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The purpose of this study was the recommendation of 

ways for the improvement of concept development for the 

Spanish-speaking child. 

Previous studies indicated that many Spanish-speaking 

children were scholastically retarded because of (1) inade

quate language facility, and (2) cultural deprivations, such 

as lack of encouragement to get an education, poor health 

conditions, itinerancy, and inability to interact in the 

learning environment. 

Both the survey method and the statistical method wer̂  

used in analyzing and synthesizing information relevant to 

concept development. 



Surveys of primary and secondary sources of informa

tion were made of psychological studies relating to (1) steps 

in concept formation, (2) sequential levels of concept devel

opment, and (3) utilization of concepts in learning. Like

wise, surveys were made of linguistics pertinent to (1) a 

theory of language learning—a method, (2) English as a 

second language--a tool, and (3) reading as an extension of 

language--a medium; and of the educational status of the 

Spanish-speaking learner in the following areas: 

Life adjustment 
Interaction with chronological age group 
Teacher evaluation of general achievement 
Sequential concept development 
General health conditions 
Personal reading activities 
Intelligence quotient 
Standardized test scores 

Based upon the analysis of data in the study the fol

lowing interpretations were made: 

(1) Acceptable progress in life adjustment patterns 

occurred among children, as reflected in an average grade of 

B in citizenship, 

(2) Pupils had varied reading patterns, the greatest 

evidence of personal reading activity being in Ambient II, 

1-59 per cent Spanish-speaking enrollment in a school, regard

less of orientation. 

(3) The mean age of 12 7,9 months was normal--ten years 

for fourth grade pupils, as contrasted to ages of from ten to 

twenty years in some earlier studies. 

(4) An evaluation of a mean score of C in general 

achievement, and an Otis intelligence mean score of 92.3 were 

consistent with a standardized test score rating of almost 

on grade level in social studies, science, language arts, and 



reading. Pupils were on grade level in arithmetic. Earlier 

studies indicated mild to severe scholastic retardation and 

lower than normal intelligence quotients for many pupils. 

(5) The mean score, 17 0.6 days present, reflected a 

95,4 percentage, an increase over percentages of 68 and 81 

per cent in other studies. 

(6) Pupils' mean score in health indicated no impedi

ments to learning. 

Based upon the analysis of research studies and a 

statistical comparison of two groups of Spanish-speaking chil 

dren, the following findings were identified: 

(1) Language facility is a necessary component of con 

cept development 

(2) Much inquiry remains on how one builds concepts 

and attains a second language facility 

(3) Several factors contribute to scholastic retarda

tion: namely, 

a) conflicts between English and Spanish culture 

b) ambivalence among community members toward 

minority groups 

c) itinerancy 

d) inadequate teaching techniques for learning 

concepts in a second language 

e) a scarcity of materials suitable for the 

language-handicapped learner. 

The conclusions are limited to this study and may not 

be generalized to a total population. They are: 



(1) Many Spanish-speaking children are not attaining 

full benefits from education. 

(2) Linguistic science offers a possible means for 

improving concept development. 

(3) Suitable texts and techniques need to be devel

oped. 

The following recommendations are made for improving 

concept development for the Spanish-speaking child: 

(1) A continuous rather than a sporadic pre-school 

emphasis should be placed on structure in English throughout 

the elementary grades. 

(2) The aural-oral method of teaching English as a 

second language should be scientifically used in conjunction 

with regular content lesson presentations. 

(3) Members of separate disciplines should be encour

aged to cooperate and to research methods, media, and material 

for use with the Spanish-speaking child. 

(4) Teachers of Spanish-speaking children should be 

especially trained in a second language technique. 

(5) Community agencies should enlarge their roles in 

promoting education for every child. 
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CHAPTER I 

INTRODUCTION 

Statement of the Problem 

The problem of this study was to determine ways of 

improving concept development for the Spanish-speaking child 

in the elementary school through (1) the analysis of psycho

logical literature relevant to concept development, (2) the 

analysis of linguistic literature relevant to concept develop 

ment, and (3) the analysis of the relationship of an early 

orientation program in a selected educational system with 

certain types of achievement at the fourth grade level. 

Purpose of the Study 

The purpose of this study was the recommendation of 

ways for the improvement of concept development for the Span

ish-speaking child at the elementary grade level. The purpos< 

was achieved in the following ways: 

1. an analysis of psychological literature relevant 

to concept development 

2. an analysis of linguistic literature pertinent to 

concept development 

3. an investigation of the relationships of a second 

language orientation with achievement at the fourth grade 

level in the following eight areas: 



a) life-adjustment as measured by teacher sub-
4 

jective evaluation of citizenship 

b) opportunity to interact with the chronologi

cal age group as measured by (1) the number 

of re-entries required to achieve fourth 

grade level, and (2) the mean chronological 

age at the fourth grade level 

c) general achievement in the total subject area 

as measured by teacher evaluation 

d) opportunity to experience sequential concept 

development as measured by the days in attend

ance . 

e) General health conditions as evaluated by the 

school health nurse 

f) personal reading activities as measured by 

the library book list, checked as read in 

grades 1-3 

g) Intelligence quotient as measured by the Otis 

Quick-Scoring Test 

h) concept development as assessed by the SRA 

tests in social studies, science, language 

arts, arithmetic and reading 

4, an interpretation, from the investigations, of 

deficiencies in concept development that appear to result 

from an inability to respond successfully in certain social 

and academic environments. 



Need for the Study 

Starkey's synthesization of research. Teaching Span

ish Speaking Children, for the period between the years 19 31 

and 19 61, indicated that educational programs at the elemen

tary level had not accomplished for the Spanish-speaking 

child what they had accomplished for the English-speaking 

pupil, (1:230-233) Such an indication implied a need for 

changes and adaptations in procedures for improving concept 

development for the Spanish-speaking child. 

Among the leaders in the change and adaptation proc

esses were such educators as Sanchez, Tireman, Manuel, Zintz, 

Caldwell, Bumpass, and Fries. 

Sanchez, in the early thirties, reviewed the research 

and reported that differences which existed between the Span

ish-speaking and the English-speaking child made a non-dif

ferentiated type of instruction inequitable. (2:549-558) 

He advised that segregation of the Spanish-surname child from 

the Anglo peers adversely affected the opportunity to learn 

English and to develop concepts. Sanchez advocated desegre

gation of schools and classes and an implementation of a type 

instruction that would remove the language factor handicap. 

(3) Tireman added substantiation to Sanchez' proposals in 

reporting a statewide survey, in New Mexico in the early 

thirties, which disclosed a difference in reading achievement 

at the fourth grade level of 1.45 in favor of the English-

speaking child. (4:6 25) 



In 1940 Coleman edited the Teaching of English in the 

Southwestern States. The report was a compilation of 

research studies purporting to assess the status for the edu

cation of the Spanish iking children in Texas, New Mexico, 

Arizona, and California. Fife, chairman of the Modern Lan

guage Committee, concluded from his assessment in that study 

that there had been too much subjectivity and too little 

objectivity in the forward attack on the problem of teaching 

English in the Southwest. His statement repeated below 

implied a need for research: 

In general there has been too much theory and too 
little experiment , , , , The greatest lack has been 
a careful inquiry into the type of organization best 
adapted to meet the situation, and the tools in the 
form of materials of instruction, syllabi and text
books that are needed, (5:vi) 

Five years later, in 1945, leaders in Spanish-American 

education in the Southwest met to organize a forward attack 

on the problem, Sanchez and Manuel were among the educators 

from the University of Texas which was host to the First 

Regional Conference for the Improvement of the Education of 

Spanish-speaking People in the Southwest. Sanchez, in an 

introduction before the group, summarized the state of the 

problem and the progress in teaching the Spanish-speaking 

child: 

Other educators were Dr. E. N. Jones, President of 
Texas College of Arts and Industries, Kingsville; Dr. Henry 
J. Otto, professor of Elementary Education, University of 
Texas; Dr. Stuart Cuthbertson, professor of Romance Languages, 
University of Colorado; Dr. L. A, Wood, State Superintendent 
of Public Instruction for Texas, 



. , . these issues and problems have not been the 
subject of attack upon a large scale by any agency 
or institution, /Some progres^ . , , has been the 
result of the efforts of a few individuals who , . . 
have sought to encourage the scientific study of the 
problems and to apply remedial measures dictated by 
sound pedagogy. ZUnsound pedagogy referred to the 
practice of segregating the Spanish-surname child 
into separate campuses or into isolated groups on 
integrated campuses? 

. . , It is clear that many worthwhile results are 
possible from such meetings and , . , such contin
uous examination of educational problems would prove 
of great benefit , , , , (3:42-47) 

The report from the committee groups stipulated the 

four main responsibilities of educators to be: (1) to fur

nish leadership in providing educational facilities and to 

see that people took advantage of them, (2) to conduct the 

processes of education with the greatest possible efficiency, 

(3) to advance knowledge through research, and (4) to 

develop a consumers' market for knowledge and for factual 

and factorial information so that the majority thinking would 

coincide with the best thinking, (3:40-47) 

This research encompassed a small portion of the fur

ther actualization of the stipulations made at the First 

Regional Conference for the Improvement of Education for the 

Spanish-speaking people in the Southwest. 

By 19 50 efforts to develop curriculum programs adapted 

to the special needs, of the Spanish-speaking child were being 

made. Tireman stated: 

Within the past fifty years of this century has come 
the realization that . . . all children ^eed not7 
be taught by the same methods and through use of the 
same materials. Recognition of the democratic prin
ciples of the worth of the individual has resulted 



in an effort to develop curriculum programs 

adapted to the needs of all the students served. (6) 

Coleman's review of literature indicated that specialized 

guides developed in the thirties were for the beginning 

grade. (5:126-149) 

Baca, in 1956, found in his review of development of 

specialized curriculum guides in the five southwestern 

states that each had a guide for a pre-first grade program; 

some states had guides for the first grades, but very few had 

any guides for the teachers above the third grade. (7:96-9 8) 

This present study purported to provide useful infor

mation for developing curriculum above the third grade. 

Educators in the early 1900's began investigating com

petency in assessing innate ability as a predictor of achieve

ment for the Spanish-speaking child. Manuel provided evidence 

to indicate that a standardized test score was not an absolute 

in determining achievement. In 1935 he summarized a study 

conducted in the San Antonio Public Schools. Items (1) and 

(3) stated: 
A Spanish translation of the Stanford-Binet Scale 

can be used to advantage in the prediction of achieve
ment of Spanish-speaking pupils in the first and 
second grades, but used alone it is inadequate for 
individual prognosis. 

When scores of Spanish-speaking children are 
reported, one needs to know something of their pre
vious experiences with tests if due allowance is to 
be made for practice effect. (8:37) 



In 19 58 he wrote: 

The typical language experiences of the Spanish-
speaking child create special problems for the 
tester, . . , the children are handicapped by 
lack of sufficient mastery of any language. This 
handicap is a factor in test performance as in 
school work in general. (9:70) 

Zintz, in the teacher-training programs in the Uni

versity of New Mexico, reiterated Pintner's caution that 

care should be exercised in comparing children with differ

ing language backgrounds when verbal intelligence tests were 

the bases for the comparison. (10:115-155) 

Caldwell, in his thesis study of teacher evaluation 

of bilingual children in California, produced evidence that 

indicated a lack of teacher competence in certain areas, 

which could adversely affect concept development for the 

Spanish-speaking child, Caldwell found that teacher grades 

in achievement did not correlate highly with standardized 

achievement tests in a subject area. He also found that the 

Spanish-speaking child received lower grades than the Anglo 

child from the teacher in essay examinations. Both groups 

scored consistently close on standardized tests. (11:288-292) 

This study proposed to provide information from the 

investigations that could be useful in historical compila

tions of overall progress in teacher competence patterns in 

teaching for concept development for the Spanish-speaking 

child. 

By 19 5 8 the early concerns of educators that affected 

concept development appeared to be superseded by the need for 
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a scientifically sound pedagogy which was developmental 

rather than remedial in nature. 

Bumpass, a language specialist, encouraged the use 

of a second language approach for improving concept develop

ment among the Spanish-speaking children. She explained 

that with Spanish-speaking children an approach differing 

from the traditional technique would be necessary if concept 

development were to be improved. In a bilingual workshop 

she stated: 

Learning a foreign language is a progressive experi
ence and a progressive acquisition of a skill. It 
is the formation of a set of speech habits and not 
the memorization of a set of isolated words and 
phrases. , , , The linguistic aim is the mastery of 
habitual stimulus-response behavior without neces
sity of conscious thought, (12:ch.2) 

Fries, founder and director of the English Language 

Institute at the University of Michigan, indirectly influen

ced the scientific linguistic approach for the improvement 

of concept development. In 1940 he produced a linguistic 
» 

reader for teaching a child of three to read. He continued 

to explore the possibilities of applying linguistic knowledge 

to the problems of teaching. Fries published manuals for 

showing the contrastive differences between Spanish and Eng-

lish. Fries stipulated that the "aural-oral" method of 

teaching foreign language could be integrated into an "aural-

oral" method of teaching the language arts. (13:6-7) 

2 
Charles Fries, Michigan University English Language 

Institute, Vol. I (Ann Arbor: University of Michigan Press, 
1945), pp. 98-153. 



When the philosophy for instruction changed from a 

remedial to a developmental one, basic groundwork had been 

done for changing and adapting programs to meet the special 

needs of the Spanish-speaking children. 

In Texas, in 1959, the 56th Legislature passed House 

Bill 51 to implement the proposals to improve concept devel

opment for the Spanish-speaking child. The law provided 

forty to sixty days, between the close of one school year 

and the opening of the next year, of instruction in the Eng

lish language for the child who was bilingual and would be 

six on or before September of the following school year, 

(14:5) 

In Texas the Lubbock public schools participated in 

the program in the summer of 1960. Traditionally trained 

£as differentiated from linguistically oriented/ teachers 

conducted the program. Encouraged by the results of several 

of the programs in Texas, the Texas Education Agency con

ducted a workshop in which a guide was developed for use in 

the summer program of 1961. The guide made no mention of 

health services because the state had not provided funds for 

nurses' salaries. The Lubbock school nurses, however, vol

unteered their services for the pre-school session so that 

any physical impediment to learning could be attended and 

the child could become oriented to the kind of health habits 

expected of middle class school children. There was no 

objective evaluation of Lubbock's 1961 program. 
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There was a need to analyze the results of the 

achievement in the 19 61 program in order that comparisons 

could be made with the later programs which evolved as a 

result of the national government's decision, in the sixties, 

to participate in the school programs for the disadvantaged 

child. 

Many teachers certified in elementary education 

expressed a desire to obtain specialized training in the area 

of language and concept development for the Spanish-speaking 

child. Many attended N.D.E.A. (National Defense Education 

Act) Institutes for teaching English as a second language. 

There was a need to provide objective information for the 

directors of future institutes. 

Administrators, encouraged to improve instruction 

through federal grants, needed available information on best 

procedures for teaching the Spanish-speaking child in order 

(1) to do long-range planning, (2) to select competent 

teaching staff, and (3) to use educational materials to the 

best advantage. 

Personnel in teacher-training institutions, responsible 

for teacher competence in the specialized area, needed infor

mation based on sound research in order to develop prepara-

tional programs in the colleges and universities. 

Textbook publishers were asking for help in developing 

new programs that were developmental for the language-handi

capped child. 
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Objective research should produce information to 

meet the needs of the administrative personnel, the person

nel in institutions, and the book publishers. 

This review of needs indicated that educators in the 

Southwest had made efforts to provide equality of educational 

opportunity for the Spanish-speaking child. They affirmed 

that the process was a complex one and that special attention 

and special techniques seemed necessary to achieve the goal. 

Therefore it was apropos (1) to analyze the psycho

logical and linguistic literature related to concept devel

opment, (2) to examine objectively the effect of language 

orientation programs for Spanish-speaking children in improv

ing pupil response to certain social and academic situations, 

(3) to identify any deficiencies in concept formation that 

appeared to result from an inadequacy in language develop

ment, and, based upon the findings, (4) to suggest ways for 

improving concept development in the Spanish-speaking child 

within the elementary grades. 

Scope of the Study 

The scope of this study was limited to two types of 

investigations: (1) a perusal of literature related to psy

chological and linguistic aspects of concept development and 

to literature relevant to Spanish-speaking learner, and (2) 

a survey of permanent records of two groups of Spanish-sur

name children in a selected school system. 



12 

Of the Spanish-surname children selected, group one, 

experimental, (1) were in a fourth grade class in any ele

mentary school in the Lubbock Public Schools in 1965-66, and 

(2) were consistently and sequentially in any elementary 

school in the Lubbock Public Schools for the previous levels, 

grade one, grade two, and grade three, and (3) attended a 

pre-school session as provided by the 56th Legislature in 

Texas. Group two, control, (1) were in a fourth grade in 

any elementary school in the Lubbock Public Schools in 19 62-

63, (2) were consistently and sequentially in any elementary 

school in the Lubbock Public Schools for the previous levels, 

grade one, grade two, and grade three, and (3) attended no 

pre-school session. 

From the records of the 6 21 Spanish-surname boys and 

girls in the fourth grade during the 19 6 5-66 school year, 207 

records were selected for the study. 

No attempt was made to include other aspects of the 

Spanish-speaking learning problem in this study. 

Hypotheses for the Study 

The following hypotheses were formulated for this 

study: 

1. The mean of the teacher evaluation of citizenship 

will be greater for the total pre-school group of Spanish-

speaking children. 

2. The mean of the entries, required to achieve 

fourth grade level, will be smaller for the total preschool 
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group, and the mean of the chronological age will be lower 

for the total pre-school group. 

3. The mean of the teacher evaluation of the general 

achievement in the total subject area will be higher for the 

total pre-school group. 

4. The mean of days in attendance will be greater 

for the total pre-school group. 

5. The mean in general health conditions will be 

smaller for the total pre-school group. 

6. The mean of the number of books read will be 

greater for the total pre-school group. 

7. The mean of the intelligence quotient will be 

higher for the total pre-school group. 

8. The grade equivalent for the total pre-school 

group will be higher in the five areas of the standardized 

test—social studies, science, language arts, reading, and 

arithmetic. 

9. The pre-school groups in Ambient II (higher Anglo 

constituency) will achieve higher grade equivalents than 

pre-school groups in Ambient III (lower Anglo constituency). 

Definition of Terms Used 

Concept Development 

Concept development in this study had two aspects: 

(1) the psychological and (2) the linguistic. 

The psychological aspect referred to the cognitive 

process of forming mental images that have meaning relevant 



14 

to a particular task at any given time. The process implied 

learning and retention. It included: 

1. learning names; attaching characteristics, fur

ther naming processes, to the "name" 

2. discriminating and discerning forms, functions 

and relationships about the "named" 

3. arriving, either by reason or intuition, at a 

generalized idea, thought or opinion about the "named" 

4. remembering the "named" in such a manner that it 

may be used when the need arises. 

The linguistic aspect connoted the ability: 

1. to use language denotatively and connotatively, 

in verbal or non-verbal situations 

2. to analyze and to synthesize aspects of language, 

a tool to be used in problem solving, so that the solution 

is meaningful to the learner and applicable in further prob

lem solving situations 

3. to communicate the understanding of the learner 

to others in any given task situation^ 

Spanish-speaking Child 

Spanish-speaking child in this study referred to the 

child who: 

1. had a Spanish surname 

2. heard Spanish spoken at home or among friends 

3. spoke Spanish with one or both parents and 

4. spoke or tried to speak English at school. 
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In this study Spanish-speaking and bilingual were synonymous. 

Southwest 

Southwest included the states of Texas, New Mexico, 

Colorado, Arizona, and California. 

Ambient III 

Ambient III represented any school environment in 

which the Spanish-speaking student body was 60-100 percent 

of the total student body. 

Ambient II 

Ambient II represented any school environment in which 

the Spanish-speaking student body was 1-5 9 percent of the 

total student body. 

Pre-school 

Pre-school named a particular oral English orientation 

program provided for Spanish-speaking children who were to 

enter a first grade in a regular school term in 1960. The 

Texas Legislature in 19 5 9 provided the program upon request 

from districts. The program was not compulsory for the stu

dents. 

Linguistic Factors 

Linguistic factors explicated an approach to learning 

a second language which purports to help the learner 

1. realize the phonemic differences between the native 

and the target language. 
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2, respond to new syntactical patterns until the 

response is automatic, 

3, understand the idiom of the target language 

4, grasp denotations and connotations of graphemes 

in the target language 

5, use words and structures to communicate in the 

target language. 

Health Conditions 

Health conditions included kinds of problems that a 

school health nurse attended for every school child: (1) 

T.B. tests, (2) record of smallpox, diphtheria, and polio 

immunizations, (3) posture, (4) glands, (5) tonsils, (6) 

gums, (7) teeth, (8) eyes, (9) ears, (10) nutrition, and 

(11) skin condition. 



