetto community. It would mean convincing them of the black's dis­
advantage and institutional insignificance. This, for ex~mple, 
means convincing union le,lciers that they ought not discriminate in 
their apprenticeship programs; it means con,vincin,g local employers 
that they ought to spend time and effort recruiting black employees 
(particularly men) for positions above the menial level; it means 
convincing the local "establishment" of the need for major reform 
in the political system, reform which would guarantee to the blacks 
r~presentation on all decision-making bodies in the community; it 
means convincing the local-style welfare operatives of the inherent 
injustice and prejudice in their approach to blacks; it means 
convincing the professional style educators and welfare operatives 
of the self-defeating nature of the way they approach their work 
with the blacks. That is a lot of convincing~ particularly when 
one understands that it is not in the irrmedi.ate interests of those 
who need such convincing to ma,ke the required changes.. For example, 
union discl'imination is in the interest of those who are union meqi­
bers. By keeping out an easily identifiable group of people, the 
construction unions can control the local skilled labor supply so 
that the demand for such labor is likely to be in excess of the supply. 
Recruitment of blacks for,non-menial jobs from the perspective of 
local employers would seem to require an unnecessary expenditure 
of time, effort, and money, particularly since menial employment 
and under-employment has not resulted in an appreciable loss of 
Negro customers. Political reform would mean sharing power and 
people who have power are loathe to lose even some of their pre­
rogatives. The local-style welfare operatives, elected or appointed, 
function in terms of the local conventional wisdom. For fear of 
losing their jobs if for no other reason they are likely to be 
resistive to changes which run counter to the popular mores of the 
white majority. The professional style educators and other related 
operatives are forever waging a battle to convince laymen of their 
rights to professional statu. and the rewards which go with it. 
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They are thus hardly likely to become convinced that their effective­
ness in the ghetto depends upon something other than the approaches 
they regard as defining their speclal competence. We ought to be 
sophisticated enough in our social science to know that it would 
be extremely difficult, if not impossible, to move people in the 
direction of reform which, :1.n fact, seems counter to their narrow, 
but nevertheless real, interests. It appears that although the 
reforms of which we speak are moderate and desireable v that although 
they would result in a situation which, in all probability, would 
eventually extend the influence of formal competence agents and 
reduce the extent of status incursion within the ghetto, there is 
little likelihood that they could be achieved under the present 
clrcumstances. 

The second approach or model is offered with the declaration 
that contrary to appearances it is a prescription for the eventual 
integration of black men and women into American society as full 
participants. This approach takes as given the immense difficulty 
of attempting to move people against their perceived interests. 
Because of this, it is an approach which seems outrageous but is 
in fact consonant with the interests of both black and white. 
Therefore $ it is an approach which holds the possibility of reali­
zatioln. 

The model here proposed is a model of social, economic, and 
political reform which seeks to bring about long range integration 
by short range permissive community separatism. The intent of the 
model is to create those conditions which wilZ maximize the reali­
zation of the black's aompetenae potential in both presaribed and 
volitional l!oles. By p.ermissive separatism the author means the 

18 following. 

Instead of attempti,ng to make the black ghetto community more 
significant or relevant to the white community, it is recommended 
that the black community's isolation from the white social system 
be formalized by virtue of its secession from the two municipalities 
of the community and with the assistance of direct federal grants­
in-aid that it incorporate itself as a separate municipality. The 
black community would then be in a position to determine (within 
limits to be sure) its own destiny. It would elect its own municipal 
officers and its own school board and provide its own welfare services. 
As pa}!'t of the secession agreement it would be granted parcels of 
m~nicipal lands sufficient to house the development of local ind1~stry. 
Such industry would be developed on the basis of contracts negotiated 
with firms seeking to develop plant facilities in the general area 
of the community in question. Full secession would not take place 

18 Note: Because of the probable controversial nature of this 
proposal the author wishes to make clear that it is his proposal and 
his alone. Its presentation here does not imply agreement by either 
the major study directors or members of his staff. 

207 

, '*'" /' , j.."" > ' \" 



until such industries provided a viable economic base for a com­
munity of some 10,000 people, On the assumption that the community 
does not possess all the skills necessary for the provision of all 
municipal services, particularly in the areas of education and 
welfare, elected officials would be given the power to import these 
services on a contrllctua1 basis from the community's immediate 
neighbors. The community would pay for these services and would 
thus be in a post tion to determ1nf.!, to some extent at leas.t, the 
manner in wl-~!ch they are provideo. 

Envisioned in this proposal is a situation in which the ghetto 
takes possession of itseZf. It would establish for the black resi­
dents the opportunity for meaningful political participation, the 
opportunity to make decisions effecting their own lives, instead 
of having to defer to white decision-makers who cannot be counted upon 
to 'recognize their needs. 

The key to such a proposal is money. It will take money to 
pu~chase re.al property from outside landowners; :I. t will take money 
to ;lndemnify the municipalities from which the c10mmunity secedes; 
it will take money to contract for educational a,nd welfare services. 
Since the ghetto is impoverished, such money muslt come from some­
where e;'i.se and it must come with few strings at1:ached. The obvious 
source of such funding is the federal government. The case for 
federal funding can be made as follows: The feldera1 government 
already spends a considerable amount for we1far'e services which 
eventually end up in the ghetto. Under this proposal it would 
fund the ghetto community directly by a system of grants to its 
mun1.cipsl go'vernmentg To those who would arguE! that this represents 
the allocation of amounts in excess of present expenditures ,for the 
same popul~ltion, we say this is probably true; but such increased 
expenditures are necessary. To those who would argue that this 
represents special treatment, we answer again this is probably true 
but tJuch special treatment i8 necessary and can be justified. It 
may, for example, be argued that the monies tCI be granted are in 
fact owed to black people. Such grants can bE~ seen as indemnification 
for the criminal e1.1.alavement of their forefathers and the centuries 
of unrewarded enforced labor under slavery wh:lch contributed to the 
economy of this nation •. 'll1e grants may thus 'be conce1.ved of as repaying 
a debt of hQnor. ' 

No doubt many will argue t.hat such a prnpos&l cannot wurk. 
They may maintain that it would be imposaib14! to (1)nvince the existing 
municipalities to al1~1 secession on the teI"ln8 outlined above. 
It seems to this author, however Ii that if tbe federal govem_nt . 
offers to provide funds so that the municipalities will receive value 
for their losses, and given the fact that se,cession would relieve 
the tax burden of the white community, it mE1Y not be as difficult· 
to .trike an agreement as it first may .e~m'l After al~, the racial 
tenor of the cOlDunity is such that it woulfd proba~ly be easier to 
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convince the whites of the virtues of separatism than it would be 
to convince them of the virtues of integration. 

Some may qu~st i ·ITI the viability of a commlDl Lty which admittedly 
would have to be bu1 1 t by people who havf! 1i ttle organiza tionAl and 
political experience. Moreover, they might argue that given the 
extensive internal conflict in the ghetto, factionalism would soon 
destroy the experiment. In answer to thes~ criticisms, this writer 
would argue as follows: There are individuals in the ghetto who 
do take leadership roles and do exert influence. They would no 
doubt constitute the nucleus of the municipal polity. Secondly, by 
creating a sicuation in which there are real rewards for participa­
tion and by creating a challenge--a challenge to show the doubters 
and particularly local white doubters that the community can be 
successful--the likelihood i3 that strife and excessive internal 
conflict can be mitigated. As we have noted in the body of this 
report, much of the internal conflict in the ghetto occurs because 
of its deprived character. By removing the deprivation, by making 
conventional rewards accessible, such conflict as now exists may 
disappear (not overnight) or at least be reduced to such proportions 
as not to threaten the viability of the community. 

It must be emphasized that the proposed separatism is permissive8 
One would hope, however~ that the experiment can be made attractive 
enough to hold the loyalties of those who might otherwise wish to 
leave. Moreover, it is propos~d that the experiment go into effect 
only upon endorsement by a large majority of those people presently 
residing within thp. ghetto. 

Finally, it must be remembered that oommunity sp.paratism is not 
an end in itself, but rather a means to a true state of integration 
between black aud white. If the present situation exists as we have 
described it~ there is little chance of an immediate move to integra­
tiono The gulf between white and black in the community is too great 
to be effectively bridged at present. Generations of black children 
will reach maturity denied, denigrated, and, consequently, without 
the full competence to demand meaningful participation in the com­
munity. The underlying hypothesis in the proposed community separatism 
holds that by giving responsibility to those who are presently denied 
it~ a social context will be created which enhances the realization 
of competence potential. The sooner large numbers of blacks are 
able to realize in their behavior the competence expectations they 
themseZ,ves endorse~ the sooner will they and their children lift 
themselves from despair and give undeniable challenge to the racial 
dichotomy in American life. It is for this reason and this reason 
alone that permissive community separatism is being proposed. While 
it might not be effective in all urban contexts, there is a good 
chance that it can be effective in urban communities such as the one 
we have studied. 
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Although this proposal may seem impractical, it is the onZy 
practicaZ 8oZution if it is the onLy solution. Technicism in 
educational and welfare intervention $ppears, for the reasons we 
have gi.ven, to be less than ~dequatt: unless it is accompallied by 
situational r,~form. Situational reform which seeks its success 
without changing the basic organization of the community will-­
again for the reasons we have given--most likely fail. By a 
process of eliminBtion, therefore, it would seem that we are left 
with the model of permissive community s~parati8m. 
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Conclusion: The Perils of Technical Emphasis 
in Educational Innovation 

Ea~h of the studies presented in this report contributes 
to a sociological critique of contemporary educational inter­
vention among the poor or the "disad,\,'antaged." t-.'hilp. each 
study has proceeded with an :lndependent conceptualization and 
methodology, all three investigators have argued that curriculum 
development which neglects social context is ')ikely to be 
unsuccesnful. This is the summary conclusion which must he 
drawn frt7m FarLer's concern with the impact of kinship upon 
socializa.tion, from Harvey's enjoinder to the effect that the 
educational problems of the lower class can not be solved in 
the classroom, and from Lewis' proposition that in some 
cities, at least~ black children will not benefit from educational 
innovation unless it occurs in cmljunction with the sep~ration 
of the black ghetto from the white dmninated comlllunity. 

These conclusions may be upsetting to those who are 
committed to continual curriculum innovation in search of a 
panacea which will realize the long deferred dreams of America's 
dispossessed~ We respect the worthy intentions of those who 
subscribe to such a course. We certainly do not want to dispar­
age the technical proficiency which they bring to bear on the 
problems they have set out to solve. Nevertheless, our findings 
compel us to warn against placing faith (and of course, func.s) 
in aL narrow technical approach. l'echnical emphasis i!!. 
~ducational .~form (particularly that which is intended for 
the dispossessed) may preclude any possibility of educators 
making a positive contribution to the obliteration of th12 social 
and economic injustices which victimize millions of Americans. 
In the end such programs may even unwittingly contribute to 
the collapse of the existing social orG~r. 

Technical emphasis in education, as it 1s in welfare 
services, is a synlptom of a condition which may be termed 
progressiye status~-9uoism. If this term seems to contradict 
itself, we would a,ssure our readers that it does so inten­
tionally. We have chosen this label because the condition it 
characterizes is a. social contradicti.on. Progressive status­
quoism occurs when. there is a symbolic (or apparent) attack 
on a social probleim. Such an attack seldom acknowledges or 
deals adequately ~r1th the structural roots of the problem and 
does no more than to foster the illusion that ~mething 
1s being done when 1n reality ~h1ng or very little is being 
accomplished. 
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As applied to any social system progressive status­
quoism is most likely to occur when a conflict exists between 
ultimate value commitments and the personal interests of a 
large numbe~ of people. When, for example, the values demand 
equal economic opportunity for everyone, those who benefit 
from limiting employment opportunities of others may experience 
psychic and moral tension. This tension can be excruciating. 
Personal interest is a most powerful determinant of behavior; 
yet to persist in behaviors which sustain self-interest (i.e., 
exclusion from employment), but violate basic values (i.e., 
equal opportunity) creates a continual state of defensiveness. 
The problem becomes one of serving one's interests by continuing 
to withhold jobs from ce~tain individuals while at the same 1 
time freeing oneself of the censure resulting from such behavior. 
The solution is to be found in progressive status-quoism where, 
by supporting efforts which seem to {address the problem of 
inequality of opportunity but whi~h in their conception and 
execution do not threaten acts of limitation and exclusion. those 
who profit from such behavior can create the illusion of reform 
and thus relieve their psychic and moral tension. 

Progressive status-quoism is, however, inherently unstable. 
In fact, the status-quo cannot be maintained by means of !=;uch 
social legerdemain. Progressive status-quoism is a prologue 
to a value change in the system which in the future will 
legitimize the deviant interests of the present. Since the 
efforts at reform are illusory, there will of c~urse be no 
real change in the problem COlldi tion. For eltam~jle, if there 
is no real expansion of opportunitif'B for those previously 
excluded, their living conditions willI'(ot change markedly. 
In such a circumstance one might expect the eventual return of 
moral tension because the :1llusior.:r 'of reform has been shattered. 
Quite to the contrary, another outcome is possible. After 
supporting "refOl"1ll" efforts and perceiving no ref:ll. change, it 
becomes possible to conclude that "nothing can be done, I' that 
those who are victimized are legitimately victimized because 
in one way or another they are incorrigible or beyond anything 
but custodial attention. In such a case it would then be 
possible to create a final justification for the exclusion of 
a given group without recognizing the moral.culpability of 
those who have been taking advantage of them. Th~ defining 

1 Note: §uch censure can have both external and internal 
sources. On t~e one hand there is likely to be continuing 
criticism and pressure on the part of activists who take 
equal opportunity seriously as a value. On the other hand, 
those who arbitrarily exclude others from employment are 
likely to have internalized the value of equal opportunity 
which their behavior violates. They are thus likely to generate 
their own censure in "the form of guilt feelings. 
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values would be changed--if ever so sli~htly--to allow for the 
limi tation and exclusion of identifiabl Po groups because r'all 
that can be done has been done." 

Such a state of affairs must itself generate increasing 
conflict in society. Those who are "legitimately" excluded 
are hardly likely to accep~ their fate. More alien&ted from 
the society than ever, d1.strustful of "moderate reform," they 
and those who sympathize with them are likely to embrace 
revolt and insurrection as the means to press their claims to 
equal.ity. (In the case cited to equality of economic oppor­
tunity!) The revolt o~ a minority in turn is likely to evoke 
suppression on tbe part of agents of the challenged majority. 
The result can only be calculus of estrangement having its 
source in the delusiveness of progressive status-quoism. 

As noted above, the authors of this report see techn~.cal 
emphasis in educational reform directed toward the dispossessed 
of this society as a case or symptom of progressive status-quoism. 
The educational problems of the poor--both black and wht·te--are 
created and sustained in the community and kinshi~ contexts of 
their lives. They are the superfluous people ot our land, the 
victims of efficiency mores and hard-rock prejudice. There are 
many among us who benefit frorr. this victimization but thpv do so 
in violation of the basic hur.-:aneness of what Gunnal Hyrdal has 
called the Ameri.can Creed. In order to relieve the moral tension 
attendent upon this contradiction they support--along with others 
whose motives are more admirable--reforrn programs in education 
which in their emphasiS on cognitive manipulation and skill 
solely within the classroom context, leave untouched the sources 
of educational difficulty. 

If the sources of difficulty are the victimizing social 
I 

processes of the American community then classroom-bound 
educational innovation must fail. Having supported such 
innovation, having put so much effort into it, we run the 
risk of reading its failure to mean there is nothing which 
can be done. If we do this--and some have already b~gun to 
suggest that we can do little more for black children than to 
prepare them for manual labor--we will be assenting to and 
legitimating the continual victimization of millions of 
people--many of 'whom will not forget that those who professed 
friendship and concern did indeed forsake them. Technical 
emphasis creates an illusion which in its ultimate demise can 
only hurt the ptossibilities for viable reform. By its practice 
we contribute to a growing potential for disorderly as opposed 
to orderly change--for insurgency as opposed to collabor-· 
ation •••• perhaps for r~volution. 

We know these are strong words. We feel, however, that the 
time is short and that educators and others involved in,similar 
efforts no longer have the right to indulge their professional 
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biases. The question is not one of what curriculum to adopt 
and how to train teachers in its use. It is time for us all, 
educators, socis;.l scientists, and social technocrats to face 
up to the need f.or structural change in American society. It 
is time for us all to stop creating the technical myth which 
must ultimately devour us all. 
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Appendix A 

Questions Pertaining to Relatives 

The procedures for data collection in the kinship study were 
based on the asst~ption that three interviews would be required 
for each respondent. The first interview was intended to cov€;r 
(1) purpose and procedures of the interviews in the study, (2) 
nuclear family relations, (3) questionnaires pertaining to chjL1dren, 
(4) a listing of relatives to be discussed in subsequent interviews, 
and (5) the Torgoff developmental timetable. The second and third 
interviews covered (1) information about living relatives included 
on the extended-family form completed during the first intervJlew, 
(2) information on deceased relatives on the extended-family form, 
and (3) for each living relative, 12 items pertaining to attitudes 
and interaction. 

The descriptions of the intervieMs in this appendix include 
primarily those items for which resp0ii.ses were utilized in the 
data analysis in this monograph. There are other sections, mainly 
dealing with chi1drearing practices, assistance by relatives in 
caring for children, and information on deceased relatives. The 
information in this appendix is a collation of questions frcm the 
interview form and directions in the intervie'wer guide. The format 
of interview form has been modified in order to indicate the special 
instructions in the interviewer guide. Four sections of the inter­
view are presented: (a) nuclear family relations, (b) extended family 
control form, (c) contemporary relatives sheet, and (d) the l2-item 
sheet. 

NUCLEAR FAMILY RELATIONS 

o. Preliminaries 

First, I am going to ask some questions about your 
o'wn family. 

Ill. How many children do you have? 

a. 

b. 

Write in number -- including natural, adopted~ step 
and dead. 

If more than 8, write additional names on bottom of 
first page and on back of that sheet. 



2. What are their names? 

If at all unsure, ask for spelling. 

#3. How old are they? 

a. Age as of last birthday. 

b. If child dead, ask: When born and when died; get 
birth order. (Record either in name space or at 
bottom of page.) Record (D) after name. 

#4a. Are they all in school? 

Transitional question. If no, why not? Record all 
responses except too young. 

#4b. What grade are they in? 

a. Record current grade. 

b. If child has been in school but not now, record 
last grade with reason for leaving school (either 
at bottom of page or on back of sheet). 

c. If the child is of school age and not in school, 
note what he (she) is doing. 

USa. Was any of them named after anyone in particular? 

a. Note specific genealogical relationship -- fa so, 
mo br, fa si, wi fa si. 

b. If your writing is not clear, spell as much of word 
as necessary son, sis. 

c. If in doubt, check with respondent. 

d. If no, draw dash --. 

USb. Are any of these adopted or step-children? 

a. Circle Yes or No. 

b. If ~hild is adopted or. step, put A (adopted) or 
S (step) in left margi.n preceding name of child. 
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#6a. Where were you born? 

a. Obtain city and state in which respondent was 
born. If respondent brings up point that parents 
were just visiting this location briefly or born 
in transit -- record parents' residence at time. 

b. If born in r.lral area, try to dE~terminE' location 
of post off5ce in which parents may have received 
mail and record thin town or city and state and 
the word (rural) after it. 

c. If foreign country, try to determine name of 
city, town, or rural region. 

#6b~ Year of birth? 

a. Wordiug left to discretion of the interviewer. 

h. Assist respondent if necessary. (E.g., subtract 
age from 1966.) 

#6c. When did you move to C-U? 

a. Record year. 

h. If the respondent has lived in C-U intermittently, 
record dates of initial and subsequent periods 
of residence. 

c. If moved around, record dates and locations of 
previous residences. 

#6d. Are you workina? 

a. Probe for full or part time. Wording at discr.etion 
of the interviewer. If part time, note approximate 
amount of time. 

L. If the respondent works intermittently, record as 
Y in the last period of employment has been ~~ithin 
the past year. 
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#6e. (IF WORKING) Wh~t do you do? 

116e-2w 

a. Try to determine job title and actual duties and 
responsibilities. This information will enable 
accurate job classification. 

h. If job may involve supervision of others, try 
to find out how many persons the respondent 
supervises (e.g., foreman). 

Where do you work? 

a. Try to determine place of employment. 

b. Record whether self-employed or works for 
someone else. 

Do you have a~.!!!er source of income? 

a. Record all sources of income respondent gives. 

b. We are not asking for amount of income, however, 
record if respondent volunteers this information. 
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#6e-3. What other kinds of work have you done in the past? 

a. If possible, get descriptive job title (e.g., 
washed cars) and company. 

b. From - To; in years unless worked less than a year. 