CHAPTER II 

SURVEY OF LITERATURE 

Psychological Aspects 

Certain learning theories as they apply to the whole 

child--mental, physical, emotional, and social--seemed to be 

somewhat stabilized in the minds of many educators. They 

agreed that motivation, basic laws of readiness, exercise, 

and effect are especially applicable in the area of language 

learning, (15, 16, 13, 17) Motivation implies that the 

learner has a need and a desire to learn; the experience 

which he brings to the learning climate is a basis upon which 

to develop concepts; in a climate for a native speaker, the 

experience usually connotes some degree of readiness to trans

fer the oral word to the written; the law of exercise is more 

necessary for a non-native speaker, because he must build an 

oral efficiency in the language of instruction before he can 

proceed to develop or to communicate the concepts; and the 

law of effect operates to encourage or to discourage the 

handicapped learner. 

The validity of the general laws of learning was 

accepted. In the survey of the literature of concept of 

development, however, certain aspects were pertinent in this 

study. These aspects were: (1) the determining of the steps 

17 
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involved in the forming of concepts, (2) the defining of the 
4 

sequential levels of concept development (18:53), and (3) the 

utilization of concepts, (18:6) 

Steps in Concept Development 

Fergus explained that concept formation, i,e,, concept 

development, was the process that bridged the gap between 

perception on the one hand, and thinking on the other. Per

ception was the lower order process in which man received 

stimuli through the senses, interpreted them, and responded 

in adjusting to his environment. (19:289-290) Hunt main

tained that the perceptual act of organizing was immediate, 

i,e,, the subject could make a response to a stimulus with

out analyzing the component parts. (18:5) The conceptual 

or generalization process went a step farther and allowed 

man not only to adjust to his environment, but also to manipu

late the information received in the stimuli in such a way 

that he could classify, categorize, generalize, test, reor

ganize, and reduce the number of alternate responses that 

would otherwise have been necessary had the individual con

tinued to respond atomistically to each stimulus. (19:290) 

Kendler defined the area of inquiry as concept formation, 

taken to imply the acquisition, or utilization, or both, of 

a common response to dissimilar stimuli. (20:447) 

Of the large body of literature concerning concept 

formation, five approaches in concept development seemed 

appropriate for this study. They were: (1) the identical 
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elements approach, (2) the relationship approach, (3) the 

functional approach, (4) the common mediation approach, and 

(5) the problem-solving approach. 

The Identical Elements Approach 

Hull, in an experiment in 192 0, explained the dynamics 

of the identical elements approach thus: A child learns to 

abstract and identify elements that apply to "naming," She 

hears the name "dog." She may show no overt response. Later 

she sees a form with fur and four legs and again hears "dog." 

The next time the form with fur and four legs becomes a stim

ulus, she abstracts the like elements of the previous stimuli 

and relates them to the name, "dog," She verbalizes, "dog." 

(19:292) 

Hull used a test of abstracting common elements in an 

experiment using Chinese characters, each character having a 

common element embedded in the stimulus; e.g. '^ , a charac

ter, is the Chinese word for wood. Any word related to wood 

contained that symbol as the common identifying element. The 

students were given no set as to method of arriving at the 

correct label for the pictograph. The gradual "dawning" of 

the common element idea as a clue to correct responding caused 

Hull to conclude (1) that an individual's formation of con

cepts usually synthesized gradually and (2) that developing 

the concept of identical elements was made more effective when 

the identifying element was made distinct from the surrounding 

environment in the total character. (19:292) 
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Munn in his studies concluded that in order for an 
4 

adequate concept to develop, the law of dissociation by vary

ing concomitants had to prevail. The idea "dog," for exam

ple, had to become so dominant that upon one's seeing the 

dog form, regardless of the environment or the situation, the 

word "dog" would be the instant response. (21:418) 

Eleanor Gibson experimented with paired associates 

lists and concluded that the problem facing the learner in 

concept formation was more than identifying common elements. 

She pointed out that the subject responding had to be able 

to make a discrimination between different items on the same 

and different lists. She found in an experiment that on 

exposing subjects to two lists the poorer performance occur

red when there was a greater physical similarity between the 

stimuli. The tendency for a subject to give the response 

elicited for stimulus A to a very similar stimulus A' in the 

same lists, but to make the correct response to stimulus A 

and stimulus A' when each was placed in an environment pro=-

viding cues for discrimination, caused Gibson to refer to 

the subject's tendency to generalize to a different stimulus 

as the gradient of (stimulus) generalization. Seeing identi

cal elements was an insufficient method for correct respond

ing in her experiment. (18:53) 

Bourne and Haygood showed that there was more rapid 

learning when the criterial value of each relevant dimension 

was perfectly correlated with the naming response. (18:58-

65) Skinner's experiments with operant conditioning, i.e., 
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giving reinforcement of right and wrong to each response, 

showed "The extent to which subjects discriminated was 

related inversely to the ratio of response reinforcements." 

(22:220) 

Based upon findings in reviews of studies, it appeared 

that the identical elements approach included (1) recognizing 

likenesses and differences and (2) discriminating which aspect 

applied in any given task. 

The Relationship Approach 

Smoke advocated the idea of relationships as being 

relevant to concept development. He criticized Hull's idea 

of identical elements. He prepared examples of ten concepts 

in the form of geometrical designs on a piece of cardboard, 

giving each concept a nonsense label. .Variations in color, 

size, shape, and width of line were used. Relational aspects 

were present among the figures, but unidentifiable as iden

tical common elements. Three criteria for mastery were used; 

(1) verbal definition, (2) drawing, and (3) choosing examples 

from a series of figures containing "correct" and "incorrect" 

designs. Verbalization was difficult, but drawing and choos

ing were generally acceptable. He interpreted the results to 

indicate that verbalization was not necessarily relevant to 

concept formation, and that by insight into relationships one 

might suddenly achieve an insight into concept formation with

out seeing identical elements or having to verbalize or to 

name. (23:No. 4) 
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Brownstein and Weiner analyzed the situations in 

which kinds of relationships functioned in the English struc

ture of language and enumerated the following eighteen items 

as being common to concept development proficiency: 

1. Worker : article created 

carpenter : house 

writer : book 

2. Worker and tool used 

carpenter : saw 

writer : typewriter 

3. Tool and object worked on 

pencil : paper 

saw : wood 

4. The act the tool does to object worked on 

saw : wood 

knives : bread 

brake : car 

5. Time sequence 

early : late 

dawn : twilight 

sunrise : sunset 

6. Cause and effect 

germ : disease 

carelessness : accident 

explosion : debris 
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7. Degree of intensity 

tepid : hot 

joy : ecstasy 

admiration : love 

8. Class -- species 

furniture : chair 

insect : grasshopper 

mammal : whale 

dog : poodle 

cow : jersey 

9. Type: characteristic 

cow : herbivorous 

tiger : carnivorous 

10. Grammatical relationships 

a) mine (first nom -- first possessive) 

b) wolf : vulpine 

c) have : had 

d) alumnus : alumni 

11. Synonyms 

lie : prevaricate 

kind : benevolent 

12. Antonyms 

never : always 

love : hate 

13. Homonyms 

hour : our 
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their : there 
4 

wear : where 

14. Rhyming 

had : bad 

15. Person thing he sees 

alchemist : gold 

prospector : gold 

16. Person and thing he learns to avoid 

child : fire 

pilot : reef 

17. Part to the whole 

soldier : regiment 

star : constellation 

18. Sex 

duck : drake 

bull : cow 

(24:112) 

The Functional Approach 

Heidbreder conducted an experiment among a group of 

college women in which the subjects had to ignore the func

tional role expressed in the stimulus in order to abstract 

form as the correct response in one part of the presentation 

The forms consisted of circles each of which had embedded 

within it items such as a church with a cross, a clock, or 

a wreath. Other presentations consisted of concrete objects 

or objects that required number as the function to the 



2 5 

correct response. Items, such as houses and trees, were 

easily labeled. The necessity to ignore function in the 

seeking of form caused some processing trouble, but the real

izing that number was the cue to a correct response required 

more trials than the other stimuli types. 

Heidbreder interpreted the results to indicate that 

situational support in concept development was important and 

that function was a higher order process than relational dis

crimination, (19:295) 

The Mediation Process Approach 

The mediation process seemed to include and subsume 

the simpler approaches reviewed, Osgood propounded the media

tion process as a key to concept development. He defined 

mediation as referring to the idea that each object in a con

cept-learning experiment evoked cues which were conditioned 

to it before concept learning was begun, (18:79) Bruner 

described mediating as the arriving at a solution by some 

logical process which required active abstracting, discrimin

ating, and selecting on the part of the learner, as differ

entiated from the process of intuitive or immediate respond

ing to the concrete stimulus without considering the separate 

components. (25:60) The Kendlers emphasized (1) that a true 

concept emerged when varying stimulus patterns, not necesar-

ily containing any feature in common, elicited a common media

ting response which served as a cue for conceptual behavior, 

and (2) that language was requisite to the process. (22:231) 
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Osgood explained the mediating response as more than 

seeing and abstracting identical elements or discrimination 

or recognizing functional role. He saw the mediating 

response as more than overt naming or responding. He sug

gested that the mediation takes place by the process in which 

the subject has a stimulus object located in a continuous 

semantic space of meaningfulness. Osgood described much of 

the "functional" aspect in Heidbreder's work (19:297) as the 

learning of what he called a mediating response. He pointed 

out that we apply the term "country" to names, such as "Japan," 

"England," "Russia," and "China" without evidence of any com

mon elements, any perceptual relations, or any functional 

equivalences. He proposed that the requisite of concept 

formation was that of learning a common mediating response to 

a given group of objects or situations. 

An application of the concept of the mediation response 

was tested in an experiment performed by Reed, Reed instruc

ted the subject that each nonsense syllable stood for a class 

of things. The subject responded to the symbol, a word; then 

he found the word to which its class was named, e.g. beet, 

vegetable. The problem then was simplified. He added the 

new nonsense syllable to the prior knowledge and responded 

correctly. An increase in the number of presentations showed 

no marked decrease in efficiency of responding. Clustering 

seemed to be a positive process contributing to concept 

development. (19:292-298) 

The Stimulus-Response (S-R) learning theory group of 

approaches amplified by the mediation response approach 
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seemed adequate in this study to explain the concept develop

ment processes and the transfer of concepts based on simple 

discrimination. Since a greater part of a child's learning 

activity, however, requires difficult, intricate abstract 

thinking, the aspects of the more complex technique--the 

problem-solving approach--was reviewed. 

The Problem-solving Approach 

Among educators the emphasis of psychologists in the 

twentieth century has been on determining the person's needs 

in a verbal and highly technical society. The scientific 

thinking process--the problem solving—predicates that a 

variety of simpler forms of learning has occurred. Some pre

vious learning has accrued. It may also predicate that 

learning is included in the very process of solving the "set" 

at hand. For any learner, the communication to the fellowman 

must be concerned with the amount of time taken in the solu

tion and the efficiency of the performance. 

Gagne", representative of the thinking relevant to 

scientific classification of steps in concept formation 

according to the Gestalt psychologists, set forth the bases 

for the problem-solving process. He specified that the prob

lem-solving stimulus situation was one that could be categor

ized by physical stimulus characteristics alone. His stipu

lation meant that abstract properties were indefinite identi

ties. (22:303) The learner identified the aspects of the 

stimulus situation in accord with -the instructions given in 
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the light of the terminal performance stipulated. Then the 

learner recalled former situations and performance capabili

ties, and related or abstracted the relevant knowledge appli

cable in the present situation. The learner then transferred 

the relevant knowledge and channeled his thinking toward 

responses necessary in the present problem solution, (22:303) 

Usually verbalization, or interpretation of oral or written 

verbalization 5 as opposed to infrahuman response, was neces

sary in the process. 

Summary, In summary, it appeared that: 

1. Seeing identical elements and applying them posi

tively was the simplest process in concept development. 

Applying the elements negatively or reversibly was more dif

ficult , 

2. Seeing relationships and associating them was a 

higher and more complex process in concept development; ver

balizing the concept was more difficult than the act of asso

ciating ideas in a performance. 

3. Learning functions of different stimuli was closely 

connected with the cultural environment of the individual 

learner. 

4. Cultural influence affected the efficiency of 

responding in certain situations. 

5. The mediation process indicated a more complex 

routing of response than any of the first three approaches 

seemed to require. 
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6. The most highly complex of the approaches was the 

problem-solving approach. It required: 
* 

a) identifying the requirements of the terminal 

performance, 

b) identifying parts of the stimulus situation, 

c) recalling relevant subordinate situations 

and performance capabilities, and 

d) c]:ianneling thinking toward a solution. 

(22:305) 

Sequential Levels of Concept Development 

Two psychologists, Piaget and Gagne, defined levels 

of concept development. Piaget provided a broad categoriza

tion of the steps in concept development and assigned chron

ological age levels corresponding to the level of concept 

attainment. The stages were: 

Stage 0, first two years--acquiring sensorimotor control 
Stage lA, 2 and over--extracting concepts from experience 
Stage IB, 4 and over--intuitive use of concepts 
Stage II, 7 and over—mastering concrete operations 

(control through perceptual anticipation of 
consequences) 

Stage III, 11 and over--mastering formal operations 
(control through logical deduction of possibilities 

and consequences). (18:113, 26:119) 

Although some psychologists such as Huang and Lee (27:71-121) 

criticized the general conclusions of Piaget, the estimate of 

concept growth patterns has been accepted as a guide for pre

dicting expectations in child learning capability. (28:329; 

18:113; 29:389-400; 21:359-362) 
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Stage lA shows the stage when the child begins the use 

of language. He tries the articulation of sounds, trial and 

error, over and over. He is rewarded for his efforts until 

a habit response pattern is established between the physical 

objects in the immediate environment of the learner; He begins 

to understand relational concepts, such as "Too much," "Too 

much water; you will spill it," and "Mary may play a little 

while." Ke does not verbalize the relationship, but extracts 

the idea from the context, 

Stage IB Piaget called the intuitive stage because the 

relational concepts are impressionistically held. The height 

of water in a glass relates with the amount of water. Height, 

therefore, is the cue for responding "more," The child can 

compare two pieces of cake if the two are side by side. He 

cannot remove one of the physical objects and make the same 

comparison, 

The learner at this stage cannot retrace stimulus 

effects or look ahead and contemplate the results of the 

responses he makes. 

In Stage II, the concrete operations stage, the 

learner begins to understand reverse order. He begins to 

understand adding to and taking from. Thinking begins to 

remove some of the necessity for trial and error. 

At Stage III, the formal operations stage, the learner 

begins to make logical inferences and to use language to 

express verbal principles. He can begin to handle abstrac

tions. He does not have to perform the laborious task of 
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attending each of the stimuli in an atomistic fashion. 

(28:328-337) 

Gagne stipulated another ordering of the leveling of 

sequential development in learning concepts; namely: 

1. Response learning—establishing response connec

tions to stimuli with specific physical dimensions 

2, Chaining--building successively upon a previously 

established response 

3 . Ver.bal learning—establishing labels to physical 

stimuli within limits of the primary stimulus 

4. Concept learning--establishing—mediating respon

ses to totally dissimilar stimuli and classifying 

5. Principle learning--establishing a response that 

functions as a rule, for example, if A, then B 

6. Problem solving--establishing a process which 

combines any of the previous processes, and establishing with 

the combination a new rule, (22:312) 

Summary, The representations of the steps in sequen

tial concept development in Piaget did not differ greatly 

from the presentations by Gagne, In all of the situations, 

language as a means of communicating the response was infer

red. The stages appeared to go from the inductive to the 

deductive. The inductive is that pre-school stage when the 

child generalizes about his environment from the many atom

istic experiences in his immediate environment. The deductive 

is the stage when he can handle the immediate autonomously 
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and concentrate on reversing, recentering, and decentering 

relationships at an abstract level and communicate appro

priately to the fellowman as the occasion demands. 

Utilization of Concepts in the 
Learning Environment 

Melton stated that the utilization of concepts as an 

area of scientific investigation had largely been ignored. 

(22:18) Bruner, et al., in 1965, agreed with Melton's state

ment and pointed to recent efforts to recapitulate the 

inquiry in a more scientific way than earlier psychologists 

in the S-R theory group were able to do. (30:pref.) Bruner 

evaluated the mediation theory as the most acceptable one up 

to 1950, but realized the elusiveness in the problem of the 

utilization process because one cannot know the inner work

ings of the mind itself. (30:1965, VIII-X) Brown, an anthro

pological linguist, indicated the value of studying language 

as a part of utilization of concepts in thinking when he said, 

"Language is the process of cognitive socialization." (30: 

1965, 248; 31:130) Brown and Lenneberg reported to partici

pants at the XVII International Psychological Congress that 

cognitive differences could be described in terms of avail

ability of concepts and that the availability could be codi

fied. (31:130-135) 

As early as the 1930's, Sanchez, in his experience in 

translating intelligence tests for Spanish-speaking children, 

discussed the problem of availability of concepts in learning 
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environments. He found that translations directly from the 

English version of the test to the Spanish equivalent, struc

ture-wise, could affect the total concept meaning. (32:401) 

Roca, in Puerto Rico, corroborated Sanchez's findings and 

stated that tests needed to be adapted from one culture into 

another. (33:124-131) For example, "picnic" and "sleeper," 

items in the questions on the Wheeler Scale for Children, have 

little cultural identity for Puerto Rican children. In the 

Binet text, Roca noticed the changing of the abstract noun 

"connexion" which is the Spanish word for "connection," to 

"connecta," which is the verb form, because children under

stood the word to be "coleccion," the word for "collection," 

"Courage" was changed to "valentia" rather than to "valor" 

because the word "valor" in Spanish also means "value." 

"Value" was the simpler word and the response was more often 

to "value." (33:124-131) Rodriguez Bou's conclusions on 

parallelism in translations of test items further explicated 

the problem of utilizing concepts in learning environments 

when he synthesized that "positive evidence of the parallelism 

of English and Spanish words is not convincing." (34:202) 

Laboratory exploration of the utilization process or 

of the strategy in categorizing and using clues has usually 

been in a one language environment. Bruner and others 

studied concept-development in several environments and con

cluded that the process is probably the same in any language, 

but extenuating circumstances, be they language, fear. 
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ignorance, or status, affect the efficiency of any method of 

utilizing concepts. (30: 1966, 319-326) 

Cronbach summarized seven elements present in any act 

of using any level of an accrued concept in building new 

concepts. 

The list resembled Gagne's problem-solving approach 

to concept formation: 

1. Situation--one looks at the alternatives inherent 

in the stimulus response choice, 

2. Personal characteristics--one evaluates one's 

ability, attitude, and expenditure of time and effort and 

assesses a mode of response. 

3. Goal--one directs attention toward the goal. 

4. Interpretation--one reviews past stimuli, past 

responses, past satisfactions and predicts the response or 

outcome of an action, 

5. Action--one chooses a course of action, 

6. Reaction to thwarting—one responds, checks the 

results, evaluates, attempts again, reorganizes, reinter

prets, adjusts in light of the desired goal achievement, 

7. Consequence confirmation or contradiction--one 

accepts the goal achievement as satisfactory or rejects the 

goal achievement as inadequate, (28:68-75) Cronbach 

explained the levels of previous concept formation as occur

ring separately or in combination as the capability of the 

person allowed. 
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The citations of concept formation and hierarchical 
4 

levels of concept development in the previous two sections 

dealt with experimental observations, 

Cronbach gave an example of the way these factors of 

mediating response would apply in utilization of concepts in 

a non-laboratory situation. He indicated that the responses 

occurred (1) horizontally, i,e,, straight naming, and (2) 

vertically, i,e,, functionally, and relationally. He fur

ther pointed out that a concept was not fully learned until 

the learner knew where to apply the knowledge. An enlarge

ment upon Cronbach's idea illustrated hierarchical levels 

further. 

The abstract symbol, the aggregation of ordered pho

nemes, "insect" represents an identifiable concrete object. 

That abstract symbol can be vocalized by human beings. The 

object by sensory stimuli impinges upon the brain. As the 

press of the environment demands, the mind attends to the 

image of the concrete referent. At a very young age, the 

response may be, "bug," At stage III in Piaget's guide, the 

response will likely be "insect" for boys and still "bug" 

for the average girl. The availability of a mediating 

response for the boy allows him to identify common charac

teristics of this referent with the criteria he has had from 

previous conditioning to identical elements and form. He 

can use the criteria to dissociate this kind of creature, a 

named, animate being, from other similar kinds of things. 

A spider could not belong to this classification, even 
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though the form is almost the same. Criterial elements dif

fer; one must discriminate these elements from the set 

"insect." These propositions can relate vertically as to 

function and sub-class. These propositions can predict 

what the "insect" can do and what can be done to the insect. 

The propositions can be tested and verified. 

If another human being directs the boy to "Use Mala-

thion to spray harmful insects," the direction may not be 

understood because the concept of "harmfulness" and the con

cept of Malathion may have no availability to the boy's 

mediating response. Granting that these concepts, destruc

tion and "harmfulness" in relation to something of value to 

the boy, are understood, he still may understand only "Use 

Malathion to spray aphids," a narrow application of the con

cept. "Use Malathion to spray sucking insects," a broader 

understanding, is applicable if the learner knows other 

relational aspects of sub-classification, "sucking" and 

"chewing" insects. 

If the boy's functional concepts and relational con

cepts extend to know the common elements of the chemical, 

malathion, he can go to the chemist and buy in bulk the 

chemical and save paying for the brand name. The girl, on 

the other hand, who has fear as an interference in the 

response mediators, will always have to depend on the brand 

name and the explicit direction given on the container in 

her use of the chemical to destroy "insects" she believes 
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to be harmful. In her act she is likely to destroy the help

ful and the harmful with equal diligence. (28:320) 

In the example, enlarged upon from Cronbach's illus

tration, language was shown to be a factor in concept learn

ing. Learning both functions and relationships and using 

names in the process was implied to be a more difficult 

aspect than learning language (words) in concept develop

ment . 

Bruner reiterated what Cronbach described in the exam

ple given above by saying the process of concept development 

was "going beyond the information given" to educe new infor

mation, Bruner also gave a clue to the problem of concept 

utilization for the Spanish-speaking child in indicating 

that a failure of perceptual readiness occurred "first, 

through a failure to learn appropriate categories for sorting 

the environment and for following its sequences, and second, 

through a process of interference whereby more accessible 

categories with wide acceptance limits serve to mask or pre

vent the use of less accessible categories for the coding of 

stimulus input." (35:252) 

Bruner proposed four general sets of conditions which 

helped to explain how to maximize the transferability of 

knowledge, skills, or attitudes learned to new situations. 

They were (1) set or attitude, (2) need state, (3) degree of 

mastery of the original learning from which a more genetic 

coding system could be derived, and (4) diversity of training, 

(35:99) • 
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Summary. Many psychologists of the 1960's were 

agreed that utilization of concepts in the thinking process 

had not been explored fully in a scientific manner, (22: 

3 0-31) Brown expressed the idea that language was a process 

of cognitive socialization, Sanchez, as early as 1934, 

iiT.plied that the Spanish-speaking child faced difficulties 

in the utilization process because the cognitive socializa

tion between English and Spanish was not parallel in enough 

instances. 

Cronbach reviewed elements present in the utilization 

process which resembled elements in a problem-solving tech

nique. They were: (1) situation, (2) personal acumen, (3) 

goal, (4) interpretation and prediction, (5) action, (6) 

reaction to thwarting, and (7) consequence of confirmation, 

positive and negative. Bruner implied that language inade

quacy adversely affected concept development. 

Sectional Summary--Psychological Aspects 

The survey of literature related to psychological 

aspects of "Steps in Concept Formation," "Sequential Levels 

of Concept Development," and "Utilization of Concepts in the 

Learning Environment" indicated that regardless of the theo

retical approach--S-R Bond or Gestalt--the learning of con

cepts approximated the following order and included: 

1. some kind of a stimulus 

2. some decision about the stimulus 

3. some naming process 
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.4. a recognition of identical elements 

5, a discrimination of similar from dissimilar 

elements 

6, a categorizing into sets 

7, seeing functions of elements alone or in sets 

8, discerning relationships 

9, testing functions and relationships 

10. diverging elements 

11. converging elements 

12. using consciously and/or unconsciously a com

bination of any of the processes to educe an 

understanding of the concrete and the abstract 

in arriving at a generalization which is termed 

an "idea," a thought, or an opinion 

13. utilizing the concepts developed in problem 

solving 

14. utilizing any communicative process, verbal or 

non-verbal, to indicate the understanding of 

the concept to self and to others. 

A failure, organic or psychological, at any one of the 

points mentioned could substantially reduce one's efficiency 

in concept development. Certain conditions existing con

comitantly at every step mentioned could affect the maximi

zation of transferability of the "idea" to new situations. 

These conditions were (1) set or attitude, (2) need state, 

(3) degree of mastery of the original learning, and (4) 

diversity of training. 
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L i n g u i s t i c A s p e c t s 
4 

Theory of Language Learning—A Method 

The psychological aspect of concept development and 

the linguistic aspect are interdependent in that the lin

guistic aspect must operate within a psychological frame

work, and vice versa. (31:94) Yet a separate examination 

of disciplines helped to identify a method of instruction 

for a non-native speaker of a language. Linguistic science 

influenced educators' thinking relevant to concept develop

ment for the Spanish-speaking child. The theories of learn

ing scientists propounded the idea that language was an 

essential component in learning and communicating, (18:19) 

The linguistic scientist Sapir provided a breakthrough in 

the teaching of language when he elaborated the concept of 

the phoneme in the early 1900's. (36:51) The linguistic 

science predicated two principles: (1) language is a phe

nomenon of sound and (2) sounds in different languages 

differ. 

Language, necessary in developing the power to think 

in a verbal society, underlies the process of concept 

development. Linguistics, the study of human speech--its 

units, nature, and structure--is relevant to the learning 

of a language not native to the learner; hence, the impor

tance of linguistics as a separate entity from psychological 

considerations in this study. 
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Among the linguistic methods used in teaching lan

guage not native to the learner were the Grammar-Translation 

Method, The Direct Method, The Graded Direct Method, The 

Intensive Language Program Method, The Aural-Oral Method, 

and The Multi-Lingual Method. Each of these methods was 

briefly reviewed: 

Grammar-Translation Method 

The main features of the Grammar-Translation Method 

were translation of the mother tongue into the target lan

guage and vice versa, and memorization of the rules of for

mal or prestigious grammar. The method was faulty in that 

it neglected the aural-oral aspect of the spoken language. 

Skill to perform translations and to read classics in the 

language was inefficient for practical conversation pur

poses. (37:9) 

The Direct Method 

Toward the end of the nineteenth century a reformed 

method evolved from the Grammar-Translation Method. Its 

popularity was indicated from the many titles in print. 

Some titles were: The Anti-classical Method, The Berlitz 

Method, The Natural Method, The Oral Method, and The Con

versational Method. (37:10) The emphasis was on develop

ing specific language habits. The principal features were: 

(1) intensive practice in speaking the language, (2) train

ing in phonetics, (3) complete exclusion of the use of the 

mother tongue. (37:10) 
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The Direct Method was psychologically sound for estab

lishing simple automatic habits of speech, but it failed to 

accomplish its purpose because educators did not recognize 

the difference in the psychological aspects of learning the 

mother tongue and of learning a second language. The learn

ers had conversational ability, but lacked conceptual facil

ity to cope with abstractions in problem-solving situations. 

Morris pointed out that the higher level skills required the 

learner to use grammar and to know a great deal about the 

semantics of the language, "The Direct Method for acquiring 

automatic speech habits is," he said, "psychologically sound." 

(37:12) Concept development, however, required more of the 

learner, and educators attempted to improve on methods. 

Graded Direct Method 

Richards and Gibson introduced a graded-direct method. 

The features were: (1) sentences were used to teach struc

tures, and (2) substitution of variables was provided for. 

The improvement in grammar was evident, but the continued 

exclusion of the mother tongue hindered concept development 

in a new learning situation. (38:27-28) Educators continued 

to be challenged. 

The Intensive or Linguistic Method 

Previous to World War II, the American Council of 

Learned Societies had started to improve foreign language 

teaching for Americans working abroad. The special language 

needs were for Russian, Japanese, and Chinese. When the 
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United States became involved in the war, the ACLS program 

became the Intensive Language Program, for the army asked 

for help in instituting an intensive training program for 

the increased number of workers and military personnel 

attached to overseas duty. The method implemented required 

intensive listening to and repeating the language. It neg

lected the old translation method of learning by reading in 

the target language. 

The linguists from every section of the United States 

became involved in the formation of an improved language 

program. In 1944 the army program ceased abruptly (39:215-

218), but the basic knowledge accumulated was available as 

a stepping-stone toward more and better means of instruction 

in several fields, Bloomfield's guide and Block and Trager's 

outline, used by the army, provided bases for many educators 

who established other programs, (40; 41) 

Aural-Oral or Audio-Lingual Method 

Fries, a linguist, inspired by the work of Bloomfield, 

became interested in the aspect of linguistics as applicable 

not only in language but in many other learning situations 

also. The English Language Institute at the University of 

Michigan, where Fries worked, provided an outlet for linguists 

to test the idea that learning a language required organized 

sequential presentations. Hall summarized the preferable 

order of the presentations thus: (1) learning to listen and 

speak before learning to read and write, (2) learning the 
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foreign language in complete phrases and sentences rather 

than in isolated words, and (3) learning the structure and 

the connotations of the foreign language in terms of situa

tions rather than through means of translation. (39:217-218) 

According to Fries, the order in the presentation of the 

aural-oral method was applicable in learning a second lan

guage and the native language arts. He proposed the most 

economical way of learning to read was to follow the aural-

oral method for learning a language. (13:6-7) 

The linguistic aims were to attain proficiency in the 

skills of language--listening, speaking, reading, and writ-

ing--in two stages. Listening and speaking were to precede 

reading and writing. 

H, Allen summarized the principles of the Aural-Oral 

or the Audio-Lingual method thus: 

1. Language is system 

2. Language is vocal 

3. Language is composed of arbitrary symbols 

4. Language is unique to man's communication system 

5. Language is made up of habits 

6. Language is for communication 

7. Language relates to the culture in which it 

occurs 

8. Language changes. (42:53) 

Miller presented a logico-philosophical frame of 

reference for the aspects of language in language learning. 

They were: syntactic, semantic, pragmatic. (31:91) 
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The Multi-Lingual Method 

An extension of the "aural-oral" method, the Multi

lingual Method implied using the mother tongue and the tar

get language in the teaching situation. The students 

received instruction in the content areas in the mother ton

gue. The formal presentations of the target language were 

given at a specified time in the schedule. As soon as the 

pupil gained a proficiency in the target language, that part 

of the language was used in the content areas of study. In 

schools in Miami, Florida, educators tried the method with 

Cuban refugee pupils and Bell reported the results to be 

satisfactory, (43) Brantley, in giving the Laredo, Texas, 

public school report in 1966 indicated satisfaction with the 

method, (44:9-19) 

Summary. Since the early 1900's, linguists developed 

at least six methods for teaching a target language. All 

authors dealt with the fact that sounds in different lan

guages differ. The survey of methods did not show, however, 

that educators fully understood the phenomenon of sound con

trasts per se, as attested by the fact that the linguists 

progressively placed the emphasis on the aural aspect of 

language, 

The aural-oral combination method seemed the most 

laudable for the emphasis was placed on the sequence of hear

ing, speaking, reading, then writing of ideas in the language 

environment of the learner. The aural-oral combination 

allowed for semantics in the language culture; it also 
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stressed the suprasegmental aspect, i.e,, pitch, stress, 

rhythm, juncture, of the target language and provided for 

automatic control of basic sentence pattern structures. 

These aspects had relevance for the Spanish-speaking child 

who learned a target language at the same time as he attemp

ted to develop concepts, 

English As A Second Language—A Tool 

Heilman noted that lack of readiness for learning to 

read was often ignored; sometimes teachers began the formal 

process early as a result of community pressures to meet 

standards, but "Environmental influence," he stated, "can

not be ignored. Language is an index indicating mental 

growth." He emphasized that all meaning could be lost for 

want of a "word," (45:17-49) 

V7hen one accepts the importance of language facility, 

one can appreciate the efforts expended by educators to 

improve the learning opportunity for the Spanish-speaking 

child. The possibility shown in the aural-oral method as a 

way of improving instruction for the Spanish-speaking child 

was an impetus for implementation of the theoretical process 

into practical application at the classroom level. Some 

courses of study reflected the application. 

Courses of Study and Guides 
in Fivê  Southwestern States 

A review of literature indicated that efforts to 

teach English as a second language--a tool necessary in concept 
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development, in the five southwestern states began in the 

1920's, the date of the beginning of the Scientific Study of 

Education era. (46:8 0-90) A summarization of representative 

implementations in the five southwestern states was apropos. 

Arizona. Coleman reviewed the literature on courses 

of study and guides and found that in the 1930's the Arizona 

state course of study gave one paragraph to the problem of 

linguistic differentiation in the curriculum. The school 

districts were advised to adapt programs to fit the indi

vidual school situation. No specific helps for Spanish-

speaking children were offered at the state level. (5:117) 

Irish, in her study, proposed teaching language and content 

concurrently. (47) In 19 3 8 Nona Rodee produced a guide that 

was widely used for instruction of the Spanish-speaking child. 

She gave specific helps in activities to build meanings for 

concepts. She stressed the use of concrete objects in teach

ing sentence structure. Irish's ideas were implemented, but 

no directions for sound contrasts and phonemic patterns were 

included in the guide. (48) 

California. In 19 26 the educators in San Joaquin 

Valley prepared a guide to be used with the migrant children 

who came with the families at harvest time. In 19 27 the 

California State Department of Education issued Bulletin 

5-X, Helps for Teachers in Migratory Schools. (49) Three 

weeks were allowed for developing a sufficient orientation 

to do academic work, according to suggestions in the guide. 

The units were organized around areas of play activity. The 



48 

guide suggested that reading as a formal activity be post-
4 

poned until a reasonable speaking vocabulary was established. 

Emphasis seemed to be upon mastering word vocabulary. Pro

viding for English was an incidental by-product. 

In 1955 Martin in the Fresno public schools published 

a very fully outlined teaching plan for meeting the needs of 

Spanish-speaking pupils in his school district. Teaching 

Children Who Move with the Crops reflected the aural-oral 

approach to teaching English as a second language. (50) 

New Mexico. The New Mexico Course of Study for Ele

mentary Schools, 1930, presented a seven months' course 

which proposed to promote successful first-grade reading. 

The aim was to master a basic vocabulary of 550 words, their 

correct pronunciation and enunciation. The words were selec

ted from International Kindergarten Union Child's List, and 

Barrow's Teaching English to Foreign Children. The words 

were representative of words found in other lists used in 

the New Mexico school texts. Examples of teaching method 

showed an attempt to establish automatic control of isolated 

phrases, e.g., "I got a drink," "You got a drink," etc. 

(51:105-116) 

In 19 3 2 the Dona Ana County teachers in New Mexico 

prepared a guide on the same basis as the earlier state 

department course of study was produced in 1930. (52:1-178) 

The influence of the Direct Method was evident in the guide. 

A statement in the 19 3 0 guide explained the linguistic 

philosophy: 
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The Direct Method is recognized by authori
ties as , , . the most efficient way to teach 
any language. This means that the child must 
form a direct association—the word and object, 
the thought and act. He must learn from the 
first to think as well as to talk in English. 
Activities must be provided which demand and 
occasion the need for expression. Every lesson 
should be an English lesson. (51:106) 

Stress was given to repetition of vocabulary in a 

unit, rather than to sentence structuring. By 1948, some 

New Mexico counties, such as Bernalillo County, had guides 

for pre-first and first grades. (53) 

Texas, In Texas, the Direct Method of adapting the 

linguistic theory was indicated; however, Baldwin of Beau

mont suggested the use of short sentences instead of isolated^ 

word or phrase drill. She recommended the postponement of 

reading until the child had a mastery of spoken English. -— 

[Mastery, elusive in itself, meant knowing the grammar forms 

so well that they were habits and required no conscious 

effort on part of learner] She lengthened the suggested time 

of training to twelve weeks. The beginning of formal reading 

was suggested for the third quarter of the first year in 

school. 

From her experiences in teaching she summarized these 

hints for teaching the Spanish-speaking child: 

^. teach initial blends and vowel blends in preference 

to the word families in the reading manual's suggestions 

\2J emphasize final consonants, e.g., t̂ , and sound 

blends of separate letters, e.g., sh 



50 

3. teach child to listen carefully for enunciation 

of problem consonants 

4. have pupil memorize and imitate. (54:1-10 0) 

The Texas State Department of Education published 

Bulletin No. 268, Vol. VI, No. 2, in 1930. (55) The ideas 

presented in the Bulletin concerning method coincided with 

the ideas presented in The New Mexico Course of Study. The 

Direct Method of language teaching was stressed. A 500 word 

vocabulary was listed for the brighter child, while a 300 

word vocabulary list was suggested for the slower child. 

Structural forms of verbs and structural patterns of the 

interrogative, imperative, and declarative forms were enum

erated. (55) Barrow's philosophy of teaching English as a 

foreign language was accepted as a goal in the lesson plan

ning. (56:435-502) 

In 19 36 Hoard, supervisor in the primary grades of 

the El Paso schools, prepared a guide for teaching English 

to Spanish-speaking children. She contended that evidence 

indicated a need for a longer period for learning the lan

guage. She noted that often the children performed well on 

arithmetic and art in the second grade, but that sometimes 

as much as four years was required to gain English proficiency 

necessary to do satisfactory work in the transfer situations 

--social studies and reading comprehension. She recommended 

a full school year of language learning, (57) 

The Falfurrias School prepared a special guide in 1938« 

The ideas were a reiteration of guides in vogue at that time. 

(58) 
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In 1946 an El Paso guide for use with Spanish-speaking 

children indicated an improvement'in method. The Aural-Oral 

Method of teaching English as a second language was evident. 

A full year of preparation was included in the curriculum 

for first grade. Concrete objects were plentiful for use in -

establishing linguistic concepts. Experiences supplemented 

classroom work in teaching reading concepts, (59) 

Colorado, In 19 35 the Colorado Committee on Courses 

for Spanish-speaking children reported that the Spanish-

speaking child was one year behind his chronological age mate 

at fourth grade level. The committee advocated a stronger 

emphasis on reading readiness to develop the oral facility 

for concept development, (60:46) 

Through the encouragement of the federal government 

by granting funds and providing the leadership of such men 

as Campc and others in Colorado, the universities in the late 

fifties offered workshops for familiarizing the classroom 

teacher with the linguistic techniques for applying the 

scientific language knowledge to the problem of concept 

development for the Spanish-speaking child. 

Summary. In summary, the findings for the years 19 30 

to 19 6 0 concerning curriculum materials and helps in imple

menting them indicated that educators in the five southwest

ern states were becoming cognizant of the linguistic aspect 

of the differentiation of a program for the Spanish-speaking 

child. The two methods. The Direct and The Aural-Oral, 

seemed to be preferred to the older Grammar-translation 
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method for establishing oral fluency in preparation for read-
4 

ing and arithmetic in the academic learning setting. 

Much had been done, but much more needed to be done 

in discovering the most efficient use of time in presenta

tion of language helps, for such help was an addition to an 

already full curriculum. The following section described the 

effort to interpret linguistic needs as one way of improving 

efficiency. 

Studies Pertaining to Problems 
in Learning a Target Language 

Several representative studies indicated the attempts 

to identify the kinds of linguistic problems that needed to 

be dealt with in a differentiated curriculum, Marjorie 

Johnston, in 1939, studied the cognates in English and Span

ish. (61) Rhor, in 1948, studied the mispronunciations 

made by Spanish-speaking children over a three-year period. 

(62) Ryan studied the common structural errors made by 

Spanish-speaking children. (63) In 1953 De Cruz studied 

the linguistic principles underlying the teaching of English 

in the Puerto Rican schools. (64) Owens, in 1958, studied 

the phonemic differences in the English and Spanish lan

guages and prepared materials for teaching them to Spanish-

speaking children. (65) 

Educators in southern Texas and in California were 

engaged in an indirect kind of study related to learning a 

target language. Sanchez had long been a proponent of deseg

regation of the Spanish-speaking children in some densely 
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populated Mexican-American communities. In 1946 and 1948 

the state courts in Texas and California, respectively, 

issued a desisting order for further segregation. The pur

pose was manifold, but the chief aim was to teach the lan

guage of instruction in the culture and in the natural set

ting of the Anglo-school environment. (66) Articles in edu

cational journals in the late forties included such titles 

as "An Overview of School District Reorganization Activity 

in the U. S.," and "Adapting Administration Organization to 

Changed Conditions." (67: Vol. 117, Sept., 25-26; Vol. 116 

Feb. 53) 

The interest in seeking a solution to the efficiency 

problem was not greatly stimulated by leading textbook pub

lishers in the forties and fifties. The very few texts pub

lished seemed too technical and too theoretical for the 

average classroom teacher. 

The public school group and the professional group's 

interest in resolving the language dilemma was undergirded 

by a small number of educators knowledgeable in linguistics 

and the psychology of teaching the language handicapped 

child. 

Texts 

Among the publishing educators who were interested in 

application of a scientific method to a regular classroom 

environment were Fries, Boggs and Dixon, Finocchiaro and 

Bumpass. Fries, in 1945, published Teaching and Learning 

English as a Foreign Language (13); Boggs and Dixon, in 1956, 
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prepared English Step b^ Step with Pictures (68) ; Finocchiaro 

published Teaching English as a Second Language (69) ; and 

Bumpass, in 1958, edited one of her earlier editions. Let's 

Learn English, for teaching English in Peru, for use with 

Spanish-speaking children in the United States. A brief 

resume of the works was presented. 