#6f-1. (IF NOT WORKING) What was your last jo~? When was this? 

a. Determine where respondent was employed. 

h. Determine job title(s) and actual duties and 
responsibilities. Obtain periods of time 
respondent worked. 

c. If never worked, so indicate. 

#6f-2. What other kinds of work have you done? When was this? 

a. If possible, get descriptive job title (e.g., washed 
cars) and company. 

b. From - To; in years unless worked less than a year. 

#6fn3. What is your present source of income? 

a. Record all sources of income respondent gives. 

b. Again, we are not asking for amount; however, 
~his should be recorded if the respondent volunteers 
this information. 

111a. How many years of school:i.ng have you had? 

a. Years completed (i.e., if the respondent went to 
eighth grade but did not complete the year, circle 

7) • 

b. The respondent may need assistance in computing 
Jr. High and High ~~hool years. Grade school 
could mean 8 years or less depending upon where 
the person went to school. 

#1b. Trade schools, colleges, degrees, completion. 

a. If respondent has attended a trade. school (i.e., 
a secondary school teaching the skilled trades) 
or college, record the name of the school. 

b. Circle T or C (Trade school or college) for type 
of school. 
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c. Record kind of training respondent received. 

d. Record length of time responde.nt attended (e.g., 
l(Mo)Yr or ! Mo(Y~». 

e. Record whe~her or not the course was completed 
and/or the degree given (e.g., completed - BA, 
completed - Journeyman card - completed - certi.­
ficate). 

f. If additional information is given, record under 
comments. If additional training did not include 
trade school or college, record what is said 
under comments. (e.g., The girl who had the 
job before I did, taught me bookkeeping or I 
became a ba=ber by working with my father in . 
his shop). 

il8a. What is your re~kious preferen£e? 

118b. 

119. 

a. We are asking for denomination (i.e., if 
respondent's response is Protestant, determine 
whether the person is Baptist, Methodist, Lutheran, 
etc. ) . 

b. If respondent has no religious preference, record 
none. 

Do you belong to a church? 

a. Ask if he (she) attends a church. Circle Y or N. 

b. If respondent attends a church, record the name 
of the church. 

Are lOU married? 

a. If the answer to this question is obvious (i.e., 
the husband or wife is being interviewed at the 
same time), the interviewer might say something 
like, "The answer to the next question, are you 
married, is fairly obvious" and circle Y without 
asking respondent to answer. 

b. If respondent is not married, determine if he (she) 
is divorced, widowed, or single and circle DIV WIn 
or s. 
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#10a. Is your husband living in the home with you? 

If the answer to this question is obvious (i.e., 
the husband or wife is being interviewed at the 
same time), the interviewer could simply make the 
statement, "Your husband is living in the home with 
you'and circle Y. 

#10b. (IF HUSBAND NOT LIVING IN HOME) How often do you see 
him? 

a. If respondent is married but spouse is not living 
in the home, ask how often spouse is seen. 

b. Use code card "how often you see relatives" (Figure 
2 in this Appendix.) Explain the card to the 
respondent by reading each statement (i.e., A-Every 
day, B-Several times a week, etc.) 

c. Ask the respondent to give you a letter which 
correspll:1ds to how of ten he (she) sees spouse. 

d. Repeat the letter and statement so there is no 
chance of error. 

#11. What was the year of Y9ur marriage? 

a. Record year. 

b. Ask year of marriage regardless of present marital 
status (i.e., divorce, separation or death of spouse). 

c. DK - guess. Record fact that response is guess 
("guess"). 

1112. (IF DIVORCED ~ SEPARATED, OR WIDOWED) Wha,~~as the year 
of divorce (separation, death of your husband)? 

a. Record year. 

b. DK - ("guess"). 

I would like to ask you a few questions about your husband. 

#13. Where was your husband born? 

a. Obtain city in which husband was born. If respondent 
brings up point that husband's parents were just 
visiting this location briefly or born in transit -­
record his parents' residence at time. 
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h. If born in rural area, try to determine location 
of post office in which parents may have received 
mail, and record this town or city and state and 
the word (rural) after it. 

c. If foreign country, try to determine name of city, 
town, or rural region. 

#14. Year of birth? 

a. Wording left to discretion of the interviewer. 

b. If respondent does not know year of birth, ask 
"How old is he?" and record. 

/lISa. What does (did) your husband do'? How long has he done 
this? 

a. Try to determine job title and actual duties and 
responsibilities. 

b. Determin~ by whom employed (e.g., Magnavox, 
Shumaker Construction Company, self-employed, - ). 

c. If job may involve supervision of others, try to 
find out how many persons the respondent super­
vises (e.g., foreman). 

d. If DK, record respondent's statement, (e.g., "He 
doesn't tell me."). 

"lSb. What (other) kinds of work has he done? When was this? 

a. Try to determine job title and actual duties and 
responsibilities. 

h. Determine by whom employed. 

c. From - To; In years unless worked less than year. 

DISc. Does (did) he have any other source of income? 

a. Record all sources of income given. 

h. We are not asking for amount of income, however, 
record if respondent volunteers this information. 

c. If farms ask if is a tenant or owns farm. 
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1116a. How many years of schooling has he had? 

a. This is years completed (e.g., if he quit school 
when he was in the ninth grade he completed eight 
years). 

b. Grade school could mean 8 years or less depending 
upon where he went to school. A respondent's 
conception of Junior High or Senior High School 
could also vary. Try to determine actual number 
of years. 

#16b. (PROBE: Trade schools, colleges, degrees, completion) 

a. If he has attended a trade school, (i.e., a secondary 
school teaching the skilled trades) or college, 
record the name of the school. 

h. Circle T or C (Trade school or College) for type of 
school. 

c. Record kind of tra~ning he received. 

d. Record length of time respondent attended (e.g., 
1 (Mo)Yr or 1 Mo(Yr». 

e. Record whether or not the course was completed and/or 
degree given (e.g., completed - BA; completed _ 
journeyman card; completed - certificate). 

f. If additional training did not include trade school 
or college, record what is said under comments 
(e.g., "He received some electri.cal training while 
in the Navy"). 

#17a. What i~ his religious preference? 

We are asking for denomination (i.e., if respondent's 
response is Protestant, determine whether he is Baptist, 
Methodist, Lutheran, etc.). 

1117b. Does he bt:~long to a church? 

a. Ask if he attend~ a church. Circle Y or N. 

h. If respondent belongs to a church, record the 
name of the church. 
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#18" The ne~~!= guesti,.9ns have to do with people living 
in~our house (apartment) w:th you. Let's start 
with the childrei~. Do', a1i-~l your children liVe' 
here with you? bny niece~ or nephews? Your 
parents? Brothers or sisters? Any boarders? 
Anybody I might h~ve missed,'? 

a. Start with the children and record first names 
of all persons who are living in the home. 
Ask entire question. 

h. If someone mentioned is living in the home only 
part of the year (eeg., Mother lives there 
3 months out of each year, or husband's sister 
lives there during the summer months) record 
this information under comments. 

c. If one or more children are not living at home, 
note where he (she) is. 

#19. Which of your relatives do you see at least once 
a week? 

a. Record the first names of all relatives (not 
living in household) who are seen at least 
once a T.veek. 

b. Determine and rec0rd relationships. 

EXTENDED-FAMILY CONTROL FORM 

This form will be used to determine which relatives will be 
discussed in the succeeding interviews. It is therefore necessary 
to obtain an accurate listing of the members of the extended family. 
You can preface this form by saying that "Now we are going to get 
a list of the relatives that we will talk about in the next interview. 
I won't ask you any specific questions about them now. If we get a 
list at this time, then we wj~l note just which relatives to ask about 
and we can save a lot of tim~ later." 

#1. How many brothers and sisters do you now have? 

a. Have any of your brothers or sisters died? 

h. What are the first names of all of your brothers 
and sisters? (Including those who died?) 
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In asking for the first name of all the brothers 
and sisters, try to get a given name. For 
example, the respondent may answer "Pat." If 
he does so, ask "Is that Patrick?" If the 
respondent gives you a nickname, ask "Is that 
the name on his birth certificate?" 

c. Are there any of these adopted, step, or 
half brothers? 

#2a. Which sister do you see most often or have most 
contact with? 

a. Often the respondent will say something to 
the effect that he sees all of his sisters 
about equally. If you cannot get him to 
choose one over the others, ask him to pick 
one at random. If he will not do so, then 
suggest one. 

b., Try to ascertain whether the individual chosen 
is an adult. The respondent may provide the 
name of a sister who is a minor. For the 
purposes of this study an adult is someone 
who meets any of the following criteria: 
Over 16, married, employed full time, ££ 
is a parent. 

c. If the respondent has no sisters or brothers, 
write none in the appropriate blanks. There 
will then be no doubt that the question was 
asked and that the respondent has no siblings. 
~OTE: Sliailarly, the word none is to be written 
in any blank where the respondent does not have 

• 
any relative that he knows of in that category. 
He may not ha.ve a woman or a man cousin, aunt 
or uncle. 

d. If the relative given is not an adult, write 
down the name of the relative and in addition 
obtain the name of an adult relative,in the 
same category (e.g., an adult brother rather 
than a brother who is a child). 
NOTE: Inasmuch as the sheets on con~e~porary 
and deceased relatives are meant to be used 
with adults, adult relatives should be used 
in every category. When a minor is given, 
obtain an adult relative in the same category. 
In these instances, take the name of the minor 
sibling or cousin and write the name with the 
word minor in parentheses - (minor) and ask 
only the front sid(l! of the Contemporary Relative 
sheet, 
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113a. a. Is she married now? (If no, determine whether 
adult.) 

b. Do you know her husband? 

c. What is his name? 

The respondent may answer that he has met the husband 
but does not know him. As long as the respondent 
has met the husband or wife of the relative, you can 
ask the questions on the Contemporary Relative sheet. 

114a. a. Has your sister ________ __ ever been married before? 

b. Did you know her previous husbands? 

c. \\Tha t were thei r names? 

IISb. tfuich sis ter do you slee next mos t of ten or have the 
next most contact with? 

NOTE: Questions 113 and 114 are repeated for all 
brothers and sisters listed in response to Question #lb. 

116. a. Does your husband (wife) have any brothers or 
sisters? 

b. How many does he have? 

c. What are their names? 

Determine which are minors. 

117. a. Have you been married before? 

h. How many times? 

c. What was (were) your former husband's (wife's) 
rj 

name(s)? 

d. Are there any children from your former marriage(s) 
who are not now living with you? (PROBE: Which 
marriages?) 

e. Did you know 's (previous spouse's) 
parents? Y N (List names.) 

f. (1) Did your (first) former husband (wife) 
have any brothers or sisters? 