Fries, Fries pointed to the need for such material in 

his quote from Smith who stated: "The rank and file of Eng

lish teachers in this country are not equipped to deal with 

English as a language , . . . Usually our English teachers 

know nothing of phonetics or phonemics, and their knowledge 

of grammar is limited . . . ." (71:647) 

If one could not expect English teachers to be pre

pared in linguistic science how much less could one expect an 

elementary teacher to be prepared? Rhor who discovered in ^ 

his study that English speaking teachers did not understand 

the suprasegmentals in their own language,confirmed Fries*s 

indictment. (6 2) Tireman concurred in Fries's and Rhor's 

ideas and stipulated that teachers who did not understand 

basic linguistics were not qualified to correct mispronun

ciations of the Spanish-speaking child or to teach for effi

cient concept development. (6: V, 205) 

The fact that teachers were not trained in linguistics 

was reason for there being no materials available for teach

ing English to those of foreign speech. Fries began the 

task of building lesson plans for the teaching of English to 

Latin-American students. He recognized the possibility of 
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training teachers who could adapt the ideas to the native 

Spanish-speaking children as well. His six volumes con

tained descriptions of the language as to word class, viz., 

parts of speech, inflectional affixes, derived affixes, fixed 

position modifiers, vowel and consonant sounds, word order in 

the stream of speech, and intonation in the stream of speech 

pattern. 

The lessons not only were valuable for the teachers 

in the late forties and through the fifties, but they served 

as a basis for refinement of the techniques in the sixties. 

The lessons were stepping stones reflecting Sapir's "reali

zation that what the native speaker hears is not phonetic 

elements but phonemes," (72:46) 

Boggs and Dixon. The second type of linguistic help 

was represented by the work of Dixon, who had published in 

1951, English as a Foreign Language Series. The audio-visual 

aspect of learning was added to the linguistic scientific 

principles already noted in the work of Fries. Through pic

tures of actions and of concrete nouns, ideas were presented 

without the mother tongue being used in the explanation. (68) 

Finocchiaro. Two years later, Finocchiaro incorpor-
r 

ated her interpretations of her experience of teaching lan

guage to foreign students into a text of general aims, sam

ples of lesson plans, and kinds of attitude that contributed 

to knowledge of the cultural differences which could affect 

concept development for the second language learner. She 
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reemphasized Rhor's idea that teachers needed specialized 

training for teaching English as a second language. 

Finocchiaro listed the following aims in her program: 

1, to develop in the learner four basic aspects of 

a communication arts program—listening, speaking, reading, 

and writing 

2, to develop the ability to understand a native 

speaker of English in any situation 

3, to develop an orientation to the cultural aspects 

in the new language. (69:5-6) 

Her method consisted of: 

1. Allowing time for cumulative language learning, 

i.e., presentation of new items in limited familiar vocabu

lary and practice in known sentence patterns. 

2. Proceeding from the pupil's experiential back

ground, native or acquired, to new experiences. 

3. Beginning with concrete and demonstrable items 

before proceeding to the more abstract items. 

4. Choosing patterns having the greatest utility in 

manipulating other language items. For example, "What is 

this?" "This is a ." 

5. Selecting patterns that followed a regular or 

definite rule; for example, an adjective of color usually 

preceded the noun--"a red ball, a blue dress." 

6. Striving for habitual, unconscious control of 

basic patterns so that the mind attended only the new learn

ing item. 
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7. Informing the pupil when he indicated adequate 

comprehension that there were other ways of communicating 

the same idea. 

8. Teaching in a cultural situation, e.g., placing 

a knife to the right of the plate in explaining the meaning 

of "right." 

9. Helping the pupil to understand that English has 

a definite structural pattern, word order, inflectional 

pattern, and a definite rhythm, pitch, stress, and juncture 

pattern, e.g., "The bird sings " (sweetly, softly) 

"Mary is a good girl," (69:20-29) 

The cautions to teachers for understanding linguistic 

development were apropos: (1) some children may hear, but 

be unable to produce a sound, (2) some children may be able 

to produce a pattern exactly as learned, but be unable to 

transfer the skill to a natural environment situation, and 

(3) some children may recognize a vocabulary word and say 

it, but be unable to attach significance to the word in a 

context, (69:11) 

Bumpass. In We_ Learn English, the English edition of 

an earlier edition prepared for Peruvian children, Bumpass 

combined the psychological and the linguistic techniques. 

Her basic concept of the linguistic procedure reiterated 

those mentioned in the Finocchiaro and Fries's reviews. In 

addition she stressed giving only one new concept at a time 

and cautioned the teacher to exercise great care in keeping 

the pattern stimulus the same in the teaching process until 



58 

the habit was automatic for the learner. Her order varied 

somewhat from the order presented by Finocchiaro and Fries; 

she stipulated that: 

Hearing precedes repeating. 
Repeating precedes seeing. 
Seeing precedes reading. 
Reading precedes writing. 

She encouraged the use of choric drill before individual 

drill. 

Summary, An examination of professional texts, 

representative of the influence of the linguistic theory, 

revealed that abstractness in the theory was evolving into 

practical, applicable techniques. There was a paucity of 

materials, but the groundwork was laid for a frontal attack 

on the problem of teaching the child with a language handi

cap. 

Prevalent among the studies and texts reviewed were 

indications of cognizance of the two principles propounded 

by Sapir and Bloomfield in the early twenties. 

The first was that the phenomenon of sound was indi

genous to learning a second language and the second was that 

the complete imitative process could not suffice for the 

school child because of the psychology of habit formation 

and the psychological aspect of cultural influence on lan

guage learning. (40:1) 

The evidence supported an implication that an attitude 

of empathy was not enough to produce efficient language 

learning, and that teachers needed a knowledge of the target 
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language and a scientific approach for .teaching the language 

in order to prepare a pupil for studying the academic sub

jects . 

Reading as an Extension of Language—A Medium 

Fries asserted that in all societies of man language 

came first, reading afterwards. Man has always had a means 

of oral communication; he has not always had a means of 

graphic communication. The study of reading his graphic 

communication may be approached as a derived process from 

language. Language signals, i.e., the vibrations to the ear 

become another kind of language signal, i.e,, the vibrations 

of light to the eye when one reads. In both instances the 

signals are dealt with through the cognitive processes. The 

effectiveness of man's language development affects man's power 

to learn to read, (46:114-120) 

Interpreting the oral symbol transformed into a 

written symbol, viz. , reading, is a medium through which all 

societies may communicate aspects within their civilization 

and with succeeding civilizations. The rapid change in 

America from an agrarian society to a highly verbal and tech

nical one made mandatory a concerted effort to promote read

ing programs to ensure literacy among the society members. 

One presupposes that a subject upon attainment of proficiency 

in reading comprehends, classifies, categorizes, interprets, 

and uses his information in solving personal and social prob

lems . 
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Umans classified thirteen basic steps in learning to 

read: 

1. Basic sight vocabulary 
2. Using phonetic analysis 
3. Using structural analysis 
4. Using contextual clues 
5. Building vocabulary 
6. Finding the main idea 
7. Finding the supporting details 
8. Classifying and organizing facts 
9. Inferring meanings 

10, Following directions 
11. Using parts of a book 
12. Using the dictionary 
13, Using encyclopedias and other reference 

books. (73:16) 

How one achieves the basic skills suggested in the 

thirteen listings was the subject of much research. 

Various methods were propounded in the 1800's and 

early 1900's. Each proponent of a method--alphabet, phonic, 

whole word, or a combination method--purported to provide a 

means of attaining literacy for the learner. (46:1-34) 

These methods, regardless of the difference in the 

teaching approach, centered upon word items. Word counts 

were made of children's vocabularies and levels of difficulty 

were assessed accordingly. The information served as a guide 

for assigning levels of difficulty to materials for reading 

instruction. 

Some educators in the mid-twentieth century questioned 

the adequacy of the word-centered approach and looked for 

other means of basing an approach to the reading programs. 

They examined a child's language facility. (46:74) 
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Leontiv, a Russian psychologist, pointed to the rela

tionship between language and reading in saying that the 

development of adequate mental actions required careful 

guidance by adults, especially in the learning of external 

actions—speech—and the development in internal actions— 

cognitive thinking. (75:646-653) Aukerman implied the cor

relation existing between language and reading thus, "Read-

ing is first and foremost a language process." (76:81) 

Strickland reported that in her study of language 

arts achievement among the culturally disadvantaged, lack 

of language facility correlated with inadequate reading and 

writing achievement. (77:476) 

Cutts said, "First graders who cannot talk coherently 

cannot be expected to master reading." (78:102) 

Artley stated that effective reading rested on two 

broad bases: the psychological and the linguistic. The psy

chological base contributed to the understanding of individ

ual differences, perception, concept formation and thinking 

abilities. The linguistic base provided help in relating 

skill to concept. (79:2 2-23) 

The survey of literature indicated that educators— 

psychologists, linguists, and practitioners--have worked 

separately within their own disciplines to resolve problems 

of "how" one attains the concept and the power to use the 

concept in problem solving situations. (46:82) Fries was 

representative of linguists who were particularly interested 

in the closer coordination of the separate disciplines in 
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making a frontal attack on the problems of literacy in America 

He pointed out that psychologists and practitioners have been 

concerned with word-centered criteria in developing reading 

programs. He proposed that the linguists' criteria were 

structure-centered, i.e., in patterns—NV + any expansions, 

rather than item-centered. (46:XIX-XV) He noted in his sur

vey of reading development and linguistics that practically 

nothing had been contributed by linguists to the specific 

area of reading, (46:33) 

As a result of educators' lack of linguistic knowledge 

concerning the structure-centered criteria, two deficiencies 

were present in studies related to reading, according to 

Fries; namely: (1) the nature of the various types of sig

nals which language constitutes in general and English, in 

particular, and (2) the actual structural significance of 

the alphabet in comparison with other writing systems. (46: 

33-40) 

Fries pointed out that Sapir's experience in study

ing the language of an Indian tribe had contributed to impor

tant linguistic facts to the improving of concept develop

ment through the graphic symbol. The facts were: 

(1) The same phonetic difference may have (and 
probably will have) entirely different structural 
values from language to language. 

(2) There is power or force in the structural 
system itself. The habits that constitute the 
control of one's native language are not habits 
concerning items as items, but habits concerning 
contrastive items functioning as units of an ordered 
system of structural patterns. 
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An example of the same phonetic difference, but a dif

ferent structural difference, was given from an example of 

Sapir's work with a Hootka Indian. The Indian, he stated, 

would invariably pronounce an n for an [<] ], i.e., n^ or an 1 

sound in English, not because he lacked the phonetic sound n^ 

or 1, but because he used the [ij] or 3̂  only in chants—never 

in prose. The English language makes no such distinctions, 

because there is no symbolic significance attached to [̂  ] or 

1. Both sounds are used in poetic and prosaic situations. 

(46:62) 

Zintz's examples taken from student compositions clari

fied the linguistic implications further; "Ones upon a 

time" and "A boy went up a heel" indicated that the pupil 

ignored certain phonetic features in the stream of speech 

that were not structurally significant for him. (10) He was 

unable to transform the vibrations of sound to his ear to 

English graphic representations in.his composition. 

Brown and Bellugi's results of a study on a child's 

acquisition of syntax indicated that the subjects preserved 

word order. Thus, words seem to be processed not as items 

but as a total construction. (31:137) 

Fries indicated that structural linguistic science had 

contributed to reading, especially for the Spanish-speaking 

child, in seeking to identify the contrastive units which 

operate to make hearing the phonetics in the English word 

difficult for the non-native speaker of the language. The 

science had also sought to discover the particular sequences 

in which the contrastive units occur. As Fries pointed out, 
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The habits of pronunciation that the child devel
ops in learning his native language are not habits of 
producing and hearing the separate sounds as isolat-
able items in individual words but rather habits of 
pattern functioning contrasts in the unique structured 
system of a particular language. 

The child learns to pronounce with ease and speed 
the contrastive features of the units in the sequences 
used to identify and separate the word patterns; how
ever, a part of the skill is the result of his ability 
to ignore the phonetic features that are not structur
ally significant for him. (46:67) 

Goodman reiterated Fries's -idea that beginning read

ing instruction has had as the prime aim the establishment 

of a basic sight vocabulary, an inventory of words which 

the child was to manipulate in all situations. He suggested 

that the words were assumed to have a stable relative mean

ing among members of the culture, The dictionary was relied 

upon as the authority for the stability of the word meaning. 

The linguists, however, made postulates about language 

that made the former assumptions untenable. Some linguists 

predicated that word meanings existed only in the flow of 

language. Language was a code maintaining certain signifi

cant signals that a subject interpreted in the light of a 

given cultural ambience. The availability of the anticipa

tory perceptual input within a subject's internalized know

ledge of the system of signals determined to a great extent 

his perspicuity in responding to the stimuli. Goodman clas

sified the signals as (1) pattern, (2) inflection, (3) func

tion words, and (4) intonation. 

The systems, he maintained, need not be taught to the 

native speaker in attaining oral fluency, but they need to 
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be taught in interpreting the graphic symbols. For example, 
4 

a man and away are not perceived in the flow of oral language 

as two words on the one hand and one word on the other. That 

knowledge comes slowly in the teaching process. (74:593-544) 

Examples of Fries's signals—lexical, grammatical, and 

socio-cultural—have the same underlying basic significance 

as Goodman's four systems—pattern, inflection, function words, 

and intonation. The basic signals or systems explicated in 

the following examples gave some insight into the immensity 

of the learner's problem if he were a non-native speaker of 

a language. 

Pattern 

In English syntax, pattern is the most important sys

tem. The position of words in the sentence unit is highly 

structured. Eight basic patterns may serve for the varia

tions and transformations necessary for communication of an 

infinite number of utterances. They are: 

Noun-verb 
1* 

Noun-verb-(adv)* 
1 

Noun-verb-adj ective 
1 

Noun-verb-noun 
1 2 

Noun-verb-noun-noun 
1 2 3 

Noun-verb-noun-noun 
1 2 2 

Birds fly. 

Birds fly happily. 

Birds are happy. 

Boys hit girls. 

Girls give boys presents. 

They elected John president. 
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Noun-verb-noun-adjective They proclaimed girl beautiful 
' 1 2 

Noun-verb-noun John is boy. 
1 1 (79:4) 

*'*1 as a sub-numeral denotes a difference in referent. 
»'<( ) enclosure denotes "not obligatory." The adjective 
structure is obligatory with the "to be" form. The 
adverb in N V (adv) is not necessary to preserve mean
ing. 

Lexical signals superimposed on patterns. The lexi

cal signals may be imposed by way of (1) contrastive units, 

and (2) co-occurrences of other meaningful units that iden

tify a particular applicable meaning in the whole structure: 

1. Contrasting vowel units in the first set of sen

tences and contrasting consonant units in the second set 

make the difference in meaning. 

The top of this pen was bent over. 
The top of this pan was bent over. 

and 

The toy was gone. 
The boy was gone. 

2. Co-occurrences of surrounding units signify mean

ing of the morpheme. 

We found a good board. 
We found good board and room 
We found it necessary t£ board 

the ship. 
We found it necessary t£ board 

up the ship. 
(46:104-110) 

Inflections 

Inflectional suffixes act as a semantic aspect which 

operates in the cognitive process in building concepts. For 

example: 
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Dig_s p l a y e d b a l l . 
4 

He played ball diggly. 

He is diggitive of any solution to the problem. 

A digful is enough for today. 

He is digful since the death of the girl. 

If the £ does not sound voiceless, and resembles the 

sound of z_, a problem of sound and form operate in the 

semantic aspect of the cognitive process. For example: 

The boy£ were not feeding excessively, but the 

old ladies^ still complained that too much 

maiẑ e was lying on the ground. (74:5 93-544) 

Function words 

Function words are usually meaningless in and of 

themselves, but they serve as pattern markers and linking 

words that define relationships: 

The diggles. 
A diggle. 
Some apples. 
An apple, 
The man ££ fortune. 
The man and the tiger. 
Who is coming tomorrow? (46:106-107) 

A repetition of the sentence above—"The boys were 

not feed...," served to vivify the illustration of what one 

means by function words. 

The . . . s .... not .... ing ly, 

but the es still ed that 

too much was ..ing on the 
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The boys were not feeding excessively, but the old 

ladies still complained that too much maize was 

lying on the ground. 

In the sample sentences some functions were noted: 

The, A, Ari, and Some signaled some referent. Some of the 

words limited the referent as to number, mass, count, defi

nite, or indefinite status. Words such as and and but func

tioned to join at the syntactical level, but they functioned 

to connote positive and negative relationships at the seman

tic level. Connotations for all of the nuances were deter

mined by the culture in which they existed. All of the 

nuances operated in the cognitive process. (46:74) 

Intonation 

Intonation stress ('), pitch (_/")? and juncture 

(pause /, or longer pause //) serve to mark off units and to 

communicate fine points of semantic structural differences 

as well as socio-cultural differences: 

(1) semantic structural differences: 

Re cord' the music. 

A rec'ord attendance. 

He lives in a/green\)iouse; she in a blue one. 

He lives in a/green house? 

He bought it at/White House.\ 

He lives in a green house,/ and she lives in 
a green one. 

He lives in a green house;//she, a blue one. 
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(2) Socio-cultural differences: 

He's a fine father. 

He's a fine father. (46:104-110) 

In a paternalistic society, the value of a man's per

formance of his duty towards his offspring is adjudged by 

the intonation pattern in the sentences above. 

One needs to know not only the societal value of an 

act, but also the historical reference of an event to develop 

proper concepts. For example. Fries mentioned the incon

gruence of Rip Van Winkle's question concerning the Crown 

and the interpretation of the question by the villagers who 

were living in a different historical reference as to govern

ment. (46:106-110) 

Goodman reported the research insights that he derived 

from linguistically based research as to the way native speak

ers handled words in the reading process: 

(1) Words are likely to be first perceived by chil

dren as recurrent elements in familiar wholes, 

(2) then as familiar elements in new wholes composed 

of familiar elements, and 

(3) finally, as known entities recognizable even out 

of language context. 

(4) The inflectional suffixes for plurals become 

meaningful early for children; 

(5) other suffixes may not be understood until 

later; and 
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(6) certain function words are often difficult 

because the child can attach no concrete referent to the 

morpheme. (74:544) 

According to Fries and Goodman, the pupil attacking 

structured morphemes in a flow of written language must be 

able to handle the totality of signals operating if he uses 

the information in further concept building. Words, then, 

have no meaning in and of themselves; meaning is arbitrarily 

imposed by pattern, inflection, function words, intonation, 

societal values and historical referents in a society. The 

linguistic structure-centered rather than the aromistic word-

centered approach seemed to offer help in teaching reading. 

Wales and Marshall presented a schema explicating the 

linguistic and psychological processes in interpreting 

symbols in a natural language environment. 

conceptual matrix 

f 1 
semantic interpretation 

deep structure analyzer 

~ > 

^ 

preliminary surface 
structure analyzer 

state of readiness 
threshold mechanism 

preliminary 
recognition 

^ 

surface structure 
derivation 

inp 

phonological 
component 

input 
—J 
output 

(81:55) 
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The schema visualizes in summary form all the min

utiae the learner has accommodated in his efforts toward 

literacy. 

Summary, The survey of literature related to reading 

as an extension of language, a medium to concept development, 

indicated that if reading is to contribute to concept devel

opment maximally the linguists and the psychologists have 

much probing to do into the area of determining how language 

is learned and used in the concept formation process. There 

is no evidence which indicates that poor language facility 

inhibits reading and ultimately concept utilization in the 

problem solving process. 

The linguists proposed that a structure-centered 

rather than a word-centered approach to concept development 

through reading should be more productive of results, Find

ings from language studies indicated that knowing words did 

not result from item isolation but from contiguity in some 

pattern. The hierachical pattern in English for "knowing" 

seemed to be established first in small units, e.g., noun-

verb expressions, then in expansion by use of modification 

structures, and finally in contexts where function words 

served to allow expansion through creation of units of mean

ing constructed from the learner's own cognitive assimila

tions , 

Any learner, attacking structured morphemes in a flow 

of written language, learned to accommodate the totality of 

signals—pattern, inflection, function words, and 
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intonations—at the same time as the light vibrations to the 

eye transferred to the cognitive centers for processing, 

Spanish-speaking Learner 

Eight categories chosen as criterion variables in 

the statistical portion of this study merited a place in the 

permanent record of each pupil; therefore, the value of each 

category as a contributing factor -to concept development was 

assumed. The eight areas were: (1) life adjustment, (2) 

interaction with peer or chronological age-mate, (3) teacher 

evaluation of general achievement, (4) sequential concept 

development, (5) general health conditions, (6) personal 

reading activities, (7) intelligence quotient, and (8) five 

areas of a standardized achievement test. Each of these 

areas which specifically related to the Spanish-speaking 

child was investigated. The underlying assumption was that 

language facility fostered or hindered the acceptable stan

dard of attainment in each of the areas. Language facility 

in this study implied facility in language usage and under

standing of the culture of the Spanish people. 