(2) Did you know them? (List names.) 
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g. (1) Did your (second) former husband (wife) 
have any brothers or sisters? 

(2) Did you know them? (List names.) 

#8. a. Do you have any cousins? 

b Which is the woman cousin you know pest? 

c. Which is the man cousin you know best? 

(1) If the names of relatives are not knowIl, 
then mark OK and the name by whieh this 
relative is referred to. For example, 
Charlie's aunt from Brazil or Uncle Joevs 
son. 

(2) In number ~, Do you have any cousins? 
Take any cousins that the respondent 
gives and determine whether they are 
adults. For example, he may give you 
a second cousin rather than a first 
cousin. 

#9. Now we come to your parents. What are their first 
names? 

#10. 

#11. 

a. Have you ever had any step parents? 

b. What were (are) their names? 

a. Had ~ou ever lived with anlone besides Iour 
.E,?ren.!,s? 

b. What are their names!? 

c. When was this? 

(1) Include in this any individual besides 
parents or grandparents with whom the 
individual has lived for more than one 
month. 

(2) Include not only persons or families with 
whom this individual has lived before 
marriage but also after marriage. However, 
in asking for names, ask only for the parent 
surrogates (substitute fathers and mothers), 
the landlord or landlady if the individual 
has been a boarder; or if the household was 
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very large, only the persons with whom 
the respondent had most contact. Ordinarily, 
the person lived with an aunt or grandmother. 

(3) If there is a large number of individuals 
with whom the respondent has lived at 
different times, try to get the two major 
pe'csons. 

#12. a. Does your mother have any brothers or sisters? 

h. Which of your mother's sisters do you know 
best (or see most often)? 

c. Which of your mother's brothers do you know 
best (or see most often)? 

#13. a. Does your father have any brothers or sisters? 

b. Which of your father 1 s sisters do you know best 
(or see most often)? 

c. Which of your father's br.others do you know best 
(or see most often)? 

#14. (IF HAS STEP PARENT) 

a~ Does your (current) step parent have any brothers 
or sisters? 

b. Which of your (current) step parent's sisters 
do you know best (or see most often)? 

c. Which of your (current) step parent's brothers 
do you know best (or see most often)? 

#15. ~ow for your husband's (wife's) parents 
their first names? 

what are 

#16. a. Has your husband (wife) ever had any step parents? 
Y N 

b. What are their first names? 

1117. a. Has your husband (wife) ever lived with anyone 
besides his (her) parents? 

b. What are their names? 

c. When was this? 
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1118. a. Do you know the name of your mother's mother? 

b. Do you kno"t-l the name of your mother's father? 

c. Was either of ~our mother's Earents married 
more than once? 

d. To whom was he (~he) married? 

1119. a. Do you know the name of your father's mother? 

b. Do you know the name of your father's father? 

c. Was either of ~our father's Ee.rents married 
more than once? 

d. To whom was he (she) married? 

1120. a. Do you have any friends you consider "like 
family"? 

b. What is his (her) nam~? 

On question 20, Do you have any friends you consider 
"like-family", include only those members of the 
family to whom the individual fee~s close. For 
example, respondent may give a name of a couple 
but may regard only the husband or only the wife 
as being like family. If the respondent gives the 
name of a couple, ask ViDo you consider them both 
as being like-family?" 

#21. (IF NOT MARRIED OR LIVING WITH SPOUSE) 

a. Do you have a boyfriend (girlfriend)? 

h. What is his (her) n~? 

c. Do any of your former boyfriends ever vis,it 
your children'? Which ones? 

On qu~stion 21, Do you have a boyfriend? the 
respondent may say I have several. Ask "Is one 
of them a special boyfriend ?" If the answer is 
yes, take this boyfriend. If no, take the two 
or three that the respondent reg~rds as the best 
boyfriends or the ones toward whom she feels 
closest. 
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#22. a. Have we missed any relative toward whom you feel 
very close or see very often? (PROBE: Baby 
sitting, refer to Nuclear Family Form) 

LET US GO THROUGH THE LIST OF RELATIVES ONCE TO SEE 
WHICH ONES ARE NO LONGER LIVING. 

CONTEMPORARY RELATIVES 
(See Figure 1) 

Ill. Relationship and name 

a. If rela tf .. ve, enter genealogical relationship as 
in Figure 1. 

b. Enter first name in space N. (PROBE: given name.) 

c. If friend, enter length of time friend has been 
known in space R. 

d. If relationship uncertain, enter possible alternatives 
with ? after each. 

#2. What do you call him? 

a. Term of addr'ess is sought here -- that is, what 
the respondent calls the relative when he talks 
with him. At times, it might be interesting to 
determine what the term of reference is -- that 
is, what the respondent calls the relative when 

I 

he talks about him to others -- for example: Fang, 
the General, Captain Bligh. But for this study, 
the term of address is considered as more important. 

b. If the name is the same as in HlN, enter the same 
name here; do not skip. 

c. If the names given in #la and #2a are the same, 
you do not need to ask "May I call him ?" 
You already have called him that. 

d. If the respondent says, "I don't call him anything 
wh'en I talk with him," then indicate this in space 
and call relative either by first name or (if 
p,arent or parent-tn-law) by relationship -- your 
father; Martha W s fl,ither. 



Figure 1 
CON'ffEMPORARY RELATIVES - Case * H W Relative f - -

IN 1. Relationship and name (FRIEND: How R , 

long have ;ygu known ?) -
2. 8.. What do you call him (her)? 

?) -02. Ma~ I Qall him (her) --- -
3. How old is ? 

Uast bltthdtil -4. a. Is he (she) married? Y N ? (STEP) PAR: Is_ still: married to 
DIV SEP WID S & living with your m"ther {father)? Y N ? 

b. (If married) How long has he 
(she) been married? -

c. Has been married before? 
{PROBE: -* of marriages) 

d. (If not n~~ first marriage) 
How did 's previous marriage(s) 
end? {PRO'R E· TD whom and when) 

5. Where was born:' 
. 
6. 0.. Where does he (she) live now'? 

b. Do you know the name of the street? 

- .!J~ 

'1. Where has lived most of 
his (hel'l life? -8. How often do you see ? 
(ll§~. cardl - -9. a. !s working 

(outsi(ie the home)? 
II ,-

b. What does he (she) do? 

-c. Has he (she) always been a 
? 

(PROBE: Wha.t other work has 
he (she) done?) 

.. -
10. a. How much education has 

had? ",' years -",. 

b. (PROBE: Trade schools, colleges, 
degrees -- esp. length of courses, 
and if completed.) 

11. What is 's religiOUS preference? 
(PROBE: specUic church or 
denomination) -" 

12. Is t,here anything about _" 's 
life that stands out in your mind --

. 
anything he (she) has done? 

-

~----------------------------------~'----
:13. SmLINCB: How close? 

12/10/65 
OVER - 11 ITEMS 
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#3. How old is he? 

a. Age at last birthday. 

b. If respondent says, "I don't know" then: 

(1) Write "doesn't know" or DK followed by 
a dash. 

(2) Ask respondent for a range: HBetween which 
ages would you say he is?'1 and write answer 
followed by a dash. 

(3) Ask respondent to guess an age in that range 
and record this ans'wer, e.g., "about 3610. 

#4a. Is he married? 

a. Ask question in the way in which you feel most 
comfortable: 

(1) Is he married, widowed, separated, divorced 
or still single? 

(2) In two stages: 

(a) Is he married? 

(1)) If yes, then followed by "Is he living 
with his wife?" 

(c) If no, then followed by, "Is he still 
single, or is he divorced or widowed?" 

h. Treat parent-in-law as parent. 

c. Can ask question for grandparent in way similar 
to parent: "Is still married and living 
together with your grandmother?" 

d. For parents, in-laws, and grandparents, it may 
not be necessary to ask the complete question 
for both parents. However, be sure to record 
the proper response for both parents, etc. 

e. If respondf~nt does not know if re1a tive is married, 
mark "?". 
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#4b. How long married? 

a. If "don't know how long" then treat same as 
don't know response for age in 113 (i.e., DK-. 
range-guess). 

b. If don't know if married, then write response. 
E.g., "I haven't seen him for 8 years; I don't 
know if he is married." 

c. If divorced, widowed, ask how long they had 
been married and when divorce or death of spouse 
occurred. 

t/4c. Has he been marri(:;d before? 

a. Ask regardless of current marita.l status (unless 
relative is a child). 

h. Note number of marriages including current marriage 
(e.g" In 3rd marriage). 

c. If "don't know" record response. 

#4d. If not in first marriage. 

a. Write name of person to whom married and dates 
of marriage(s). 

b. If name is not known, use #1 then dates of marriage, 
#2 dates of marriage, etc. 

c. If dates are unknown, treat as "don't-know response 
(i.e., DK-range-guess). 

d. Record how each marriage ended (e.g., Mary - 1930-35, 
wid./Joan - 1942-51, divw)~ 

#5. Where was he born? 

a. Obtain city and state. If respondent brings up 
point that relative's parents were visiting this 
location briefly or that he was born in transit, 
record parents' residence at time. 

h. If born in rural area, try to determine location 
of nearest post office and record this town or 
city and the word (rural) after it~ 

c. If foreign country, try to determine name of 
city, town, or rural region. 
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d. If DK, ask if region known: If respondent guesseR 
(e.g., "I think, etc.") record this qualification. 

#6a. Where does he live now? 

a. Obtain city and state. 

b. If rural area, try to determine location of 
nearest town or city in which person may receive 
mai.l and record this town or city and the word 
(rural) after it. 

c. If foreign country, try to determine name of city, 
town or rural region. 

d. If town is not known, write DK, name of state. 

#6b. Do you know the name of the street? 

a. Record the name of the street only. We do not 
need house address. 

b. If person lives in a rural area, record coute 
number if known or R R - if unknown. 

c. If the respondent does not know the name of the 
street, record DK. 

d. If the respondent knows only the area (e.g., 
"Northside"), record that. 