Life Adjustment 

One of the functions of the school is to provide 
* 

opportunity for each pupil to develop attitudes and skills 

which enable him to maintain a self-image and an emotional 

control that permit a satisfactory interaction with others 

and a personal academic fulfillment. The degree to which 
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a pupil achieves the goal represents, his mode of a life 

adjustment pattern. 

No research studies of life adjustment patterns, 

per se, were available; however, relevant information was 

examined in five areas. They were (1) responses of delin

quent children, (2) attitudes and ethnic images, (3) psy

chological competence in teachers, and (4) conflicts inher

ent in Spanish and Anglo cultures, and (5) the school's 

criteria for evaluating a child's life adjustment pattern. 

Manuel, in studying delinquency among Spanish-speak

ing children, indicated that responses noted by authorities 

were: 

(1) inability to compete with others by normal 

means 

(2) attitudes of hate and hostility 

(3) a tendency toward bullying and destruction of 

property 

(4) isolation from normal contacts with others, 

especially the school group 

(5) undue responsiveness to suggestibility 

(6) opposition to authority 

(7) emotional outbursts 

(8) an underlying feeling of his own inferiority 

(9) an apparent lack of moral sensitivity, and 

(10) a feeling that others were against him. 

Manuel stated that probably ninety percent of the 

Spanish-speaking children came to school understanding no 
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English, "a factor contributing to retardation, maladjust-
4 

ment and poor social attitude." (9:153-162; 82:155-159) 

Buelke and Dela-Dora intimated that if a person 

thinks better of self, he is more likely to succeed, other 

things being constant. (83:90; 84:467-472) Simmons, in his 

study of images held by ethnic groups, discovered an ambi

valence toward the Mexican group by the Anglo group in many 

instances and a strpng tendency to stereotype the Mexican 

as being lazy, addicted to alcohol, deceitful, immoral, and 

irresponsible in many other instances. (85:127) Baca 

reported the court ruling in California in the late 1940's 

that forbade the segregation of children of Spanish-speak

ing descent in any school except the first grade when the 

child might be too unfamiliar with the English language to 

profit from instruction. It was shown that segregation was 

not practiced among other minority groups for specialized 

instruction. The chief reasons for the segregation were 

named as teacher, parent, and administrator beliefs that 

the Mexican-American children were dirty, immoral, spreaders 

of germs, stupid, lazy, or otherwise undesirable. (7:70-71) 

The implication in the ruling seemed to justify the 

observation that relationships between teacher and pupil 

were not always conducive to learning, personal growth, and 

social development. 

Tolor and others reviewed research on life adjustment 

problems for the child. (87, 88, 89) Their findings 

revealed factors other than rejection for ethnic reasons 
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sometimes operated to hinder a child's life adjustment pat-
4 

tern. Technical knowledge of psychological observation was 

also a factor. 

Stouffer, Schripps and Griffiths agreed that even 

though attitudes of teachers were becoming more congruent 

with those of the clinicians in judgment of a child's life 

adjustment, there were still marked differences. Teachers 

were more concerned with classroom management, sex adjust

ment and adherence to authority problems than with implica

tions in withdrawal behavior or overt aggressiveness not 

directly related to the school routine but suggesting a dis

turbance in the social and emotional pattern of a child, 

(86:175) 

Schwebel noted factors incongruous with the school's 

concept of good adjustment. He stated that the lower socio

economic group of children usually had a paucity of middle 

class experiences. They achieved less in reading, had a 

greater frustration level, and a lower tolerance level— 

three factors which contributed to disruptive behavior. 

(75:646-653) 

Wattenburg corroborated Schwebel's finding concerning 

tolerance level. He found that Mexican children who could 

not interact at the abstract level of reasoning to solve 

personal feelings of frustration often settled matters with 

the fist. Such behavior was inconsistent with the school's 

ideals for efficient achievement of the school's functions. 

(90:18) 
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Zintz summarized a fourth factor that often hindered 
4 

the pupil's attainment of a satisfactory life adjustment pat

tern. He explained that the middle class is oriented to time 

values, money values, security values, and personal ambitions; 

whereas the classes in the Spanish culture seem less overtly 

interested in these values. If conflict arises within the 

school setting, the child reacts to feelings of insecurity in 

an aggressive manner. Sometimes the behavior results in pun

ishment by a school authority. The confusion as to the logic 

of the punishment often causes the person to become intensely 

anti-social in many instances, (10:ch,5) 

Holmes corroborated ideas in Zintz's summarization. 

he stated that a pupil's hostile attitude toward the insti

tution responsible for promoting growth and development often 

adversely affected his life adjustment progress and his 

academic fulfillment, (91:111-112) 

Lohman concurred with Zintz's and Holmes's ideas and 

added that a teacher responsible for transmission of culture 

and a child impervious to the importance of that culture 

were juxtaposed in a conflicting value system. Often such 

a predicament resulted in frustration for pupil and teacher. 

The ultimate effect, he lamented, was poor academic achieve

ment for the child. (92:14) 

Jones, in studying attitudes as they related to overt 

responding in personal conduct (citizenship) hypothesized 

that students would follow a teacher's directions if the 
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directions were compatible with the student's expectations. 
4 

Her findings supported her hypothesis. (93:41-44) 

The implication in Jones's study was an impetus for 

the fifth area of the investigations concerning life adjust

ment patterns, 

An examination of a school's reporting instrument to 

the parent, revealed twelve components as the teacher's 

evaluative criteria of a satisfactory life adjustment pat

tern. The grade was recorded under "Citizenship Achieve

ment." The twelve components were: 

obeys promptly 

practices self-control 

is courteous and agreeable 

cooperates with the group 

takes care of materials 

respects rights of others 

works without wasting time 

follows directions readily 

respects property of others 

does work neatly 

completes work begun 

participates in group activities. 

( 1 ) 

( 2 ) 

( 3 ) 

( 4 ) 

( 5 ) 

( 6 ) 

( 7 ) 

( 8 ) 

( 9 ) 

( 1 0 ) 

( 1 1 ) 

( 1 2 ) 

Lubbock Public School Report to Parent. 
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Interaction with Chronological Age-Group 
4 

The sociologists and the psychologists think of the 

group as being a social environment in which a child may 

test his accuracy in perceiving, responding, and relating. 

Osgood, discussing concept development, thought of communi

cation as a means of one's evaluating his progress in organ

izing and verbalizing concepts. (94) Cronbach believed 

that interaction with one's age group was necessary in 

developing concepts. (95:26-43; 160-165) Zingg»s publica

tion of the Zingh's diary of the feral children, nurtured 

by wolves before being taken by Reverend and Mrs. Zingh, 

missionaries in India, showed that a child cannot be like 

a man if he is reared in circumstances other than those rele

vant to man. (96) 

Trow and others reporting their reviews of studies of 

the "group-process" outlined values of the group process as 

(1) improving interaction ability, (2) increasing the self-

concept, (3) encouraging the acceptance of responsibility to 

society, (4) diminishing the tendency to abrupt negative 

retaliation measures without first attempting a problem solu

tion through a mental problem-solving process, and (5) increas

ing general knowledge. (97:322-337) 

Manuel pinpointed the necessity of interaction with 

the chronological age-group in school in saying that (1) the 

learning a child does is profoundly influenced by the kind 

of person he is, and (2) the traits which are valued in a 
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middle class society become the goals of that society. In 

a speech before the Regional Conference on Education of the 

Spanish-speaking People in the Southwest, he stated: 

Children do not learn readily the give and take 
of democratic living except by living, playing, and 
working together. (3:55) 

Sanchez, speaking before the Conference on Education 

of Spanish-speaking People in the Southwest in 1946, pro

pounded the idea that physical segregation of Spanish-speak

ing children within school districts forbade any opportunity 

for the language handicapped child to orient himself to the 

cultural aspects expressed through the English language of 

his chronological Anglo peers. The result of the segregation, 

he felt, caused inevitable retardation for the Spanish-

speaking child when he was compared to the Anglo child by 

means of standardized achievement test scores. (3:23-3 9) 

Coors, in reviewing studies of comparison of Spanish and 

Anglo pupils' achievement scores, concluded that the Mexican 

children were likely to be mentally younger and chronologic

ally older than the Anglo children in almost any elementary 

grade. Coors findings supported Sanchez's contention. 

Manuel's review of high-school students' statements 

concerning their problems in school reflected a paucity of 

interaction with the pupils' age-mates. (98:162) Manuel 

recorded some of the answers Mexican children gave in their 

replies to his question, "What is your opinion about your 

learning problem in school?" Every letter mentioned the need 

for a knowledge of English. The interaction mentioned was 



80 

that between teacher and pupil. Only one pupil mentioned 

peer mates; she was embarrassed when trying to communicate 

with English-speaking friends. One boy mentioned that of 

twenty junior high Spanish-speaking classmates, only four 

finished high school. He was the only one who hoped to 

attend college; he was also the only one of the group who 

was of the chronological age of the Anglo group of students. 

The other students had been three or four years older. 

(9:82-93) 

If success is undergirded by satisfactory interaction 

within a school environment, the 3,60 0 Mexican adults who 

enrolled in literacy classes in the El Paso Adult Education 

Night School in 19 6 6 support the premise that many Mexican 

school children in Texas did not enjoy success in school 

2 
groups in the early years. 

Teacher Evaluation of General Achievement 

In 1929 Hinton studied the evaluation of achievement 

among the Spanish-speaking children who were segregated into 

separate buildings in the Lubbock school district. She 

reported findings which suggested that a teacher who had 

only an English language facility did not achieve as much 

progress among the Mexican children as did a teacher who had 

both an English and a Spanish language facility. Conclusions 

Administrators in El Paso Public Schools planned a 
program for 1,800 illiterate adults. Three thousand six 
hundred Mexican-Americans applied for admission. C. H. Kalm-
bacher report to Administrators' Weekly Meeting, 196 5. 
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drawn were that attitude toward pupil, lack of understanding 
4 

of the culture of the child, and lack of facility to explain 

content to the child or to anticipate errors resulting from 

inherent language contrasts affected the evaluation of the 

child's achievement. (99:1-50) 

Caldwell reporting some findings in his study of 

"Teacher Grades as Criteria of Achievement for Spanish-speak

ing Children," found that the teacher grades for Spanish-

speaking children were consistently lower than they were for 

Anglo-speaking children, even though the objective test 

grades for both groups were very close. He recognized the 

factor of language as entering into the effectiveness of 

expression in the essay type tests used as one of the meas

uring instruments. Nevertheless, he implied that other fac

tors probably influenced the evaluation in favor of the 

Anglo-speaking child. (100:288-292) 

Sequential Concept Development 

Days in attendance provide opportunity to experience 

sequential concept development, other factors being constant. 

Gage's summarization provides a brief review of the involve

ment in learning concepts. 

Gage classified into four broad categories the sequen

tial levels, earlier described by Piaget, as (1) percepts, 

(2) concepts, the symbolization of meaning, (3) verbalization, 

standardization of symbols, and (4) relationships of verbalized 
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meanings, denotations, connotations, figurative language, 
4 

grammar and syntax, (101:883) 

Several authors implied that one's presence in school 

was a necessary adjunct in attaining concept development. 

Cofer stated that learning inflectional, grammatical, and 

syntactical skills was akin to concept formation. He sug

gested that such variables as instances of feedback, and the 

ratio of negative and positive reinforcements might well 

govern the success of the learner in his goal achievement. 

(21:398) Tiegs explained the importance of taking advantage 

of the opportunity to experience sequential concept develop

ment in saying, "We must accept the fact that making words 

serve their purposes requires many meaningful experiences 

with them..." "Words put to work immediately tend to acquire 

an enriched meaning." (102:144-148) 

Sikes observed from her work, in dramatics with chil

dren, the importance of persistence. She stated: 

The larger the number of meaningful experiences or 
the more instances in which children perceive and 
remember a variety of meanings and associate them 
with a word, the better the concept is established. 
(103:149) 

Sarno emphasized the importance of being in attendance in the 

school environment in saying, "Some children may withstand 

itinerant habits; others cannot respond positively," 

(10 3:90) Despite the fact that educators expressed the 

importance of attendance as undergirding achievement, many 

Spanish-speaking children continued to absent themselves 
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from school, thereby depriving themselves of the opportunity 

to build a store of concepts for use in further learning. 

Hill and Leis, in the 1930's,investigated the migrant 

problem among Spanish-surname children. Hill, chief of the 

Bureau of Attendance and Migratory Schools, California State 

Department of Education, reported 36,891 children listed on 

the census as migrant. (9:140) Leis's study of the Mexican 

children in four Southwestern states revealed that approxi

mately one-fourth of the Mexican population in southern Cali

fornia was itinerant. Since many families in the four border 

states migrate with the crops, the estimate appeared valid 

when applied to Texas, New Mexico, and Arizona. (82:152) 

Tireman, reporting a state-wide study of reading achieve

ment among elementary school children in New Mexico in 193 0, 

ascribed a part of the retardation in reading scores among the 

Spanish-speaking children to itinerant habits. (106:622) 

Little, project director for the Committee on Inter-Amer

ican Relations in Texas, compiled scholastic information on 

children from all except nine of the 2 54 counties in Texas in 

the 1942-43 school year. He excerpted the data relevant to 

scholastics of Spanish-surnames and reported that 6 8 per cent 

of the scholastic enrollment of Spanish-surname pupils was in 

the city of El Paso. Of that city's scholastic enrollment, 

the Spanish-surname pupils had an average daily attendance 

of 6 8 per cent as compared to an 81 per cent attendance 

for Anglo scholastics in the State. In 1944 when Little 

reported to the Committee, one of his recommendations 
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for further study was "causes of failure to attend school." 

(107:1-73) 

At the First Conference on Education for Spanish-

speaking People in the Southwest Marie Hughes was chairman 

of a group who expressed an opinion that poor attendance was 

of such importance that some research should be done to 

learn why pupils disliked school. (108:17) Tireman's study 

of La Comunidad in the Nambe community near Albuquerque 

revealed a 95 per cent attendance, a contrast to findings in 

other studies. (5; 8) 

The report from the survey of school population and 

enrollment by The Texas Education Agency, 1955-1956, showed 

that Spanish-speaking pupils dropped out of school at the 

rate of 12 to 1 from grades 1 to 12, i.e., for every 12 begin

ners one entered grade twelve. Manuel proportioned the 

attendance figure, taking into consideration the dropout 

rate, and estimated that Spanish-speaking pupils in Texas in 

1955-56 attended school 81 per cent of the time. (9:57) 

From the review of studies, the implication was that 

attendance was correlated with satisfactory concept develop

ment. The Spanish-speaking pupils attended school less fre

quently and made poorer achievement scores than the English-

speaking pupils, evidence tended to support a premise that 

the potential citizenry was not adequately benefited by the 

school program. 
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General Health Conditions 
4 

Educators (108; 109; 110) listed health conditions 

among causes of academic retardation; health conditions, 

however, as a subject for research study for the Spanish-

speaking child was not mentioned in the survey of litera

ture. References to the problem were parts of larger studies. 

Ulibarri reported in one aspect of his study. Teacher Aware

ness of Socio-cultural Differences in Multi-Cultural Class

rooms, that teachers appeared to lack a sensitivity to the 

problem of poor health among the culturally deprived chil

dren in New Mexico, (111:77) 

In 1961, Professor Thomas in Wisconsin reported a 

study in which Texas migrants were included. The project 

was a cooperative effort of the Texas Employment Commission, 

the Wisconsin State Employment Service, The Texas Education 

Agency and many local school systems, and Wisconsin agencies 

relating to agriculture. 

Among his generalizations was item "(1)" which 

related to health problems, "42,5 per cent of those [migrants 

in study] who were given health ratings were rated as in 

"fair or poor health" as distinguished from "good" or "excel

lent." [The migrants were almost all Mexican] (9:151) 

Mrs. Cotton, nurse at the Lubbock County Health Unit, 

explained data pertinent to Spanish-surname families, in the 

Health Interview Survey conducted in 196 5 within the county. 

The school-age children from the lower socio-economic homes 
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had received health services. The problem was to educate 

the parents to seek help early for the pre-school children; 

only 34 per cent of them had completed an immunization pro

gram. She pointed to a map of a sectional survey of the 

city. The sections in which the highest percentage of Span

ish-surname families lived showed the highest incidence of 

health problems. (109:Tables 10-22) 

National programs included provision for snacks and 

some medical care for children in deprived areas who attended 

Head-Start programs. (112; 75:648) The inference seemed 

clear that health problems existed among many Spanish-surname 

children. 

Personal Reading Activities 

Some studies have indicated that there is a high cor

relation between reading comprehension and success in school 

subjects. 

Russell's review of studies in reading revealed a 

high correlation between reading comprehension and success 

in school subjects. (113: 1949, 183-196; 1961:vii) Carter 

studied the relation of family reading habits with the stu

dent 's success in college. He concluded that the reading 

activities of the family correlated highly with the reading 

activities of the student and with the student's success in 

college. (114: preface) 

An investigation of literature relevant to personal 

reading activities as a research topic revealed no studies 
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of personal reading habits of the Spanish-speaking children 
4 

had been done. 

Evidence available about migrancy and its effect upon 

academic achievement supported a premise that reading among 

Spanish-speaking children was practically nil. Manuel 

related that there was a retardation in reading achievement 

as an academic subject. Tireman, Sanchez, Little, Coleman, 

and Zintz corroborated Manuel's findings through their many 

studies of Spanish-speaking children. 

Several educators summarized reasons for a paucity of 

reading experiences in Spanish parents; hence in the child. 

Gardner stated, "Every word is a heritage from the 

past, and has derived its meaning from application to a 

countless number of particulars . . . ." (115:35) 

Rojas ascribed lack of interest in reading to an 

incongruity between textual interest and word difficulty. 

Her research on basal texts for primary grades indicated 

that the content of the story was too simple for the Mexican-

American child by the time he could manipulate the decoding 

process. Baker and Huffman each found a similar circumstance 

in her research project. (116:204-211; 117:20-26; 118:28) 

Intelligence Quotient 

Practices among school authorities and reports of 

investigators tended to stereotype the Mexican-American as 

inferior in intelligence. For many years the trait of low 

innate intelligence was often implied as the reason for 
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scholastic retardation among Spanish-speaking pupils and for 
4 

special grouping practices for them, Coleman decried the 

stereotyping tendencies as inaccurate. (5:8-9) Studies of 

ethnic images also revealed that Anglo groups tended to ster

eotype the Mexican-American as "stupid." (85:127) 

Tireman reported a few studies as early as the 1920's 

which indicated that the proportion of Indian blood mixed 

into the race correlated highly with a low intelligence quo

tient. (106:103) Gorth, especially, cited evidence of 

Indian blood mixture as a factor contributing to low intelli

gence quotient. (5:9; 120;388-401) 

Sheldon, as early as 19 24, found that, of the Anglo 

and Mexican group in a small school system, the mental age f 

of the Mexican group was fourteen months lower. (119:139-

142) Garth reported from "The Intelligence of Mexican School 

Children" study that there was an average retardation of 80.5 

per cent in grades 4 through 8 for the Latin American child 

in New Mexico, Colorado, and Texas. (120:57-58) Garretson, 

in his study of causes of retardation, also reported a lower 

mental age, as much as 10.3 months, for the Spanish-speaking 

group of children. There was 3 0 per cent more retardation 

among the Mexican group than among the Anglo group. One of 

Garretson's conclusions was that probably a principal factor 

responsible for the retardation was low mental ability. 

(131:31-40) 

Sanchez reviewed beliefs about racial differences in 

intelligence and cited reasons such as the following for dif

ferences in intelligence scores: 
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1. Innate capacity is differentiated racially and 

the intelligence test used in schools is oriented to a middle 

class Anglo culture. 

2. Bilingualism affects the psychological concept of 

self as well as the linguistic facility required for respond

ing to verbal intelligence scales. (122:222-231) 

In public schools verbal intelligence tests were admin

istered and pupils were grouped into special classes. Several 

educators conducted research in support of a premise that 

factors other than low intelligence were often the cause of 

low scores on a verbal scale of an intelligence test or of 

scholastic retardation, Munson used a Binet (verbal) and a 

Performance (a non-verbal) instrument to support the hypo

thesis that intelligence was not innately low. The Perform

ance mental age was eleven years and ten months; the Binet 

mental age was nine years and six months. The Performance 

I,Q, was 101,06; the Binet, 83.77. (123:14-15) 

Mitchell, for his thesis study at The University of 

Colorado tested two groups of children of Mexican descent in 

Nogales, Arizona. One group used the native language the 

other group English. When a Spanish-speaking child was 

administered the test in his language, the results showed that 

the 9.2 8 mean difference in scores was in favor of the Span

ish language. He concluded from his study that language 

handicap, not innate potential, was a factor in achievement 

comparisons. (124:29-3 7) 

Holland reported a 4.6 intelligence quotient language 

barrier factor among Spanish-speaking children. His study 
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was conducted in Tucson, Socio-economic status could be 

ruled out as a deterring factor because he also tested Negro 

children, comparable in economic status, and found no 

intelligence quotient language barrier factor operating. 