#7. Where has he lived most of his life? 

a. This means most of the person's lifetime, not 
must most of his married life. 

b. Record what is said (e.g., Around Indianapolis, 
Ind: In the vicinity of Chicago). 

c. If rural area, try to determine location or nearest 
post office and record this town or city and the 
word (rural) after it. 

d. If city or town is unknown, record area (e.g., 
somewhere in Northeastern Xinnesota). 
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118. How often ~ou see him? (See Figure 2) - --
a. Here you will use the same card previously 

used in Nuclear Family Relations in asking 
how often a person helped with the care of 
the children. (See Figure 2) 

b~ Ask the respondent to give a letter, then repeat 
the letter and statement so there is no chance 
of error (e.g., That's C - Once a week). 

c. Interviewer and respondent should each have a 
card to refer to. 

119a. Is he working? 

a. For a woman ask, lUIs she working outside the 
home?" If possibly doing laundry, baby sitting, 
or typing at home, ask" ;'Any work for others in 
the home?" 

b. Probe for full or part-time. Wording at discretion 
of the interviewer. Record approximate length of 
time if part-time. 

c. If works intermittently, record as "Yes" if the 
last period of emplyoment has been within the 
past year. 

119b. What does he do? 

a. Try to determi.ne job title and actual duties 
and responsibilities. 

b. Try to determine for whom he works. If in 
business for himself, record this. 

c. If job involves supervision of others, try to 
find out how many persons he supervises (e.g., 
foreman). 

d. Try to find out how long he has held his present 
position. 

e. If respondent does not know what person does, 
record DK and what is s~id. 
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Figure 2 

Code for Frequency of Interaction 

The answers below refer to the questions about how often you see 
the relative: 

Ai Every day G" Once or twice a year 

B. Several times a week H. About once every two years 

C. Once a week I. About once every three years 

D. Several times a month J. Less than once every three 
years 

E. About once a month K. Never met him (her) 

F. Several times a year 
(3-11 times) 
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H9c. Has he always been a __________ ~ 

a. Ask for each relative; wording at discretion 
of interviewerG 

b. If "No", probe for other work he has done. 

c. Note dates, if possible, for work history (last 
10 years) - as well as positions, kind of work, 
etc. If has worked same 10 years, ask last 
work done longest. 

#10e How much education has he had? 

a. This is years completed (e.g., if he quit school 
when he was a Freshman in High School, he completed 
8 years). The respondent may need assistance in 
computing years. 

b. If he has attended a trade school or college, 
record n,:me of school, length of course and if 
completed. 

c. If there are qualifications, note what is said 
(e.g., She must have gone to teacher's college 
because she did teach school. Or he was a 
barber so he had to have some barber's train.ing). 

H11. What is his religious preference? 

a. We are asking for denomination(i.e., if respondent 
gives Protestant as an answer determine whether 
the person is Baptist, Xethodist, Lutheran, etc.). 

h. If respondent does not know the denomination, ask 
if person attends a specific church and record 
the name of the church. 

c. If respondent knows the person is a Protestant 
but does not know denomination or church attended 
record -- Protestant, DK denomination. 

H12. Is there anythiJlg about his life that stands out in 
your mind? 

a. Record what the respondent gives you. If the 
answer is "No" record this. If it is "No" and 
then qualified, record VlNoVi and the qualification. 
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h. After recording response, probe further on basis 
of any information previously given in asides to 
other questions. (E.g., If respondent should 
mention in answering question (Where was he 
born? that he was a Cherokee Indian who nearly 
died of diphtheria - interviewer could remind 
respondent of that statement). 

c. Take notes and write up immediately after interview. 

d. Do not interrupt responde~t to probe. 

TWELVE ITEM SHEET 
(See Figure 3) 

'ill. On this sheet are twelve statements. The sheet is 
set up in the same manner as the closeness card 
we used. You will answer each statement by designating 
one of the letters, ~, k, £, ~, ~, !, or & that cor­
responds with your feelings towards Let 
us suppose you have a fictitious brother named "Charlie," 
I will go through the entire sheet, to help acquaint 
you with it, using the name "Charlie." Then we will go 
through it again for your answers on __________ _ 

Here the interviewer will go through the entire sheet, 
giving first the statement on the left hand side and 
then the statement directly opposite. Repeat the 
first statement prefacing it each time with a heading 
(e.g., I definitely would invite nCharlie" to weddi.ngs, 
christenings, etc. (b); More often than not I would 
invite "Charlie" to weddings, christenings" etc., (c); 
etc.). Do the same with the opposite statement. The 
second set of statements and the remainder of the 
sheet may be presented by a random use of only one 
preface heading for each set of statements (e.g., 
Respect "Charlie's" advice, Do not care for "Charlie's" 
advice -- if you Usual!1. do not care for "Charlie'sl1 
advice, you would choose (f). Try to avoid "Charlie," 
Try to see "Charlie" as orten as I can -- if More 
often than not you try to see "Charlie" as often as 
you can, you would choose (e), etc.) 

Ask the respondent to first decide on which side he 
wants to answer, then to decide how definfiE he feels 
about each statement. 

246 

.. 

" . 

.. 

.. 



we 
_,.~--_ ;::::;e-- .,.......~ ,.. ~~ ~ 

Relative *' 
___ HW Figure 3 

NAME OF RELATIVE: --=-=--===' 

Case *' Relationship: 

Definitely 
ThID}. Not Ihan Not 

Definitely-

Not Sure 

usuall.Y 150- 501 
.lll!ually 

1. Would invite him to 

Would not invite him to 

weddings, christeninbs , etc ........ , ... 
a b_ _Q-- d ~- J...-

~ weddings, etc. 

2. Respect his advice •.................• 
a h -C--

d e f g 
Do not care for his advice 

Try to see him as often 

a b c d e f g as 1 can 

--== --

More-Often 
More Often 

3. Try to avoid him •...•.•..• , •• , ....•• 

4. Can count on his help if 
1 need it ....•..•......•.•.•.••..•..• 

a b c d -~ j..- J 
He would avoid helping me 

tv 
~ 

5. Would not help him if 

WOlild go out of my way 

...... he asked ..•.....•.•.••..••...•...••. 
a b c d e f g to help him 

a b c d e .L- g 
Do not feel close to him 

I don't care what he 
6. Feel close to him .. , ...•... , ....•••.. 

7. What he thinks of me is 
important to me ...•....•........••.• 

a b c d e f ~ 
thinks of me 

8. Does not set a good example 

Sets a good example 

for children ...•.................•... 
a b c d ...!L- f ~ 

for children 

9. Would tell him my problems .......... 
a b c d e f g 

Would not tell him my 
problems 

10. Do not get along with him ............. 
a lL- c d e f g Get along with him 

-
11. Feel free to joke or have 

Do not feel free -- but 
feel inhibited and self-

fun with him ......................... 
a b c d e f g conscious with him 

==-=-=-

12. Has played an important part 

Has not played an im-

in my life ........................••. 
a b c d e f ~ 

portant part in my life 

12/10/65 



#2. This sheet is administered for all Contemporary 
Relatives ~10 are adults. Do not ask these questions 
for minors. 

a. For purposes of this study, an adult is someone 
who is aged over 16, married, holding a full 
time job or is a parent. 

h. Explain sheet to respondent as in Figure 3. 

c. The interviewer should not attempt to explain 
any of the statements themselves since the 
answers could be biased by the explanation. 
Instead, the interviewer should determine what 
the question means to the respondent. For 
example: 

R: What do you mean by played an important 
part in my life? 

I: If you tell me what it means to you, I'll 
make a note of it. Then we know how to 
interpret your answer. 

d. In questions dealing with advice, help, or 
telling relatives about problems, suggest that 
the respondent think of serious and important 
problems (and not just day-to-day problems). 

e. The respondent may complain that the situation 
has never corne up. (For example, needing help, 
RJking advice, invite to weddings.) In that 
case, ask him to guess what he would do. 

f. There are two kinds of items in the list 
attitudes and activities. Thus, for several 
items, "definitely" may not describe the extreme 
statement as well as "always." If the respondent 
has trouble in this respect, suggest that he think 
of "always" instead of "definitely" in those 
instances. 

g. The first 12 Item Sheet should be read to the 
respondent and filled out by the interviewer. 
From then on the sheet can be filled out by the 
respondent if he wishes and is sufficiently 
literate. 

h. All completed sheets should be placed out of 
sight so the respondent cannot refer back to them. 
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Appendix B 
.-

Kinship Characteristics 

Table 1 

Participation in Kinship Study by Parents 
of Children Attending Preschools 

Extent of Participation Fathers Mothers 

Number of parents with children 
in preschools 

Unable to contact (e.g., incorrect 
name or address; left £'11:Y) 

Total number contacted 

Number contacted but declined 
to participate 

Reasons given for declining: 

a. Leaving city imminently 

b. Too busy 

c. Negative reason or no reason 
given for refusal 

d. Miscellaneous reasons for 
refusal 

Number who completed at least one 
interview 

Number of completed series of 
interviews 

Per cent completions of total 
contacted 

235 279 

29 18 

206 261 

(44) (23) 

9 8 

24 9 

8 4 

3 2 

162 238 

157 238 

76.1% 91.2% 

Total 

514 

47 

467 

(67) 

17 

33 

12 

5 

400 

395 

84.6% 

NOTE: The participants represent 239 families; in one family the 
father but not the mother participated. 
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Table 2 

Degree of Closeness and Terms of Address Used 
for Parents-in-Law, by Socioeconomic Status, 

White Respondents 

Degree 
~ .. Per Cent Using Term 

of High Low and Middle 
Socioeconomic Status Socioeconomic Status ---Closeness Kin term First name Kin term First name 

Male Respondents 

Hother-in-law 

Definitely close 50% 8% 27% 39% 

Usually or More 
often than not close 38 65 40 48 

Not sure or not close 12 27 33 13 

N (26) (26) (15) (31) 

li'a ther- in-law 

Definitely close 50 10 27 28 

Usually or .More 
often than not close 44 65 36 36 

Not sure or not close 6 26 36 36 

N (18) (31) (11) (25) 

Female Respondents 

Mother-in-law 

Definitely close 36 41 26 36 

Usually or More 
often than not close 48 26 59 33 

Not sure or not close 17 26 15 31 

N (42) (19) (27) (36) 
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Degree 

Table 2 (continued) 

Degree of Closeness and Terms of Address Used 
for Parents-in-Law, by Socioeconomic Status, 

White Respondents 

Per Cent Using Term 

of High Low and Middle 

Closeness 
Socioeconomic Status Socioeconomic Status 
Kin term First name Kin term First name 

Female Respondents 

F'ather-in-la~ 

Definitely close 40% 18% 8% 32% 

Usually or More 
often than not close 29 31 12 52 

Not sure or not close 31 50 20 16 

N (35) (16) (25) (25) 

NOTE: The use of kin terms of address by Negro respondents differed 
.. somewhat from those of whites, especially in the use of formal 
terms of at!dress. Inasmuch as the number of married Negroes 
in the saDlple was small, their data were not included in the 
table. 
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Table 3 
.-.~'~ 

Degree of Closeness to Lineal Relatives in Ascending 
Generations When Parents Ha"-Je Been Divorced, for 

Low and Middle Socioeconomic Status, 
Negro and White Respondents Combined 

(Per Cent) 

-R-e-1-a t-i-v-e-R-a-t-ed an-~d---fuDef ini t'e"lY" 
Harit(j,l Status of Close 

Parents 

Mother 

Parents still married 
Parents divorced 

MoMo 

Parents still married 
Parents divorced 

MoFa 

Parents still married 
Parents divorced 

* Father 

Parents still married 
Parents divorced 

FaMo 

Parents still married 
Parents Divorced 

FaFa 

* 

Parents still m.arried 
Parents divorced 

79% 
86 

54 
58 

53 
57 

72 
15 

42 
28 

25 
11 

"Usually" or 
"More often 

than not clog-!! 