(85:345) 

Roca, in Puerto Rico, Division of Research and Stat

istics of the State Department of Education, and Rodriquez 

Bou conducted studies that further explicated the relation 

of intelligence to achievement, They concluded that a 

direct translation of an intelligence from English to Span

ish was inadequate in measuring innate potential. They con

cluded that a test to be valid must have a cultural as well 

as a language translation. (33:124-131; 34:202) 

Manuel's study among Texas Spanish-speaking children 

paralleled the Puerto Ricans' findings. (8) 

Coors, reviewed the results of several studies of 

Mexican children in the United States and concluded that 

accomplishment quotients, when mental age of the Anglo and 

Mexican child was matched, were a truer measure of compari

son than verbal scores were. The Mexican child appeared to 

rate slightly higher than the Anglo child. (98:162) 

Research studies cited above tended to support the 

premise that factors such as language, culture inherent in 

verbal intelligence test, and feelings of psychological infer

iority operated to negate an acceptable intelligence quotient 

in the Spanish-speaking child. 
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Standardized Test Scores 
4 

Evidence presented by Manuel, professor at the Uni

versity of Texas, and the Puerto Ricans Rodriquez Bou at the 

University of Puerto Rico and Roca at the State Department 

of Education supported a thesis that intelligence and achieve

ment tests were fallible when used in cultures other than 

those in which they were normed. Nevertheless, Mexican-Amer

ican pupils must compete in an English-speaking society and 

must be evaluated for competency in that society. A review 

of several studies of student proficiency indicated that 

many Spanish-speaking children had not attained a standard 

achievement comparable to their Anglo peer mates in the Eng

lish-speaking society. 

Tireman, in 1919, indicated that beginning at grade 

two the Spanish-speaking child gradually fell behind in his 

grade progress. (106:621-626) In 1935 Manuel reported 

retardation of one grade level at the third grade; 1.45 grades 

at the sixth level; 2.44 grades at the seventh level; and 

2.7 6 grades at the eighth level. He reported that the reading 

curve from test results of the new Stanford Reading Test fell 

much below the arithmetic curve for pupils in grades two to 

eight in thirteen south Texas schools. The scores were 

adjusted for a twelve year system rating (Texas had eleven 

months of school in many districts). The tests given at the 

4.5 level to Spanish and Anglo children showed the reading 

score for the Spanish child to be 3.6 and the arithmetic 
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score to be 4,4, as compared to the scores of 4,6 and 4.3, 
4 

respectively, for the Anglo child. (125:189-202) 

Spanish-speaking boys in grades 2-8 averaged about 

one-fourth lower than girls in reading ability and about 

one-tenth lower in arithmetic; English-speaking boys aver

aged about one-third lower in reading and one-sixth in arith

metic. (125-17) 

In 19 3 9 Epstein found evidence of marked retardation 

among the Spanish-speaking children in the El Paso elementary 

schools. Forty per cent of the children in the El Paso 

public schools as compared with 2^ per cent of the English-

speaking children were retarded two or more full academic 

years. (126) 

In 1935 Kelley, comparing test scores of English and 

Mexican children in grades 4, 5, 6, and 7 in three towns in 

Arizona, found a difference of .9, ,7, 1.0, and ,9 for grades 

4, 5, 6, and 7 respectively. (127:311) 

Kelley cited his investigation of each section of the 

test in reading as indicating that pupils in the sixth grade 

needed improvement in every facet of reading process. 

Sanders and others in a later investigation confirmed 

the findings of earlier studies. Sanders and others found in 

a three year study of Spanish-speaking children in nine El 

Paso elementary schools, 1951-53, that the average Spanish-

speaking child, when compared with the English-speaking child 

of the same age in the same system, was retarded in reading, 

language and arithmetic skills. (128:7) 
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The studies reviewed related to reading and arithmetic. 

Only one study indicated a social studies emphasis. 

Scott's study on teaching social studies "concepts" 

to fifth graders indicated the paucity of language operating 

for the Spanish-speaking child beyond the primary grades. 

Her study showed that, on the Iowa Basic Skills, grades in 

social studies were not lowered because of role-playing and 

creative drama approach to presenting concepts basic to 

understanding of man's relationship to man. (12 9) Her sub

jective evaluation was that children's attitudes changed 

from negative to positive demonstrations of appreciation of 

the subject. 

The studies cited in previous sections of this study 

indicated that (1) language facility was a necessary adjunct 

to concept development, (2) the Spanish-speaking child had 

inadequate language facility, and (3) an evaluation of the 

Spanish-speaking child's concept development showed an 

unnecessary scholastic retardation. Educators, therefore, 

began programs to eliminate the language handicap. 

Several studies evaluated the Spanish-speaking child's 

attainment of concepts after a pre-school, oral language 

program. 

In 1940 Herr selected five-year old children from nine 

towns in New Mexico, She equated an experimental and a control 

group through use of the Pintner-Cunningham Primary Intelli

gence Test, Form B and through her subjective evaluation 

relating to vocabulary and home environment. 
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One group experienced social and language development 

for a year before entering first grade; the control group 

experienced no special attention to social or language devel

opment. At the end of the year's training, another form of 

the Pintner test was administered. The experimental group 

excelled by 17.46 points. Both groups were given a Metro

politan Reading Readiness Test. The difference in averages 

in favor of the experimental group was 40,67 points. At the 

end of first grade, some of the experimental group attained 

second grade level; and some, first grade and nine months. 

Only four per cent achieved less than a 1.5 grade placement. 

Eighty-eight per cent of the control group attained a 1.3 

grade level; four per cent, a 1.5 grade level. Herr con

cluded that a specialized pre-school experience enhanced a 

pupil's chance for concept development at the first-grade 

level, (130:219-22) 

Saenz varied Herr's technique. His experiment occur

red within the regular school program. He directed teachers, 

in separate school systems, to allot more time to developing 

language necessary for verbalizing concepts and to use the 

vernacular, in explanations of concepts, with the experimen

tal group. 

The test results on the Coordinated Scales of Attain

ment showed the experimental group to attain the norm expected 

of any group of learners. He concluded that (1) time allot

ment to verbalization practice and (2) use of the vernacular 
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were very important in teaching Spanish-speaking children. 
4 

(131:32, 82) 

McNeil's study was representative of studies showing 

the effect of pre-school training upon achievement beyond 

the first grade. McNeil performed a longitudinal study to 

compare the effects of a pre-first-grade oral-English program 

upon children of superior, average, and below-average intelli

gence. The intelligence tests at grade one were administered 

in Spanish. An experimental group and a control group were 

established at grades three, four, five and six in four ele

mentary schools. Subsequently, achievement tests were admin

istered at grade levels three, four, five and six. An analy

sis of variance for achievement scores in reading, language 

and arithmetic of grade three and grade four pupils showed 

significant differences in achievement in favor of the exper

imental group which had been subjected to the pre-first grade 

program. There was no significant difference found at grade 

five and grade six. Such evidence did support the theory that 

language orientation materially advances a child's ability to 

succeed to some degree academically. 

Summary 

Reviews of studies in eight areas of interest relevant 

to the education of the Spanish-speaking child tended to sub

stantiate an inference that Spanish-speaking peoples in the 

Southwest were not realizing the benefits of the educational 

systems. Coleman, however, cautioned one against making such 

a sweeping generalization about all Spanish-speaking pupils. 
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He emphasized that many pupils, just as among Anglo 

groups, did have an adequate language facility, a proper 

home environment, good health conditions, and the necessary 

emotional self-concepts to progress successfully academically 

He pointed out, however, that every effort should be contin

ually exerted until the majority, not the minority, of the 

handicapped group of learners were educated, (5) 



CHAPTER III 

METHODS AND PROCEDURES 

Methods 

The survey method and the statistical analyses methods 

were used in this study. The survey method was utilized in 

obtaining information relevant to three areas in the study, 

(1) the psychological aspects of concept development, (2) the 

linguistic aspects for enhancing concept development, and 

(3) the educational achievement of the Spanish-speaking 

learner. 

Primary and secondary sources of psychological litera

ture were analyzed and synthesized in three areas, (1) steps 

in concept formation, (2) sequential levels of concept devel

opment, and (3) utilization of concepts in academic climates. 

Linguistic literature was analyzed and synthesized for (1) 

the theory of language learning—a method, (2) learning Eng

lish as a second language--a tool in concept development, 

and (3) the relationship of linguistics to reading—a medium 

of concept development. Primary and secondary sources of 

historical literature and research studies relevant to the 

Spanish-speaking people in the Southwestern United States 

were examined for indications of educational achievement in 

the following eight areas of interest. 

97 
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1. life adjustment as evaluated by teacher's citizen

ship grades 

2. opportunity to interact with the chronological 

age-group 

3. general achievement in academic subjects as eval

uated by the teacher 

4. opportunity to experience concept development 

5. general health conditions 

6. personal reading activities 

7. intelligence quotients 

8. concept development as assessed by standardized 

achievement tests in social studies, science, language arts, 

reading, and arithmetic. 

Statistical analyses were employed in the experimental 

portion of the study. A comparison was made between two 

groups of Spanish-surname children at the fourth-grade level. 

They were compared upon the basis of thirteen criterion var

iables. One group had attended pre-school; the other group 

had not, 

Procedures 

Survey of Psychological Literature 

The procedure consisted of checking bibliographies on 

the subject of concept development, dissertations and reports 

of dissertation findings, psychological journals, and treat

ises by well-known authors in the field of psychology. 
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Perusals were made of reports of experiments by the S-R bond 
4 

and the Gestalt group of theorists, and syntheses of the 

findings were used in establishing criteria for determining 

ways to improve concept development. 

Survey of Linguistic Literature 

Three aspects of linguistic literature were investi

gated. The first concerned the theory applicable to learn

ing a second language; the second pertained to the develop

ment of courses of study and guides, in the light of linguis

tic theory, for special attention to the language factor 

handicap in Spanish-speaking children; and the third related 

to a study of linguistics relevant to enhancing the reading 

ability as a medium for concept development. 

Survey of Literature Relevant to the 
Spanish-Speaking Learner 

The literature in this field was surveyed in eight 

categories: 

Life adjustment, as reflected in citizenship grades 

Interaction with chronological age group 

Teacher evaluation of general achievement 

Sequential concept development opportunity 

General health conditions 

Personal reading activities 

Intelligence Quotient 

Standardized Test Scores 
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S t a t i s t i c a l A n a l y s i s Involvement 
4 

The statistical portion of the study required the 

following procedures: (1) selecting a school system which 

in the summer of 19 61 had used the pre-school oral English 

program provided by the fifty-ni.rcn Legislature in Texas and 

planned by the Texas Education Agency, (2) obtaining from 

the administrative personnel in the system selected the neces' 

sary permission to collect records and excerpt the informa

tion needed for the study, (3) arranging for computer center 

services and for a statistician's direction in tabulating 

data, (4) collecting data, (5) classifying schools as to 

ambient for computer tabulation, (6) describing the larger 

school community from which the pupil records were chosen, 

(7) explicating the statistical tools--intelligence tests 

and standardized achievement tests, and the three computer 

programs, (8) describing the Preschool Instructional Program-

for Non-English Speaking Children, a text provided by the 

Texas Education Agency for teacher use, and (9) preparing 

data for computer machines. 

Choosing a School System 

The Lubbock Public Schools had accepted the orienta

tion program provided by the 5 9th Legislature in Texas, The 

first program occurred in the summer of 1960, Improvements 

were planned and a guide was published for use in a pre

school program in 19 61, 
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Obtaining Permission to 
Excerpt Information 

A visit to the superintendent of schools and an 

explanation of the general plan for the study resulted in 

permission to execute the study. Appropriate personnel were 

suggested as advisors. 

Arranging for Computer 
Center Service 

A request for graduate research status at the com

puter center was granted, and an advisor was provided. 

Collecting Data 

The principals in the schools were apprised of the 

project and the permission that had been granted by the 

administrative personnel. From the administrative offices 

a "Population Study, April 1965" was obtained. Schools con

taining not less than one per cent Spanish-surname popula

tion were selected for sources of information for the study, 

A personal visit to each selected school was neces

sary. The records of all fourth grade children in the 

school were scrutinized for information pertinent to the 

study. Then information from the selected records was trans

ferred to the tabulation sheets. Six hundred twenty-one 

records were examined from twenty-seven schools. Two hun

dred seven records were chosen. Records were selected if 

they were of Spanish-speaking children who were in a regular, 

as differentiated from a special, education fourth grade 

class in any elementary school in the Lubbock Public Schools 
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for the previous levels, grade one, grade two, and grade 
4 

three. No pupil who attended a school outside the Lubbock 

Independent School District for even one month was included 

in the study. No pupil's record was chosen if it could be 

established that he spoke English in the home. 

Items taken from the permanent records of each pupil 

were: number of entries; number of books read in the first 

three years; number of days present; teacher evaluation as 

to citizenship and general achievement grades which were 

recorded as A, B, C, D, F; intelligence scores; fourteen 

health check points; and grade level scores in five academic 

subjects on the SRA Achievement tests. 

The letter grades were transformed into numeric scores 

to accommodate the computer program. A equals 5; B, 4; C, 3; 

D, 2; and F, 1. Grades for each six weeks' session were 

recorded, transformed and summed. 

Classifying Schools 

If a school community contained from 1-5 9 per cent 

Spanish-speaking population in the enrollment, it was assigned 

Ambient II, If the school enrollment was 60-100 per cent, 

it was assigned Ambient III, Because the Spanish population 

spread to various sections within the city, a mobile pupil 

was counted in Ambient III if the.greater portion, i,e,, more 

than half, of his school years had been spent in any school 

ranking as an Ambient III school, (Appendix I indicates the 

classification of the schools as to Ambient status.) 
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Describing the Larger 
School. Community 

The Lubbock Independent School District is a corpor

ate entity, established in 1907. The district encompasses 

an area of 8 7,5 square miles. The scholastic membership in 

1965-66 school year was slightly over 30,000, The city's 

population numbered 16 5,0 00, with an average income of over 

$7,000, 

The community economy, once based principally on agri

culture and railroad industry, expanded in the 1960's to 

include manufacturing, wholesale trade, retail trade, and 

government employment. 

The Chamber of Commerce reported an unusually stable 

and low unemployment rate of 3 per cent for Lubbock as com

pared with rates for other Texas cities, e.g., Laredo with 

a 9,9 and El Paso with a 4.1 unemployment rate. 

Because of Latin habit patterns of congregating into 

close-knit units, the Mexican section of the city required 

only one teacher in the early 1900's. 

By 1960, the largest aggregation of the Latin American 

population appeared in Census Tract 8 of the city's map of 

divisions, based on propriety of housing conditions. Within 

that area 49,34 per cent of the families had an income of 

less than $3,000, The average number of persons in the fam

ily was 5.38, 

In 19 29, there had been no plumbing facilities in the 

area. By 1950, 5 to 10 per cent of the dwellings still 

lacked them. One-half of the dwellings were rated as 
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dilapidated (unsafe) or deteriorating (needing repairs). The 

greatest number of all the kinds of health problems were in 

Tract 8. 

By lb65 the median number of years of schooling com

pleted was 3.5 for Census Tract 8 as compared with 8.2 for 

Census Tract 12, predominantly Negro. The report indicated 

a loss of 35 per cent of the Mexican school population by 

graduation time, but thirty-six Mexican-Americans were listed 

as high school graduates in 1965. A 1965 report indicated 

that 7 per cent of the families in Tract 8 had drop-outs in 

the home as compared to 1 per cent in the middle ranked 

homes, 

By 1955-66 conditions had improved for the Latin-

American population. 

The Latin population, once bunched into a very small 

area in the northeast section of the city, relocated rather 

coiTipactly between the years 19 60 and 19 6 5 into the east and 

northwest sections of the city, and rather sparsely into the 

south and southwest sections. 

The interview with county health officials indicated 

a 5 per cent decrease in infant death rates in the city by 

1966, Officials stated that the health problems of the begin

ning school child were controlled, but that pre-school health 

problems remained precarious. 

Of the nineteen schools containing pupils who met the 

criteria for selection as participants in the study, ten 

schools were ranked as low socio-economically, seven were 
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rated as middle, and two schools with a fringe Latin-American 

population were rated as high. 

Even though this study did not concern itself espec

ially with socio-economic status as a variable, the descrip

tion of the changes in the Latin population situation indi

cated a change in environmental conditions for many pupils 

who moved from a congested area into a more spacious sur

rounding. The assumption pertinent in this study was that 

the change provided an opportunity to hear English spoken 

in other environmental situations than the school room. 

Such opportunity could enhance the achievement potential of 

children if language participation in English were increased. 

The overall program forL.the system was standardized; 

the Assistant Superintendent, the Primary and the Interme

diate Directors of instruction, with the cooperation of per

sonnel in the psychological department, coordinated the pro

gram of instruction in all of the city's schools. 

The public schools provided for visiting teachers, 

home bound teachers, truant officers, and school nurses. 

The visiting teacher especially assisted teachers in areas 

where language was a factor inhibiting successful communica

tion between the home and the school. The twenty-five 

nurses had the status of Registered Nurse in Texas, They 

were hired on the same basis as a teacher with a B.S. degree. 

The rating as to socio-economic status was on the 
basis of housing conditions as reported in The Picture of 
Poverty in Lubbock; Appendix I shows classifications, 
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In their routine duty they kept a health record of every 

school child for each year he was in the system. In the 

1960's some of the schools participating in the Title Î  

program and the study had a nurse on full time duty as con

trasted to schools not under Title I, In the schools, par

ticipating in the study, there were 260 teachers with bache

lor's degrees and 7 9 teachers with master's degrees. 

In the description of the larger school community it 

was evident that Lubbock was a prosperous community, that 

the Mexican population was growing, and that the community 

was attempting to meet the educational needs of the popula

tion . 

Explicating the Statistical Tools 
and the Computer Programs 

1, The Otis Quick-Scoring Alpha Test was administered 

» 

by the classroom teacher, according to the Manual of direc

tions , to every fourth grade pupil in the Lubbock Public 

Schools in January 1965, 

A verbal and a non-verbal test composed the battery 

of tests. The tests might be given as individual units, but 

the Lubbock system used the combination for a total score 

from which mental ages and alpha intelligence quotients were 

derived. 

^Title I programs were provided for in Public Law 
8 9-10, The Elementary and Secondary Education Act under the 
auspices of the United States Office of Education. 
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The reliability coefficient for the total score is 

,81. The probable error of the non-verbal test is three and 

one-half points. Otis cautions, however, that pupils coming 

from homes in which a foreign language is spoken, or who, for 

any reason, have been handicapped in learning to comprehend 

language, may not do as well as other pupils in this test. 

2. In November of 1965, The SRA Achievement Series, 

Multilevel Edition Form D was administered by the classroom 

teacher, according to the Manual of Directions, to every 

fourth grade pupil in the Lubbock public schools. 

Form D of the test is organized into the following 

five batteries: 

Total Social Studies 

Total Science 

Total Language Arts 

Capitalization and Punctuation 
Grammatical Usage 

Spelling 

Total Arithmetic 

Reasoning 
Concepts 
Computation 

Total Reading 

Comprehension 
Vocabulary 

Total Work-^tudy Skills 

Reference 
Charts 

The edition has been designed to provide for the 

entire range of achievement among students in grades 4-9, 
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The tests during the years 1957 to 1967 have undergone con

tinuous revision in order to reflect changes in the curricu-

lar content and the sequences that have been commonly accepted 

and put into effect in school systems, A brief explanation 

of each test content follows: 

Social Studies. The Social Studies Test yielded a 

single score. It purported to measure understanding and 

application of representative principles drawn from geography, 

history, government and economics. The test contained forty-

seven items. 

Science. The Science Test, consisting of forty-seven 

items, stressed concepts, generalizations, basic classifica

tions and cause and effect relationships commonly presented 

in the elementary schools. 

Language Arts. The Language Arts Test consisted of 

three sub-tests: (1) capitalization and punctuation, (2) 

grammatical usage, and (3) spelling. 

The capitalization and punctuation sub-test covered 

rules for capital letters in proper nouns, abbreviations and 

book titles, for apostrophes in contractions and possessives, 

and for quotation marks, semi-colons and hyphens. Usage 

items covered rules concerning tenses, redundancy, double 

negatives, subject-verb agreement and case of pronouns. 

The spelling sub-test measured mastery of the basic 

principles of word structure. Recall and recognition were 

basic in the batteries. 

The Language Arts items were presented in the context 

of a story or other type of written selection. The aim was 
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to ascertain the pupil's actual use of the language rather 

than his ability to recall rules. 