19% 
8 

35 
25 

23.5 
29 

23 
33 

37 
36 

37.5 
44 

"Not sure" 
or 

not close 

2% 
6 

11 
17 

23.5 
14 

5 
52 

21 
36 

37.5 
44 

Total 
N 

138 
36 

37 
12 

11 
7 

104 
33 

19 
14 

8 

Kolmogorov-Smirnov test; parents married versus parents divorced; 
2 d.f.; X2 = 6.00; p = .05. 
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- --- - -: ------: 

Degree of Closeness to Uncles and Aunts When Parents 
Have B2afi Divorced, for Low and Middle Socioeconomic 

Status, Negro and White Respondents Combined 
(Per Cent) 

Relative Rated and "Definitely" "Usually" or "Not Sure" 
Marital Status of Close "More often or 

Respondent's Parents than not close not cloEle .. 
FaBr 

Parents still married 25% 31.5% 37.5% 
Parents divorced 5 47 47 

FaSi 

Parents still married 24 43 33 
Parents divorced 26 40 34 

* MoBr 

Parents still married 29 37 34 
Parents divorced 47 41 12 

MoSi 

Parents still married 39 35 26 
Parents divorced 52 30 18 

Total 
N 

""2 r- -... 
19 

82 
35 

89 
34 

93 
37 

* Kolmogorov-Smirnov test; parents married versus parents. divorced; 
X2 = 4.76; 2 d.f.; .10 > P > .05. 

NOTE: Kolmogorov-Smirnov tests computed for the followine revealed: 

Parents married: FaSi versus MoSi; not significant. 
FaBr versus MoBr; not significant. 

Parents divorced: FaSi versus MoSi; 2 d.f·;X2 = 4.86; .10 > P > .OS. 
FaBr versus Mo}r; 2 d.f·;X2 = 8.60; p = .02. 
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Table 5 

Degree of Closeness to In-Laws When EGO Has Been 
Divorced, for Low and Middle Socioeconomic Status, 

Negro and White Respondents Combined 
(Per Cent) 

Relative Rated and "Definitely" 'iUSuallyH or "Not Sure" 
Marital Status of Close 'More often or 

Re,spondent than not close not close 

H"8'1 .~' , 

EGO still married 40% 37% 23% 
EGO divorced 11 30 59 

'HuRl' 

EGO still ma.rried 23 39 37 
EGO divorced 5 32 63 

HuMo 

EGO still married 45 35 20 
EGO divorced 19 36 45 

HuFa 

EGO still married 30 49 21 
EGO divorced 4 40 56 

Total 
N 

138 
71 

137 
41 

80 
31 

61 
25 

~ ______ ~ __________________ ' ________ ~i~, ____ ----__ --'=------__ ------
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Table 6 

Terms of Address Used by Negro Women for 
Paternal and Naternal Grandparents 

Term of Address 

Grandmothers: 

Both Grandmoth(,~~..:s Known 
a 

Grandmother (or equivalent)b 

Mother (or equivalent)c 

One Grandmother Known 

Grandmother (or equiva.lent)b 

Nother (or equivalent)c 

Total 

Grandfathers: 

Both Grandfathers Known 

Grandfather (or equivalent) 

Father (or equivalent) 

One Grandfather Known 

Grandfather (or equivalent) 

Father (or equivalent) 

Total 

Fathet-' z 
Parents 

FaMo 

12 

5 

3 

1 

21 

11 

2 

3 

2 

17 

Mother's 
Parents 

d MoMo 

6 

10 

11 

5 

32 

7 

6 

8 

5 

26 

Total 

18 

15 

14 

6 

18 

8 

11 

7 

43 

---------------------------,-----------------------~ .. --------------------
aGamma for terms of address as related to Fa}lo and MoMo when both 
grandmothers known is .60. 

bIneludes such terms as Gramma, Grandma, Granny, or last name of 
grandmother. 

C Includes such terms as Ma, Mummy, Mom, or first name. 
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Table 6 (continued) 

Terms of Address Used by Negro Women for 
Paternal and Maternal Grandparents 

dGamma for terms of address of MoMo when both are known versus only 
MoMo known is .57~ 

e1n nine Clses grandfather l~emarried and both grandmother and step­
g"alndmothe.: included in analysis. Only 15 grandmothers or step­
grandmothers alive at time of study. 
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Table 7 

Knowledge about Occupations of Male Relatives, Aged 25-59, 
Outside Family of Procreation, Male and Female Respondents 

Combined, by Socioeconomic Status! Race, and Frequency 
wi.th which Relative is Seen 

------------------------------------------,--~~~~~----------Per Cent for Which Occupation 
Frequency with which 

Relative Seen 

Relative Seen at Least 
Once a Week 

White 

Per Cent 

Total N 

Nesro 

Per Cent 

Total N 

Relative Seen Less than 
Once a Week but at Least 
Several Times a Year 

White 

Per Cent 

Total N 

Negro 

Per Cent 

Total N 

Known b~es~ondent 
Low SES Middle SES High SES 

84% 

(32) 

83 

(75) 

92 

(49) 

69 

(49) 

257 

100% 

(32) (16) 

87 

(13) 

94 91 

(140) (161) 

64 91 

(28) (11) 



Table 7 (continued) 

Knowledge about Occupations of Male Relatives, Aged 25-59, 
Outside Family of Procreation, Male and Female Respondents 

Combined, by Socioeconomic Status, Race, and Frequency 
with which Relative is Seen 

Frequency with which 
Relative Seen 

Relative Seen from Once or 
Twice a Year to about Once 
Every Three Years 

White 

Per Cent 

Total N 

Negro 

Per Cent 

Total N 

Relative Se,en Less than 
Dn.ce Every ~rhree Years 

White 

Per Cent 

Total N 

Negro 

Per Cent 

,Total N 

Per Cent for Which Occupation 
Known by Respondent 

Low SES Middle SES H~h SES 

17% 88% 94% 

(43) (123) (250) 

65 78 

(68) (18) 

67 70 79 

(30) (57) (82) 

37 

(87) 

NOTE: Percentage computed only where total N exceeded 10. 

Relatives included in this table are: MoBr, Fa, FaBr, SiHu, Br, 
Wi8r, HuBr, and HuFa. 
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Table 8 

Family Characteristics and Increase in Child's IQ 
from Age Four to Age Seven 

Family Characteristics 

Race 

White 

Negro 

Household Composition 

Mother only adult 

Other adult in addition to mother 

Marital status of Mo 

Married and living with husband 

Mean Increase in IQ 

9.6 

6.5 

5.6 

9.0 

Divorced, separated or never married 

8.8 

6.6 

Widowed 

Number of daughters in family 

None or one 

Two 

Three or more 

Total number of children 
'Ie 

Two or three 

Pour or five 

Six or more 

• 

3.5 

10.1 

8.1 

4.8 

8.2 

10.8 

3.5 

N 

17 

31 

20 

28 

24 

22 

2 

16 

15 

17 

17 

16 

lS 

* Because families were selected for pre.choo1 prolr .. from school 
record. indicating the presence of • pre.choo1 child in the home, 
there were no familie. with one child. 
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Table 9 

Age Means on Parental Deve~o'p~en,ta1 Timetable for Items 
Pertaining to Teaching the Young Child to Accept Responsibility 

(By Child's Sex, Race, and Socioeconomic Status) 

26 . 17. 18. .. 
Race, Sex, Keep room Accept Take bath 
and SES tidy postponement alone 

WHITES '(Boys) 

Low SES 5.39 5.53 6.00 

Middle SES 3.96 4.15 5.38 

High SES 4.35 4.23 5.32 

NEGROES (Boys) , ' 

L ''''s " '~! J!. 6.03 6.10 " 6.48 

Middle ,SES 5.24 5.88 5.94 

WHITES: (Girls) '" 

Low SES 1", " 5.29 5.50 5.95 . , 

Middle SES 3.81 ' '4.12 '5.33 ' , 

High SES 4.27 4.11 5.22 

NEGROE.!' (Girls) 

Low SES 1,. 5.90 6.09 6.38 

M:tdd1e SES 4.88 5.82 '5.94 

" ,,, .... ,, 't " ,to,,',· .... " •• 

,.~ . '" ': i " 
, ., ..... 

,I ,.: 

.",' .j! 
I ,I,: ," :.} .:' . .. "; '~"1 ,'I '~ •• ',;' t 1 'f, 

:., 

'. , 

" " : 

", 

) I'r 

. ;:,:" 

2bO 
'L ' •• 

.. 

; 
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Table 10 

Age Means and Variances on Parental Developmental Timetable for 
Item 45, the Appropriate Age to Teach Hiding Nudity from 

Strangers, and Item 35, Appropriate Age for Sexual Segregation 
in the Toilet (By Child's Sex and the Race and Socioeconomic 

Status of Respondents) 

Race, Sex, -- NuditI ~xual Segregation 
and SES Mean Age Variance Mean Age Variance 

~HI.TES (Boys) 

Low SES 3.29 1.45 4.34 1.58 

Middle SES 3.73 6.10 4.79 2.30 

High SES 4.20 9.36 5.80 8.48 

NEGROES (Boys) 

Low SES 3.34 1.37 4.07 2.55 

Middle SES 3.41 1.76 4.35 1.49 

WHITES (Girls) 

Low SES 3.21 1.25 4.24 1.27 

Middle SES 3.71 6.01 4.76 2.36 

High SES 4.19 9.48 5.75 8.55 

NEGROES (Girls) 

Low SES 3.25 1.77 4.03 2.46 

Middle SES 3.35 1.37 4.24 0.94 
~ 
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Appendix C 

Sample Characteristics 

Table lc 

Formal Education of Respondents, by Sex and Socioeconomic Status 
(Per Cent) 

Kind of 
Schooling 
Completed 

Total Years 
of Schooling 

Completed 
; 

Elementary 

Women Respondents 

5-8 years 

Some high SGl100l 

Completed high school 

Some college 

College graduate 

Some graduate work 

Advanced graduate work 

Total number 

Elementary 

Some high school 

Completed high school 

Some college 

College graduate 

Some graduate work 

Advanced graduate work 

Total number 

9-11 

12 

12-15 

16 

17-19 

20 or over 

Men Respondents 

5-8 years 

9-11 

12 

13-15 

16 

17-19 

20 or over 

Socioeconomic Status 

Low Middle High 

19.7% 2.4% --
39.4 4.8 1.2% 

29.6 33.3 10.8 

5.6 23.8 27.7 

19.0 30.1 

5.6 15.5 27.7 

1.2 2.4 

71 84 83 

25.0 -- --
29.2 1.6 

33.3 13.1 4.2 

8.3 13.1 1.4 

4.2 14.8 12.5 

29.5 38.9 

.... - 27.9 43.1 
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Table 1d 

Religious Identity of Respondents, by Sex and Socioeconomic Status 
(Per Cent) 

Socioeconomic Status 
Religion Women ResEondents Men ResEondents_ 
Reported Low Middle High Low Middle High 

Catholic 5.5% 20.2% 15.7% ll.2% 13.1% 15.3% 

Jewish 4.7 4.8 6.6 6.8 

Protestant (88.9) (60.8) (56.6) (87 • 6) (67.2) (.55.6) 

No denomination given 2.8 4.8 4.8 12.5 4.9 4.2 

Episcopalian 2.8 2.4 4.8 4.2 3.3 6.9 

Congregational 1.4 1.2 4.8 1.6 5.6 

Presbyterian 1.4 9.5 14.5 18.0 12.5 

Methodist 21.4 22.6 13.3 16.7 21.3 15.3 

Lutheran 1.4 2. t .. 8.4 8.2 6.9 

Christian; 
Church of Christ; 
Disciples of Christ 5.6 2.4 1.2 1.4 

Baptist 46.5 9.5 3.6 50.0 6.6 2.8 

Other Protestant 
denominations 
and sects 5.6 6.0 1.2 4.2 3.3 

Non-Protestant and 
Non-Christian 
religions or 
denominations 2.8 8.2 102 i •• 9 4.2 

Atheists and Agnostics 2.8 6.0 15.7 8.3 8.2 18.1 

Total Number 71 84 83 24 61 72 
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Table Ie 

Place of Birth of Respondents, by Sex and Socioeconomic Status: 
(Per Cent) 

socioeconomic Status Pl.ace 
of 

Birth 
Women Res~ondents Men ~ondents __ 

Low Middle High Low Middle High 

Champaign County 22.5% 

Illinois or Indiana 
(but outside Champaign 
County) 23.9 

Central Illinois 
(bounding Illinois 
and Indiana)l 

North West Sector 
of U.S. 2 

North Eust Sector 
of U.S.3 

South East Sector 
of U.S. 4 

Mississippi Valley 
(on Illinois Central 
Railroad) 5 

South West Sector 
of U.S. 6 

Outside Continental 
U.S. 

5.6 

1.4 

36.15 

1.01 

2.8 

Total Number 71 

13.1% 

40.5 

13.1 

2.4 

8.3 

1.2 

8.3 

4.8 

8.3 

84 

7.2% 

24.1 

22.9 

2.4 

15.7 

2.4 

2.4 

4.8 

18.1 

83 

41.7%, 13.1% 

8.3 37.7 37.5 

13.1 11.1 

4.2 

4.2 14.8 16.7 

-- 1.6 4.2 

41.7 3.3 4.2 

6.6 4.2 

4.2 9.8 13.9 

24 61 72 
1 . 
Central States include Wisconsin, Kentucky, Ohio, Michigan, Missouri, 

'and Iowa. 

2North West Sector includes Minnesota, Nebraska, Nor::h Dakota, Wyoming: 
Montana, South Dakota, Oregon, Washington, and Idaho. 

3North East Sector includes Maine, New Hampshire, Vermont, Connecticut, 
Massachusetts, Rhode Island, Neu York, Pennsylvania, New Jersey, 
Delaware, Maryland, District of Columbia. 

4South East Sector includes West Virginia, Virginia, North Carolina, 
South Carolina, Georgia, Florida. 
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Table Ie (continued) 

Religious Identity of Respondents, by Sex and Socioeconomic Status 
(Per Cent) 

SMississippi Valley includes Louisiana, Mississippi, Arkansas, 
Tennessee, and Alabama. 
6 
South West Sector includes Texas, Oklahoma, New Mexico, Arizona, 

California, Nevada, Kansas, Colorado, and Utah. 

266 



Table lf 

Number of Years Prior to Interview that Women Respondents 
Had Moved to Champaign-Urba.na, by Socioeconomic Status 

(Per Cent) 

Number of Years Residence Socioeconomic Status 
in Champaign-Urbana Low Middle High 

o - 5 years 17.1% 44.0% 34.9%; 

6 - 11 27.1 31.0 38.6 

12 - 17 15.7 7.1 14.6 

18 or over 21.4 6.0 7.2 

Born in Champaign-Urbana 18.6 11.9 4.8 

Total Number 70 84 83 
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Table 19 

Age of Respondents, by Sex and Socioeconomic Status 
(Per Cent) 

Years 
of 
Age 

20 -I 23 years 

24 _. 27 

28 ~. 31 

32 .. 35 

36 - 39 

40 - 43 

44 - 47 

48 or over 

Total Number 

Socioeconomic Status 
Women Respondents Men ~espondents 

Low Middle High Low Middle Hi&h-

11.3% 8.3% 

26.8 26.2 8.4 

22.5 32.1 32.5 

12.7 13.1 26.5 

15.5 6.0 

8.5 10.7 10.8 

2.8 3.6 8.4 

71 84 83 
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8.3% 

33.3 

12.5 

I. 2 .., " 

4.2 

12.5 

8.3 

24 

1.6% 

9.8 

34.4 

21.3 

"'11 'l .. .i.. oJ 

6.6 

3.3 

1.6 

61 

5.6% 

19.4 

27.8 

12.5 

6.9 

2.8 

72 



Table Ih 

Number of Years Married Repo:rted by Women Respond1ents 
by Socioeconomic Status (Per Cent) 

Socioeconomic Status 
Length of Current Marriage

1 ----Low Middle High -_._-----
Not legally married 5.6% 1.2% 

o - 3 years 5.6 1.2 2.4% 

4 -, 7 33.8 41.7 :26.5 

8 - 11 19.7 33.3 3,~. 9 

12 - 15 16.9 9.5 20,,5 

16 - 19 7.0 8.3 

20 - 23 4.2 3.6 6.0 

Total Number 71 84 83 

1 Includes legal separations and second marriages. 
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Table 1i 

Number of Children in Respondents' Families, Reported by Women 
by Socioeconomic Status (Per Cent) 

Number of Children Socioeconomic Status 
Low Middle High 

1 7.0% 26.2% 13.3% 

2 15.5 41.5 41.5 

3 22.5 21.4 27.7 

4 ., 1\ 7 .JL..c:.. 9.5 19.2 

5 12.7 3.6 4s8 

6 or more 29.6 7.1 2.4 

Total Numb er 71 84 83 

Table lj 

Presence of Persons not in Respondent's Family of Procreation 
Living in Home, Women's Responses, by Socioeconomic Status 

(Per Cent) 

Presence of Socioeconomic Status 
Outsiders 
in Home Low Middle High 

None 81.6% 91.7% 92.8% 

One or more 18.4 8.3 7.2 

Total Number 71 84 83 
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Appendix D 

Factor Ana.lysis of Torgoff Developmental Timetable 

The Parental Developmental Timetable, developed by Irving 
Torgoff formerly at the Merrill-Palmer Institute, is useful for 
determining norms in age-grading. For a list of 48 activities, 
parents are asked what they "think is the most appropriate age 
at which boys and girls may be expected to begin to manage dif­
ferent situations." The instructions to the paren.ts caution .. ; 
them to respond in terms of "what you helieve the age should 
be" rather than "the age at which something actually did occur 
to a child you know or ••• what you have seen some parents do." 
The analysis of the Parental Developmental Timetable consisted 
of a factor analysis and a comparison of mean ages and their 
variance particularly of items with high loadings on the first 
factor. 

The responses of 397 parents interviewed in the Champaign­
Urbana kinship study were submitted to principal axis factor 
analysis, with a varimax rotation applied to those factors in 
"hich the latent root exceeded 1. The data for boys and for girls 
were submitted to separate analyses. Thirteen factors were 
included in this rotation for both boys and girls, and of these, 
six could be interpreted. The selven uninterpreted factors were 
found to h~ve only one or two items with high loadings following 
the rotation. The similarity in findings for boys and girls 
derive from the fact that parents sho~ved sex differentiation 
in their responses only occasionally • 

The items with high loadings on the six interpreted factors 
are shown in Table D-l. These factors were: (1) the development 
of a possessive and controlled self, (2) teaching about personal 
danger, (3) teaching child about care of clothes, (4) teaching 
child about ethical principles, (5) teaching child about bodily 
care and concern, and (6) mature financial and social responsi­
bility. These factors together explain 42.2 per cent of the total 
variance, with the first factor explaining 16.7 per cent, the 
second an additional 8.9 per cent, and the third factor 5.4 per 
cent. The first factor seems most relevant for the analysis of 
age-grade norms as rela.ted to kinship, and the remainder of the 
discussion of findings will be devoted to this factor. 