Arithmetic, The arithmetic tests consisted of (1) 

reasoning, (2) concepts, and (3) computation. The reasoning 

test purported to measure the problem-solving ability of the 

pupil. The concepts sub-test required the pupil to translate 

verbal form into mathematical symbols, to use his knowledge 

of the vocabulary technical to arithmetic and to indicate 

his understanding of mathematical principles in carrying out 

the necessary computational processes in arriving at his 

solution, 

Reading, Short, story samples were given. The sub

tests purported to measure an understanding of (1) theme, 

(2) main ideas, (3) inference, (4) significant details, and 

(5) vocabulary meaning; and to provide a proficiency index 

in the use of tables of contents, indexes, and general 

reference materials, as well as interpretation of charts, 

maps and graphs. 

The grade equivalent score assigned to a raw score 

indicated the grade placement by the number of months a 

child had been in school. For example, 4.2 would indicate 

the second month in the fourth grade. 

The TTS005, Data Description 

The computer program provided simple averages and 

measures of dispersion of variables for the group as a 

whole unit. 
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The TTSQ06, t Test 

The TTS006, t Test, prepared by Burdsal, Texas Tech

nological College Computer Programmer, gave the mean, the 

standard deviation, the F Ratio and the t Test for discrim

inating a significant difference between means on criterion 

variables for the two groups being compared. The test was 

applicable to groups whose members cannot be matched by 

pairs and whose scores are uncorrelated data. The test pro

vided information for describing groups. Any level of 

decision may be set. The .05 level was adequate in this 

study. 

The hypotheses in this study were established for 

the comparison of a total group achievement, positing that 

the pupils who had the experience of a pre-school language 

orientation would excel. 

Questions to be answered from analysis by data 

description and the t Tests concerning each interest area 

were: 

1. Does the mean score for the total group indicate 

scholastic retardation? 

2, Is sex a significant factor in achievement? 

3. Does an orientation pre-school program make a 

remarkable difference between groups on the thirteen criter

ion variables in achievement at the fourth grade !". evel when 

an understanding of abstract ideas and abstract processes 

is required of the pupil? 

4, Does living in a high Spanish-speaking ambient 

affect achievement noticeably? 
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5, Is there a significant difference between the 

pupils who live in different ambients and who have had a 

pre-school orientation? 

6, Is there a significant difference in achievement 

between pupils who live in different ambients and who have 

had no pre-school orientation? 

7, Is there a significant difference in achievement 

between the pupils within a high Spanish-speaking ambient 

when one group has had a pre-school orientation? 

8, Is there a significant difference in achievement 

between pupils within a more balanced Spanish-speaking 

ambient when one group has had a pre-school orientation? 

Tables of analyses were presented in answer to each 

of the questions posed for each of the eight areas of 

interest. Evidence was contained in one of the tables to 

support or fail to support the hypothesis stated for each 

interest area concerning a total group comparison. 

The TTSQ14, Discriminate Analysis 

The TTS014, Discriminate Analysis, program for two 

groups computes a linear function of a number of variables 

measured on each individual in the groups. This function 

can serve as an index for discrimination between the two 

groups, If enough difference exists between the groups on 

the variables measured, this analysis will separate the 

individuals according to the independent variable used. 

The function in this study was further substantiation 

of the value of the pre-school program. 
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Explicating the Program Used-Experi
mental Portion of the Study 

Edgar, commissioner of Education in Texas, stated the 

purpose of the program thus: "...to prepare non-English 

speaking children for entry into the first grade with a com

mand of essential words which will afford them a better oppor

tunity to complete successfully the work assigned to them. 

(Foreword, The Preschool Instructional Program for Non-English 

Speaking Children) 

The guide stated the teacher qualifications to be the 

same as those for a regular elementary classroom teacher who 

has in addition an experience in teaching children whose first 

language is not English and who has a sympathetic understand

ing of the children involved. 

The classroom was to be adequate in physical facili

ties for a play center, a work center, a music center, a 

library center, and a talking center. 

Some of the principles advocated by Bumpass to insure 

mastery of the oral fluency were: 

1. Keep the program flexible and active 

2. Use concrete objects as often as possible 

3. Present any sentence pattern in a normal speaking 

tempo, retaining the rhythm, pitch, stress, and juncture in 

the natural flow of the language. 

4. Avoid careless inconsistencies when repeating a 

sentence pattern. 

A vocabulary list, words from first grade texts, 

arranged alphabetically, was to be used in planning the 
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several lessons. Problems arising in enunciation and in 

word order were enumerated for the teacher. 

No prescriptions were given, but teachers were urged 

to adapt the sample lesson plan to the needs of each indi

vidual in the class group. 

Subjecting Data to Analysis 

The collected data were transformed from alpha data to 

numeric data, where necessary, and all numeric data were trans

ferred to IBM cards by using the IBM Printing Card Punch. 

The cards were then sorted into a variable grouping arrange

ment desired by using the IBM Card Sorting Machine. Accuracy 

of number in the several groupings was determined by using 

the IBM, 16 2 2 Card Read Punch, All grouping arrangements 

were programmed according to outlines for the type of analysis 

desired and then submitted separately for analysis through the 

IBSYS Computer, 



CHAPTER IV 

ANALYSIS AND INTERPRETATION OF DATA 

Analysis 

The purpose of this chapter was (1) to report the 

analyses of data pertinent to the several aspects of concept 

development for the Spanish-speaking child, and (2) to inter

pret the analyses, as educed through the survey of literature 

and a statistical investigation. 

Psychological Aspects 

The survey of literature concerning steps in concept 

development indicated that language facility was necessary 

to perceiving, mediating, and responding to any stimulus 

situation. Learning concepts seemed to require some sequen

tial pattern of development. The stages appeared to go from 

the inductive to the deductive. The inductive stage repre

sented the generalizing about the environment from the many 

atomistic experiences in the learner's immediate environment. 

The deductive stage represented that occasion when (1) the 

atomistic experiences were manipulated without conscious 

concentration, (2) the attention was given to new aspects of 

the problem at an abstract level, and (3) the learner was 

114 
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proficient in communicating his thoughts to his fellowman as 
« 

the situation demanded. 

Evidence tended to support the assumption that educa

tors and psychologists have not determined how one utilizes 

a concept to solve a new problem.• Psychologists seemed to 

concur that a failure in the utilization process, organic or 

psychological in nature, inhibited concept development, and 

they agreed that much more inquiry into the subject of con

cept development is needed. 

Linguistic Aspects 

The evidence educed from the many linguistic publi

cations supported the premise that methods for learning a 

second language have developed rapidly since the early 1900's. 

Although continuous efforts have been expended to use the 

methods in helping the Spanish-speaking child learn enough 

of the English language to enable him to enjoy academic suc

cess in preparation for his responsibility in society, the 

efforts have not achieved the goal of competence in language 

for many language-handicapped children. 

Reports indicated that an understanding not only of 

the culture of the Spanish language but also of the contrasts 

of the language patterns of English and Spanish was neces

sary for the teacher who planned to teach Spanish-speaking 

children. Special texts and specialized methods of presen

tation were recommended as essential to efficient presenta

tion of language and content subjects for the Spanish-speak

ing population in the class-room. 



116 

Reading, a subject basic to concept development in 

all academic disciplines, was presented as an extension of 

language and a medium to concept development. Linguists 

expressed opinions that a structure-centered method, as 

opposed to the earlier item-centered method should expedite 

concept development for the Spanish-speaking child; and that 

the perfection of the structure-centered method was a goal 

to be pursued by psychologists, linguists, and public school 

educators, 

Spanish-speaking Learner 

Analysis of the Survey of Literature 
Relevant to Concept Development 

Information relevant to eight areas specifically rela

ted to the education of the Spanish-speaking child was 

derived from two sources: (1) the literature selected and 

surveyed to explicate the status of the education of a group 

of children handicapped by a language factor in the academic 

classroom setting, and (2) the analyses of data taken from 

permanent records of a selected group of Spanish-speaking 

pupils, 

The eight areas of interest were: (1) life adjust

ment, (2) interaction with the chronological age-group, (3) 

teacher evaluation of general achievement in the total sub

ject areas taught, (4) sequential concept development, (5) 

general health conditions, (6) personal reading activities, 

(7) intelligence quotient, and (8) academic success in five 

subjects as measured by a standardized achievement test. 
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The survey of literature indicated that many Spanish-

speaking learners had not reflected a satisfactory life adjust

ment pattern. The following factors were proposed as possible 

contributing causes of the inadequacy: (1) conflicts between 

the Anglo and Spanish cultures, (2) a lack of teacher compe

tence in psychological observation of life adjustment patterns 

in children, handicapped children in particular, and (3) ambi

valence among community members concerning the minority group. 

Life adjustment patterns were partially affected also 

by the opportunity a child had to interact with his chronolo

gical age-group. Studies revealed that children were absent 

from school because of itinerancy of parents in many cases, 

because of segregation of the Spanish-speaking child in other 

cases. 

Absence reduced the opportunity for one to test one's 

concept growth within the peer group. In addition, absence 

reduced the child's opportunity to experience sequential con

cept development. 

Studies supported the premise that neglect of the 

several aspects necessary to concept development resulted in 

inferior personal and academic achievement among many Spanish-

speaking children. 

Analysis by Tabular Organization 

Each table indicated the significance of difference 

between the means of scores for each criterion variable for 

the two groups of Spanish-speaking children. 
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Seven grouping arrangements for each interest area 

appeared in each table thus: 

By sex 

By orientation* 1 (pre-school) and 2 (no pre-school) 

By ambient* II (1-59%) and III (60-100%) 

By ambient II, ambient III, and orientation 1 

By ambient II, ambient III, and orientation 2 

By ambient II and orientation 1 and 2 

By ambient III and orientation 1 and 2 

^Orientation 1 indicates pre-school; 2, no 
pre-school 
^ambient II represents 1-59 per cent; III, 60-
10 0 per cent Spanish-speaking enrollment in a 
school 

Life Adjustment 

Life adjustment was measured by a summation of six 

citizenship grades—letter grades were transformed—A, 5; 

B, 4; C, 3; D, 2; F, 1. The mean score for the total group 

was 24.4; the standard deviation, 4.02. Table I contains the 

analysis. 
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TABLE I 

t TEST FOR SIGNIFICANCE OF DIFFERENCE BETWEEN THE MEANS 
OF SCORES FOR TEACHER EVALUATION OF CITIZENSHIP 

Grouping 

Girls 
Boys 

Orientation 1 
Orientation 2 

Ambient 
Ambient 

Ambient 
Ambient 

Ambient 
Ambient 

Ambient 
Ambient 

Ambient 
Ambient 

II 
III 

II-l 
III-l 

II-2 
III-2 

II-2 
III-l 

II-l 
III-2 

Number 

113 
94 

112 
95 

86 
121 

32 
80 

54 
41 

54 
80 

32 
41 

Mean 

24.8 
23.9 

24.5 
24.2 

24.7 
24.2 

25.2 
24.3 

24.5 
24,1 

24,5 
24,3 

25.2 
24.1 

SD 

4.20 
3,77 

3,89 
4,19 

4.57 
3,59 

3.87 
3,90 

4,96 
2,94 

4.96 
3.90 

3.87 
2.94 

t 

1 

1 

ratio 

.62 

.380 

.933 

.11 

.477 

.25 5 

.677 

P 

NS 

NS 

NS 

NS 

NS 

NS 

NS 

There was no significant difference between the mean 

scores in citizenship grades for pupils in the study. There

fore the hypothesis that the mean score in citizenship would 

be higher for the pre-school group was not supported by the 

evidence presented. 
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Opportunity to Interact with 
Chronological Age-group 

Analyses of opportunity to interact with the peer 

group, measured by two criterion variables—number of entries 

at fourth grade and mean age score—were presented in Tables 

II and III. The mean score of entries for the total group 

was 5.4; of chronological age, 12 7.9 months; the standard 

deviations, 1.4 and 9.31 respectively. 

TABLE II 

t TEST FOR SIGNIFICANCE OF DIFFERENCE BETWEEN THE 
MEANS OF NUMBER OF ENTRIES AT FOURTH GRADE 

Grouping Number Mean SD t ratio g 

Girls 113 5.41 .50 
Boys 94 5.33 1.29 

.393 NS 

Orientation 1 112 5.28 1.40 
Orientation 2 95 5.48 1.41 

1.06 NS 

Ambient II 86 5.74 1.50 
Ambient III 121 5.11 1.27 

3.29 .01 

Ambient II-l 328 6.03 1.49 
Ambient III-l 80 4.98 1.25 

3.81 .01 

Ambient II-2 54 5.57 1.50 
Ambient III-2 41 5.36 1.28 

.713 NS 

Ambient II-l 32 6.03 1.25 
Ambient II-2 54 5.57 1.50 

1.37 NS 

Ambient III-l 80 4.98 1.45 
Ambient III-2 41 5.36 1.30 

1.61 NS 
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There was no significant difference between the 

means in number of entries at fourth grade; therefore, the 

hypothesis that the entries for the pre-school group would 

be fewer was not supported by the evidence presented. 

TABLE III 

t TEST FOR SIGNIFICANCE OF DIFFERENCE BETWEEN THE MEANS OF 
SCORES OF CHRONOLOGICAL AGE IN MONTHS AT FOURTH GRADE 

Grouping 

Girls 
Boys 

Orientation 1 
Orientation 2 

Number 

113 
94 

112 
95 

Mean 

127,7 
128,1 

126.1 
130,0 

SD 

9,56 
9,05 

8,90 
9,40 

t ratio 

.311 

3.01 

P 

NS 

.01 

Ambient II 
Ambient III 

86 
121 

128.7 
127.3 

9,95 
8.82 

1.10 NS 

Ambient II-l 32 127.0 9.78 
Ambient lll-l 80 125.8 8.57 

.663 NS 

Ambient II-2 54 129.7 10.0 
Ambient III-2 41 130.22 8.66 

.244 NS 

Ambient II-l 
Ambient II-2 

32 
54 

127.0 
129.7 

9.78 
10,0 

1,24 NS 

Ambient III-l 80 125,8 8.57 
Ambient III-2 41 130.2 8.66 

2.70 .01 

The hypothesis that the mean chronological age score 

would be less for the pre-school group was supported by the 

evidence presented. 
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Teacher Evaluation of 
General Achievement 

General achievement was measured by a summation of 

six grades transformed—A, 5; B, 4; C, 3; D, 2; F, 1. The 

mean score for the total group was 18.35; the standard devia

tion, 4.86. Table IV shows analysis of the summations. 

TABLE IV 

t TEST FOR SIGNIFICANCE OF DIFFERENCE BETWEEN THE MEANS OF 
SCORES FOR TEACHER EVALUATION OF GENERAL ACHIEVEMENT 

Grouping Number Mean SD t ratio p 

Girls 113 19.3 4.76 
Boys 94 17.2 4.76 

Orientation 1 
Orientation 2 

Ambient 
Ambient 

Ambient 
Ambient 

Ambient 
Ambient 

II 
III 

II-l 
III-l 

II-2 
III-2 

112 
95 

86 
121 

32 
80 

54 
41 

18.3 
18.5 

18.4 
18.3 

18.8 
18.1 

18.2 
18.8 

4.90 
4.82 

4.78 
4.93 

4.90 
4.92 

4.74 
4.97 

3.16 

.285 

.009 

.668 

.656 • 

.01 

NS 

NS 

NS 

NS 

Ambient II-l 
Ambient II-2 

Ambient III-l 
Ambient III-2 

32 
54 

80 
41 

18.8 
18.2 

18.1 
18.9 

4.91 
4,74 

4.92 
4.97 

.540 

.808 

NS 

NS 
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There was no significant difference between the mean 
4 

scores at the fourth grade; therefore, the hypothesis that the 

pre-school group would have a higher evaluation in general 

achievement was not supported by the Hypotheses. Similarly, 

that the mean score for pupils in Ambient II would be higher 

was not supported by the evidence. 

Sequential Concept 
Development 

Opportunity to experience sequential concept develop

ment was measured by days in attendance; the possible number 

of days was 179. The mean number of days for the total group 

was 170.6; the standard deviation, 712. The analysis is 

presented in Table V. 

TABLE V 

t TEST FOR SIGNIFICANCE OF DIFFERENCE BETWEEN THE 
MEANS OF NUMBER OF DAYS IN ATTENDANCE 

Grouping Number Mean SD t ratio p 

Girls 113 170.0 7.62 
Boys 94 171.3 6.70 

1.29 NS 

Orientation 1 112 171.2 7.20 
Orientation 2 95 169.8 7.22 

1.46 NS 

Ambient II 86 170.3 7.11 
Ambient III 121 170.3 7.34 

.459 NS 
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TABLE V —Continued 

Grouping Number Mean SD t test 

Ambient II-l 
Ambient III-l 

32 
80 

172.4 
170.8 

6.72 
7.38 

1.053 NS 

Ambient II-2 
Ambient III-2 

54 
41 

169.1 
170.7 

7.10 
7.35 

1.10 NS 

Ambient II-l 
Ambient II-2 

82 
54 

172.4 
169.1 

6.72 
7.12 

2.134 .05 

Ambient III-l 
Ambient III-2 

80 
41 

170,8 
170,7 

7.38 
7.35 

.060 NS 

There was no significant difference between the two 

groups in the mean number of days in attendance; therefore, 

the hypothesis that the pre-school pupils would have a higher 

mean score in days of attendance was not supported by the 

vidence. A significant difference existed only between the 

"within" divided groups. In Ambient II the pre-school pupils 

did achieve a higher mean number of days in attendance. 

General Health Conditions 

General health conditions, other than immunizations 

which did not vary, were measured by the scores on fourteen 

items. A possible score of 14 indicated excellent health 

conditions; a score of 28, very poor conditions. The mean 

score for the group was 12.5; the standard deviation, 1.83. 

Table VI Contains the analysis. 
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TABLE VI 

t TEST FOR SIGNIFICANCE OF DIFFERENCE BETWEEN THE MEANS 
OF SCORES FOR GENERAL HEALTH CONDITIONS 

Grouping Number Mean SD t ratio p 

Girls 113 12.3 1.37 
Boys 54 12.7 1,32 

2,25 .05 

Orientation 1 112 12,5 1.55 
Orientation 2 95 12.5 1.1 

.230 NS 

Ambient II 86 12.5 1.22 
Ambient III 121 12.5 1.45 

.350 NS 

Ambient II-l 32 12.5 1.50 
Ambient III-l 80 12.5 1.57 

Ambient II-2 54 12.4 1.04 
Ambient III-2 41 12.6 1.18 

.115 NS 

Ambient II-l 
Ambient II-2 

Ambient III-l 
Ambient III-2 

32 
54 

80 
41 

12.5 
12.4 

12.5 
12.6 

1.50 
1.04 

1.57 
1.18 

.897 

.246 

.614 

NS 

NS 

NS 

There was no significant difference in the mean 

scores for general health conditions of the pre-school and 

non-pre-school group; therefore, the hypothesis that the pre

school pupils would have better health ratings was not sup

ported by the evidence. Because the boys' higher score could 

mean poorer health condition, the girls in the total group 

appeared to have better health. 
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Personal Reading Activities 
4 

Personal reading activities were measured by the num

ber of books checked on the reading sheets of the pupils for 

grades one, two, three. In a few instances the record was 

not kept. The teacher or principal helped to estimate the 

number of books a child read. The mean score was 32.6; the 

standard deviation 3.25. The analysis is shown in Table VII. 

TABLE VII 

t TEST FOR SIGNIFICANCE OF DIFFERENCE BETWEEN THE 
MEANS OF SCORES FOR PERSONAL READING ACTIVITIES 

Grouping Number Mean SD t ratio p 

Girls 113 36.1 34.86 
Boys 94 28.5 29.12 

1.68 NS 

Orientation 1 
Orientation 2 

Ambient II 
Ambient III 

Ambient II-l 
Ambient III-l 

112 
95 

86 
121 

32 
80 

33.8 
31.2 

40.5 
27.0 

44.6 
29.6 

35,34 
29,0 

28.74 
34.0 

22.54 
38.61 

.583 

2.99 

2.06 

NS 

.01 

.05 

Ambient II-2 
Ambient III-2 

54 
41 

38.1 
22.1 

31.81 
22.0 

2.76 

Ambient II-l 
Ambient II-2 

Ambient III-l 
Ambient III-2 

32 
54 

80 
41 

44.6 
38.1 

29.6 
22.1 

22.54 
31.81 

38.61 
22.0 

2.76 

1.00 

1.36 

.01 

NS 

NS 
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There was no significant difference between the mean 

scores for the two groups; therefore, the hypothesis that 

pre-school pupils would have a higher mean score for books 

read was not supported by the evidence. Pupils in Ambient II, 

irrespective of orientation, did have greater mean scores 

than pupils in Ambient III. The pattern, 0-19 9 books read, 

was very inconsistent among pupils. 

Intelligence Quotient 

The Otis Quick-Scoring Mental Ability Test was the 

instrument used to measure the intelligence quotient. The 

mean score for the total group was 92.27. The standard devia

tion was 8.49. The analysis is shown in Table VIII. 