Table D-l 

Factor Loadings for Parental Developmental Timetable 
of Responses for Girls and Boys 

Factors and Items 

Factor I: Appropriate Age to Begin 
Teaching the Development of a 
Possessive and Controlled Self 

23. Begin to teach their child that 
taking something from others -­
without permission -- is wrong 

27. Begin to teach their child to 
share his toys 

26. Begin to train their child to 
keep his room tidy 

17. Begin to train their child to 
accept postponement without 
making a fuss 

18. Begin to allow their child to 
take a bath with no adult 
supervision 

29. Begin to discourage their child 
from crying over minor 
disa.ppointment~ 

19. Begin to train their children not 
to get "make-believe" and "pretend" 
mixed up with real life 

Factor II: Appropriate Age to Begin 
Teaching about Personal Danger 

36. Begin to allow their child to light 
a burner on the stove without adult 
supervision 

34. Begin to allow their child to use 
sharp scissors with no adult 
supervision 
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Factor Loadings 

Girls Boys 

.79 .79 

.79 .71 

.69 .70 

.69 .69 

.61 .66 

.64 .51 

. 48 .50 

.73 .67 

.69 .62 
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Table D-1 (continued) 

Factor Loadings for Parental Developmental Timetable 
of Responses for Girls and Boys 

Factors and Items 

25. Begin to allow their child to 
cross busy streets where there 
is no traffic light or traffic 
officer 

20. Begin to allow their child to 
remain at home alone during 
the day, if he wants to 

16. Begin to allow their child to 
sleep overnight at the home 
of a neighbor friend whose 
parents they know 

38. Begin to teach their child how 
to use a sharp knife at the 
dinner table 

43. Begin to allow their child to 
go swimming with a friend of 
his own age 

Factor III: Appropriate Age to Begin 
Teaching Child about Care of Clothes 

42. Begin to train their child to 
hang up clothes right after 
they are taken off 

44. Begin to encourage child to 
dress himself without help 

38. Begin to teach their child how 
to use a sharp knife at the 
dinner table 
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Factor Loadings 
_._--------

Girls Boys 

.63 .66 

.52 .57 

.48 .49 

.45 .43 

.44 .40 

.73 .73 

.68 .67 

.56 .60 



Table D-1 (continued) 

Factor Loadings for Parental Developmental Timetable 
of Responses for Girls and Boys 

Factors and Items Factor Loadings 

41. Begin to allow their child to 
choose for himself what clothing 
he will wear during the day 

39. Begin to let their child settle 
by himself the fights he has with 
children of the same age and size 

Factor IV: Appropriate Age to Begin 
Teaching Child about Ethical Principles 

408 Begin to teach their child that it 
is wrong to cheat 

8. Begin to teach their child to feel 
that it ic wrong to lie 

12. Begin to teach their child that it 
is wrong to break a promise 

Factor V: Appropriate Age to Begin 
Teaching Child about Bodily Care 
and Concern 

45. Begin to teach their child not 
to appear naked in front of 
strangers 

5. Begin to correct their child 
who messes with his food 

35. Begin to teach their child not 
to enter a toilet when it is 
being used by a child of the 
opposi,te sex 
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-Girls Boys 

.53 .52 

.49 .48 

.82 .80 

.81 .80 

.77 .78 

.76 .77 

.73 .69 

.67 .70 



Table D-l (continued) 

Factor Loadings for Parental Devel.opmental Timetable 
of Responses for Girls and Boys 

Factors and Items Factor Loadings 

11. Begin to teach their child not 
to use their fingers when eating 

19. Begin to train their children not 
to get "make-believe" and "pretendU 

mixed up with real life 

Factor VI: Appropriate Age to Begin to 
Promote Mature Financial and Social 
Responsibility 

10. Beg~.ll to allow 
money the child 
th:.! child wants 
Td.S teful to the 

their child to spend 
earns in any way 
even if i.t seems 
parents 

15: Begin to make their child aware of 
the cost of objects the child damages 

14. Begin to allow their child to go out 
on a "date" if the crowd of friends 
will be along 
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Girls Boys 

.48 .42 

.44 

.68 .53 

.54 .63 

.49 .57 



Items with a high loading on Factor 1 seem to be related to 
the development of possessiveness and internal control in the 
emergence of a self. The items highly loaded on Factor 1 denote, 
first, a sense of possession (taking things and sharing toys), 
second, a sense of responsibility and self-control (keeping room 
tidy, accepting postponement, and bathing alone), and third, a 
sense of reality (discourage crying and d~scerning make believe 
from reality. It is noteworthy that items pertaining to concepts 
of personal property and self-control' .are highly intercorrelated. 
This correlation implies that the self as an object of one's own 
actions (i.e., "me") is created out of the concept of personal 
property (i.e., what is "mine" and "not-mine") and that self­
control is a mechanism for protecting this self-property. The 
roles of possession and responsibility in personal development 
have; been pointed out by several observers. Charles Horton Cooley 
placed much emphasis upon possessiveness in the development of 
the self. He associated the sense of "my" with the person's 
identity--my name, my family, my friends, my property, and so on. 
On the other hand, Jean Piaget indicated the importance of rules 
by children as "sacr(~d and obligatory" to be of special importance 
in their moral development. Piaget regards the development of a 
sense of duty as a prelude to autonomy. 

The remaining five interpreted factors can be regarded as an 
elaboration of the first factor. They pertain to specific kinds 
of obligations and responsibilities. Factor 2 has to do with 
personal danger, Factor 3,with the care of clothes, Factor 4 with 
learning ethics, Factor 5 with bodily care and concern, and Factor 
6 with learning financial and personal responsibility. 

The analysis of items in Factor 1 pertains to the means and 
variances of ages which parents regard as appropriate for. children 
to learn or to be taught various activities. The analysis of 
means presents a problem of deciding when a difference is meaning­
ful. For younger ages (i.e., to age six or so), differences of 
about a year will be interpreted as meaningful. The analysis of 
variances is directly relevant to the decision as to whether or 
not an age-grade norm exists. When there is a large age variance 
for a particular item, then apparently no general age-grade is 
present; a small v~riance would be taken as evidence of the 
existencs of an age-grade norm in the population. For younger 
children, arbitrarily, a variance of less than 4, yielding a 
standard deviation of less than two years, will be interpreted 
as reflecting the exist/ence of an age-gr9-de norm. 

The timing of items in Factor 1 may be relevant to under­
standing the role of social stratification in self-development. 
Table D-2 shows that the development of the idea of possession 
seems to occur at about the age of two or three, regardless of 
socioeconomic status. Among white children, there is a slight 
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Table D-2 

Age Means on Parental Developmental Timetable for Items in Factor I; Appropriate Age to Begin Teaching 
the Development of a Possessive and Controlled Self (by Child's Sex, Race, and Socioeconomic Status) 

23. 27. 26. 17. 18. 29. 19. 
Race, Sex, Do not. take Share toys Keep room Accept Take bath Discourage Discriminate 
and SES things tidy postponement alone from crying Hmake-believe" 

without from real life 
---.£ermission 

WHITES· (Boys l 

Low SES 3.52 2.79 5.39 5.53 6.00 5.39 5.58 

Middle SES 3.11 2.66 3.96 4.15 5.38 4.04 4.69 

High SES 3.29 2.68 4.35 4.23 5.32 4.30 5.44 

NEGROES (Boys) 

Low SES 3.90 3.34 6.03 6.10 6.48 4.69 7 .. 12 

Middle SES 3.88 3.41 5.24 5.88 5.94 5.24 6.59 
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Table D-2 (continued) 

Age Means on Parental Developmental Timetable for Items in Factor I; Appropriate Age to Begin Teaching 
the Development of a Possessive and Controlled Self (by Child's Sex, Race, and Socioeconomic Status) 

23. 27. 26. 17. 18. 29" 19. 
Race, Sex, Do not take Share toys Keep room Accept Take bath Discourage Discriminate 
and SES things tidy postponement alone from crying "make-believe" 

without from real life 
permission 

WHITES (Girls) 

Low SES 3.53 2.76 5.29 5.50 5.95 5.39 5.55 

Middle SES 3.10 2.65 3.81 4.12 5.33 4.01 4.70 
-. 

High SES 3.27 2.64 4.27 4.11 5.22 4.28 5.48 

NEGROES (Girls) 

Low SES 3.90 3.31 5.90 6.09 6.38 4.74 7.13 

Middle SES 3.82 3.35 4.88 5.82 5.94 5.29 6.47 

-==--------------------------------------------------------------------=--~---------------------=-------------------=-----=----=--,--=-------



tendency for the idea of possession to be expected latf.!~r by low 
status than middle or high staius parents. Negro parents did not 
Sh01W this trend, but generally expected their children to share 
toys and take things only with permission a little later than 
white parents. 

\ 

In spite of the sim'~larit:y among the different Bocioeconomic 
groupings in age at whicb~ possessiveness is expected, the extent 
to which this expectatiorl. consti.tutes a norm differs. The results 
on age variances are show~n in T8LblE~ D-3 ~ For white parents, there 
was actually little difference in variances by socioeconomic status~ 
For Negro parents, however, there was a wide discrepancy of var.iances 
by socioeconomic status; low status parents had variances of around 
ten, while middle status parents had variances of about one. The 
findings relevant to development of responsibility are described in 
the text. 
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Table D=3 

Variances on Parental Developmental Timetable for Items in Factor I; Appropriate Age to Begin Teaching 
the Development of a Possessive and Controlled Self (by Child's Sex, Race, and Socioeconomic Status) 

23. 27. 26. 17. 18. 29" 19. 
Race. Sex, Do not take Share toys Keep room Accept Take bath Discourage Discriminate 
and SES things tidy postponement alone from crying "make-believe" 

without from real life 
permission 

WHITES (Boys) 

Low SES 1.77 1.25 4.89 4.09 4.22 3.60 3.33 

Middle SES .85 4.73 2.33 2.31 2.92 6.33 3.94 

High SES 1.37 1.03 2.48 3.31 2.94 6.69 15.60 

NEGROES (Boys) 

Low SES 10.52 9 .. 91 11.19 12.73 9.66 10.50 12.14 

Middle SES 1.61 ·2.13 4.19 5.49 2.43 5.32 6.38 
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Table D-3 (continued) 

Variances on Parental Developmental Timetable for Items in Factor I: Appropriate Age to Begin Teaching 
the Development of a Possessive and Controlled Self (by Child's Sex, Race, and Socioeconomic Status) 

23. 27. 26. 17. 18. 29. 19. 
Race~ Sex, Do not take Share toys Keep room Accept Take bath Discourage Discriminate 
and SES things tidy postponement alone from crying "make-believe I! 

without from real life 
permission 

WHITES (Girls) 

Low SES 1.77 1.16 4.43 4.64 4.05 3.60 3.44 

Middle SES .84 4.71 1.98 2.28 2.84 6.36 3.94 

High SES 1.38 .96 2.48 2.53 2.83 6.72 16.20 

NEGROES (Girls) 

Low SES 11.01 9.90 11.18 13.20 9.47 10.69 12.40 

Middle SES 1.65 2.12 3.61 5.53 3.31 5.97 6.64 
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