TABLE VIII 

t TEST FOR SIGNIFICANCE OF DIFFERENCE BETWEEN 
THE MEANS OF SCORES FOR THE OTIS QUICK-

SCORING MENTAL ABILITY TEST 

Grouping Number Mean SD t ratio p 

Girls 113 91.0 8.03 
Boys 94 93.8 8.74 

Orientation 1 
Orientation 2 

Ambient II 
Ambient III 

Ambient II-l 
Ambient III-l 

112 
95 

86 
121 

32 
80 

92.5 
92.0 

91.2 
93.0 

91.3 
93.0 

7.91 
9.09 

8.49 
8.38 

8.27 
7.75 

2.38 

.472 

1.52 

1.08 

.05 

NS 

NS 

NS 

Ambient II-2 54 91.2 8.70 
Ambient III-2 41 93.0 9.59 

_ _ _ _ _ ^ .950 NS 
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TABLE VIII—Continued 

Grouping 

Ambient II-l 
Ambient II-2 

Ambient III-l 
Ambient III-2 

Number 

32 
54 

80 
41 

Mean 

91.3 
91.2 

93.0 
93.0 

SD 

8.27 
8.70 

7.75 
9.59 

t ratio 

.034 

.023 

P 

NS 

NS 

There was no significant difference in the mean scores 

for intelligence quotient; therefore, the hypothesis that the 

intelligence quotient for the pre-school pupils would be higher 

was not supported by the evidence. Boys in the total group 

had a significantly higher mean score than girls in the total 

group. 

Standardized Tests 

The standardized test score in each of the five academic 

subjects was measured by the SRA Achievement, Multilevel Edi

tion Form D. The test score, reported by grade level in 

months for social studies, science, language arts, arithmetic, 

and reading show the mean and the standard deviation to be as 

follows: 

social studies 
science 
language arts 
arithmetic 
reading 

35.99, 
35.06, 
39.00, 
36.00, 
35.93, 

7.04 
6.76 
8.79 
5.51 
6.01 

The analysis of each subject area is presented in Table IX 
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TABLE IX 

t TEST FOR SIGNIFICANCE OF DIFFERENCE BETWEEN 
THE MEANS OF SCORES ON THE SRA ACHIEVE

MENT TEST IN FIVE SUBJECT AREAS 

Grouping 

Girls 
Boys 

Oriental 
Oriental 

Ambient 
Ambient 

Ambient 
Ambient 

Ambient 
Ambient 

Ambient 
Ambient 

Ambient 
Ambient 

Girls 
Boys 

tion 1 
bion 2 

II 
III 

II-l 
III-l 

II-2 
III-2 

II-l 
II-2 

II-l 
III-2 

Orientation 1 
Orientation 2 

Ambient 
Ambient 

II-l 
III-l 

Number 
Social 

113 
94 

112 
95 

86 
121 

32 
80 

54 
41 

32 
54 

80 
41 

Mean 
Studies 

35.9 
36.1 

35.4 
36.9 

36.9 
35.5 

36.3 
35.1 

36.9 ' 
36.2 

36.8 
36.9 

35.1 
36.3 

Science 

113 
94 

112 
95 

86 
121 

34.6 
35.7 

34.9 
35.2 

34.0 
35.1 

SD 

7.17 
6.92 

7.25 
7.26 

7.64 
6.98 

7.55 
7.15 

6.91 
6.64 

7.55 
6.90 

7.15 
6.64 

6.42 
7.14 

6.84 
6.71 

6.70 
6.84 

t 

1 

1 

1 

ratio 

.137 

.42 

.31 

,678 

.463 

,482 

.870 

.157 

.329 

.195 

P 

NS 

NS 

NS 

NS 

NS 

NS 

NS 

NS 

NS 

NS 
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TABLE IX—Continued 

Grouping Number Mean 
Science —Continued 

SD t ratio 

Ambient II-l 
Ambient III-l 

Ambient II-2 
Ambient III-2 

Ambient III-l 
Ambient III-2 

Ambient III-l 
Ambient III-2 

Ambient II-2 
Ambient III-2 

Ambient II-l 
Ambient II-2 

Ambient III-l 
Ambient III-2 

32 
80 

35.4 
34.7 

7.93 
6.39 

.474 

54 
41 

34.7 
36.0 

5.91 
7.67 

.877 

32 
54 

35.4 
34.7 

7.93 
5.90 

.446 

80 
41 

34.7 
35.0 

6.39 
7.67 

.932 

54 
41 

39.0 
38.8 

8.52 
9.75 

.127 

32 
54 

39.2 
39.0 

9.44 
8.51 

.107 

80 
41 

39.1 
38.8 

8.36 
9.74 

.172 

NS 

NS 

NS 

NS 

Girls 
Boys 

Orientation 1 
Orientation 2 

Ambient II 
Ambient III 

Ambient II-l 
Ambient III-l 

Language 

113 
94 

112 
95 

86 
121 

32 
80 

Arts 

40.1 
37.6 

38.9 
39.1 

39.1 
39.0 

39.2 
39.1 

8.94 
8.46 

9.02 
8.64 

8.81 
8.81 

9.44 
8.36 

2.054 

.165 

.105 

.093 

.05 

NS 

NS 

NS 

NS 

NS 

NS 
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Grouping 

Girls 
Boys 

Orientation 1 
Orientation 2 

Ambient II 
Ambient III 

Girls 
Boys 

Orientation 1 
Orientation 2 

Ambient II 
Ambient III] 

Ambient II-l 
Ambient III-l 

TABLE IX—Continued 

Number Mean 
Arithmetic 

SD t ratio 

113 
94 

36.18 
35.09 

5.18 
5.90 

112 
95 

35.78 
36.47 

5.46 
5.58 

86 
121 

36.09 
35.81 

5.30 
5.66 

Ambient II-l 
Ambient III-l 

32 
80 

35.68 
35.81 

4.97 
5.67 

113 
94 

36.0 
35.8 

6.00 
6.12 

112 
95 

35.6 
36.3 

6.22 
5.78 

86 
121 

36.1 
35.8 

5.27 
6.51 

.027 

.906 

.554 

.246 

.844 

NS 

NS 

NS 

Ambient 
Ambient 

Ambient 
Ambient 

Ambient 
Ambient 

II-2 
III-2 

II-l 
II-2 

III-l 
III-2 

54 
41 

32 
54 

80 
41 

Read ing 

36.60 
36.12 

35.68 
36.60 

35.81 
36.12 

5.50 
5.73 

4.97 
5.50 

5.67 
5.73 

.109 

.530 

.889 

.283 

NS 

NS 

NS 

NS 

NS 

NS 

C
N

 
O

 
C

O
 

00 

36.1 
35.4 

6.17 
6.26 

.323 

.556 

NS 

NS 
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TABLE IX--Continued 

Grouping 

Ambient II-2 
Ambient III-2 

Ambient II-l 
Ambient II-2 

Ambient III-l 
Ambient III-2 

Number 
Reading— 

54 
41 

32 
54 

80 
41 

Cont 
Mean 
inued 

36.1 
36.6 

36.1 
36.1 

35.4 
36.6 

SD 

4.73 
6.97 

6.17 
4.72 

6.25 
6.97 

t ratio 

.443 

.040 

.987 

P 

NS 

NS 

NS 

There were no significant differences in any of the 

mean scores for the five subjects examined; therefore, the 

hypothesis that the pre-school group would score higher on 

the standardized achievement tests was not supported by the 

evidence. Similarly, there were no significant differences 

in any of the mean scores for the five subjects examined on 

the basis of ambient grouping; therefore, the hypothesis 

that pupils in Ambient II would excel pupils in Ambient III 

was not supported by the evidence. 

One observation, that girls excelled in a mean score 

in language arts, has no particular significance relevant 

to the effectiveness of an orientation program because girls 

have been regarded by some educators as more adept in the 

use of language. (45:353) 

Summary Table for Eight Areas 

A summary table contained results which indicated 

any significant difference within the nine preceding tables. 
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Table X renames the eight interest areas, collates the 
4 

relevant criterion variable with the interest area, and 

presents the level of significant differences in the analy

sis. 

The analyses in the tables provided evidence that 

indicated very few significant differences in means between 

the two groups of pupils irrespective of the orientation or 

the ambient grouping examined. 

There was no significant difference between the 

means of the two groups in life adjustment. The pupils in 

Ambient III showed fewer entries than did the pupils in 

Ambient II. The pre-school pupils in Ambient III had fewer 

entries than pre-school pupils in Ambient II. No signifi

cant difference was shown for the non-pre-school groups. 

The pupils who did attend pre-school were shown to be 

3.8 months younger than the pupils who did not attend pre

school. In Ambient III the pre-school pupils were 4.46 

months younger than the non-pre-school pupils in that ambient. 

The total group of girls achieved slightly higher 

evaluations from teachers than did the total group of boys. 

No other differences were significant. 

The pre-school pupils in Ambient II were shown to 

attend 3,34 more days in the school year than the pupils in 

Ambient II who did not attend pre-school. No other signi

ficant differences were revealed in the analyses. 

r r r r r 
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The total group of girls appeared to be healthier than 

the boys. 

Pupils in Ambient II, whether they attended preschool or 

not, read a greater number of books than did the pupils in 

Ambient III. 

Boys when compared with girls showed a higher intelli

gence score. No other differences were significant. 

On the SRA Achievement scores, the girls excelled the 

boys only in language arts. No other differences in achieve

ment were shown to be significant. 

The TTS014, Discriminate Function, analysis was applied 

to data for the two groups. When scores on the five academic 

subjects were criterion variables, no significant discrim

inating pattern could be identified in the findings. Like

wise, when thirteen criterion variables were used, no sig

nificant pattern of differentiation between the groups could 

be identified. The lack of discrimination seemed to justify 

the findings of no significant difference in the analyses 

when using the t Tests, 

Interpretation of Data 

The pupils in this study represented the non-migrant 

group of children in the community. Based upon the analyses 

of the achievement at the fourth grade-level, the following 

interpretations were applicable to this study only: 

1. The teacher's evaluation of the pupil's response to 

citizenship related attributes, measured by specific items 
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on the report card, appeared to be normal among children 

of both groups. An average grade of B reflects acceptable 

adjustment progress for fourth grade pupils in the Lubbock 

schools. 

2. The number of entries at the time of entry into 

the fourth grade should be four. The pupils in Ambient III 

had a mean score of 5.11 entries, exclusive of pre-school, 

and the 86 pupils in Ambient II had a mean score of 5.74 

entries, 

One explanation could be suggested for the greater 

mobility among children in Ambient II. Many of the Ambient 

II schools have come into existence since the pupil began 

school. If a parent moved into the new school community 

during the school year, the entry could raise the mean score 

for the Ambient II group. 

3, Earlier studies showed a median age of thirteen 

years for a child at the time he was in the fourth grade. 

Ten years would be the age for a pupil who had moved sequen

tially year by year. The mean age score for the total 

group was 10.6. The pre-school group had a mean age of 

126,12 months, and the non-pre-school group, 129.95. Even 

though the pre-school pupils were younger, the age range 

was ten years for both groups, No difference between the 

ages of the boys and girls was significant. Among the 

groups studied, fourth grade pupils in the Lubbock public 

schools do have an opportunity to interact, to test their 

concept development progress against their age-ir.ates, other 

factors being constant. 
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4. The mean number of days in attendance for the 

total group was 170.5, of 179 possible days. The pre-school 

group in Ambient II, compared to the non-pre-school group in 

Ambient II, had an attendance record of 17 2.4; the non-pre

school group 16 9.1, No other significant differences were 

shown. 

The pupils in the Lubbock public schools do have an 

opportunity to experience sequential concept development. 

The pupils in Ambient II, where more of the schools were in 

a middle class economic zone, probc^bly had more encourage

ment to attend, had fewer family problems that would neces

sitate a pupil's staying home to care for a smaller sibling, 

ana had fewer transportation problems during the cold wea

ther rr.onths; no effort, however, was expended to examine 

these suppositions. 

5. According to the fourteen health items measured, 

including malnutrition, no health condition existed that 

could be classified as a deterrent to successful academic 

progress , 

6. Pupils in Ambient II, wnen compared to pupils 

in Ambient III, read an average of 13 more books in the 

first three years of school. When pre-school pupils were 

compared, the pre-school pupils in Ambient II read an 

average of six more books than did pupils in Ambient III. 

7. Earaier studies indicated the intelligence quo

tient of the Spanish-speaking child to be lower than the 

intelligence quotient of the Anglo age-mate. Holland showed 

a language barrier handicap of 4.1 points. In this study 
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the mean intelligence quotient was 9 3.78 for the boys; 
4 

91.0 0 for the girls. If the 4.1 language barrier were con

sidered, the intelligence of the non-mobile group of chil

dren in Lubbock public schools could be accounted almost 

normal. 

8. The grade level score for the pupils in this 

study should have been 4.3 at the time the standardized 

tests were administered. The mean scores for the five sub

jects were as follows: social studies, 3.99; science, 3.89; 

language arts, 4.3; arithmetic, 4.01; and reading, 3.98. 

Because there were no significant differences in 

scores in the analysis for the five academic subjects, the 

inference can be made that fourth grade children in the 

study were on grade level only in arithmetic. Pupils were 

almost on grade level in every other subject. 

The findings in earlier studies of pupils at fourth 

grade being retarded as much as one to two grade levels were 

not statistically comparable to the results of this study, 

but the findings in this study suggested that progress in 

educational programs for the Spanish-speaking child has been 

made. 

In seeking ways to improve instruction in concept 

development, some answers were sought to the following 

questions: 

1. Does the mean score for the total group in each 

area examined suggest scholastic retardation? The analysis 

of data suggested mild retardation in all subjects except 
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arithmetic. If one accepted a 4,1 language barrier factor, 

the intelligence quotient would be estimated approximately 

97, nearly normal, 

2, Is sex a significant factor in achievement? The 

analysis indicated no significant difference in achievement 

between the boys and girls that would require undue atten

tion in instruction, 

3 . Does an orientation program make a remarkable 

difference between groups on the thirteen criterion varia

bles when an understanding of abstract ideas and abstract 

processes is required of the pupil? The achievement scores 

of the two groups showed no remarkable effect of an orien

tation program, 

4, Questions 4, 5, 7, 8 inquired into separate 

grouping aspects of orientation between and within ambients 

irrespective of the grouping arrangement; there was no 

appreciable effect on achievement. 



CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, 

AND RECOMMENDATIONS 

Summary 

The purpose of this chapter was to restate the 

problem and the purpose of this study; to summarize the 

findings ascertained through the surveys of literature 

relevant to the educational problems of the Spanish-speak

ing child and through the analyses of data collected from 

the statistical investigation of two groups of Spanish-

speaking children in the fourth grade; to state the con

clusions; and to make recommendations for improving concept 

development for the Spanish-speaking child. 

Problem and Purpose 
of the Study 

The problem of this study was to identify ways to 

improve concept development for the Spanish-speaking child 

The purpose was to recommend effective means for improving 

concept development in the Spanish-speaking child. 

Findings 

Based upon the evidence from the analysis of the 

survey of literature of certain educational aspects 

141 
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relevant to concept development and upon the statistical 

analysis of a comparison of two groups of Spanish-speaking 

children in the fourth grade in a public school system 

these findings were apparent: 

1. Knowledge of a language and facility in its use 

are necessary to perceiving, mediating, and responding to 

any stimulus situation which occurs in a process of concept 

development, 

2. The stages in the process of concept development 

appear to follow some sequential pattern, e.g., from the 

inductive to the deductive stage. 

3. How one utilizes concepts in solving new prob

lems is not understood; more inquiry is needed. 

4. Several factors seem to contribute to scholastic 

retardation of many Spanish-speaking children: 

(1) conflicts between the English and Spanish 

cultures, 

(2) ambivalence among community members toward 

the minority group, 
(3) Itinerancy among Spanish-speaking families, 

(4) inadequate language facility in the language 

of academic instruction, 

(5) inadequate teaching techniques to meet the 

educational needs of the Spanish-speaking 

child, and 

(6) a scarcity of texts and materials suitable 

for teaching the handicapped learner. 
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Conclusions 

Based upon the findings of authorities in the survey 

of literature pertinent to the Spanish-speaking child and 

upon the findings of a comparison of achievement between two 

groups of Spanish-speaking children in the fourth grade the 

following conclusions were made. They are limited to the 

group studied and may not be generalized to a whole Spanish-

speaking population. 

1. Many Spanish-speaking children have not attained 

a degree of scholastic proficiency comparable to that of the 

English-speaking age-mates. 

2. Progress in the education of the Spanish-speaking 

child has been made, but the potential for improvement of 

concept development has not been attained. 

3. Linguistic science offers a possible source of 

help in improving concept development. 

4. There is a scarcity of suitable text materials 

for improving concept development for the child who cannot 

understand English. 

5. There is an opportunity for the separate discip

lines—psychology, linguistics, education—to cooperate in 

the confrontation of the problem of more effective teaching 

methods for the Spanish-speaking child. 

Recommendations 

Upon the basis of the above findings and conclusions, 

the following recommendations are made for improving concept 

development for the Spanish-speaking child. 
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Objectives in Teaching 
the English Language 

A continuous emphasis should be placed on the structure 

of English throughout the elementary grades. 

Methods of Teaching 

The aural-oral method of teaching language should 

be used scientifically to teach language in conjunction 

with the teaching of the content subjects. 

Teaching Materials 

Textbooks should be prepared which provide instruc

tion in teaching language in conjunction with the instruc

tion in teaching content, 

Interdisciplinary Cooperation 

Educational funds should be provided for cooperating 

groups to explore media, to research methods, and to pro

duce effective materials for the special needs of the 

teaching methods for the Spanish-speaking child. 

Recommendations 

Upon the basis of the above findings and conclusions, 

the following recommendations are made for improving concept 

development for the Spanish-speaking child. 

Objectives in Teaching 
the English Language 

A continuous emphasis should be placed on the structure of 

English sentence patterns throughout the elementary grades. 
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Methods of Teaching 

The aural-oral method of teaching language should 

be used scientifically to teach language in conjunction with 

the teaching of the content subjects. 

Teaching Materials 

Textbooks should be prepared which provide instruc

tion in teaching language in conjunction with the instruc

tion in teaching content. 

Interdisciplinary Cooperation 

Educational funds should be provided for cooperation 

groups to explore media, to research methods, and to pro

duce effective materials for the special needs of the Span

ish-speaking child. 

Educators should pursue research that places less 

emphasis on comparison with Anglo mates and more emphasis 

on achievement of the Spanish-speaking child under multi

media conditions. 

Teachers 

The teachers should have a competency in teaching 

English as a second language if they work with Spanish-

speaking children. Education for achieving the competency 

should be provided by teachers in education and language 

departments, working cooperatively; by specialists and 

supervisors in the public schools, and by prcDfessional 
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librarians cooperating with the college teachers and the 

public school personnel. 

The leaders in the community should cooperate in 

establishing ethnic images which undergird a mutual effort 

in the process of educating every school child to his 

fullest potential. 



APPENDIX: CLASSIFICATION OF SCHOOLS 

School 

Socio-
Total Latin Economic 

Enrollment Enrollment Percent Ambient Division* 

Arnett 
Bean 
Bozeman 
Brown 
Carter 
Guadalupe 
Harwell 
Hodges 
Jackson 
McWhorter 
Martin 
N. Avenue U 
Overton 
Parkway 
Parsons 
Posey 
Rush 
Sanders 
Southeast 
Stubbs 
Thompson 
Tubbs 
Wester 
R. Wilson 
Wolffarth 
Wright 
Mackenzie 

369 
615 
753 
626 
348 
536 
547 
646 
459 
666 
510 
196 
726 
701 
701 
782 
712 
636 
200 
715 
295 

(First Year 
247 
455 
825 
254 
177 

71 
118 
145 
30 

220 
536 
220 
28 

268 
315 
265 
162 

9 
35 
9 

92 
13 

430 
52 
20 
57 

1966-67) 
3 
5 

500 
82 
2 

19,24 
19,19 
19,26 
4,79 
63.22 

100,00 
40,22 
4,33 
58.39 
47.30 
51.96 
82,65 
1.18 
4.99 
1.10 
54.99 
1,83 
67,61 
26,00 
2,80 

19.32 

1,20 
1,10 
60,61 
32,28 
1,13 

II 
II 
II 
II 

III 
III 
II 
II 
II 
II 
II 

III 
II 
II 
II 
II 
II 
III 
II 
II 
II 

II 
II 
III 
II 
II 

Middle 
Middle 
Middle 
High 
Low 
Low 
Low 
Middle 
Low 
Middle 
Low 
Low 
High 
High 
High 
Low 
High 
Low 
Low 
High 
Middle 

High 
High 
Middle 
High 
Low 

"The county survey of communities according to types of 
homes rated by colors. Blue, high; green, middle; and 
red low indicated the status of good, average, and poor 
housi,.,- conditions. Such rating reflected indirectly the 
economic status of families in the census tract communities 
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