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CHAPTER I 

INTRODUCTION 

The culturally-deprived child has many disadvantages in 

American society, especially relative to education, mental 

health, and attitudes and outlook toward future success. 

There is an increasing recognition of these disadvantages, 

as is indicated by the tremendous number of articles appearing 

in both professional books and journals, and popular magazines. 

Drummond (11, p. 422) said that children coming to school from 

these deprived areas have found school learning not to be so 

important in terms of "out-of-school living." He said the 

value conflict was too great for many of them, and they wind 

up on the streets, unprepared for anything in life except un-

employment compensation and/or crime. 

Blair and Burton (4, p. 123) expressed this same theme 

when they said, "The lower class child learns in the very 

early grades that it is not only his parents and their friends 

who do not expect him to 'go far' in school. His teacher 

shares the same belief." Other such publications as Edu-

cational Leadership (February, 1963) and The National 

Elementary Principal (November, 1964) have devoted their 



whole issues to various aspects of the deprived child and his 

difficulties in the school. 

Many articles have been written in popular magazines to 

publicize the problems faced by these children. One of 

these, an article by Kohler and Fontaine (19, pp. 15-22), 

presented an excellent perspective of the difficulties in-

volved in being a deprived child, as well as a condemnation 

of an affluent American society for failure to act in this 

important area--" . . . we're wasting a million kids a year." 

Many other articles could be mentioned, but it seems un-

necessary in the light of the widespread publicity which the 

subject has been given. 

The United States Department of Health, Education, and 

Welfare has published a number of pamphlets dealing with the 

various aspects of education and mental health of the child 

who is deprived. One of the recent ones in a series, Edu-

cating Disadvantaged Children in the Middle Grades (1965), 

demonstrated the interest of this agency in the education 

of the deprived child, especially in the age group to which 

this study is addressed. In the introduction the following 

statement was made: 

Coming mainly from depressed urban areas, thou-
sands of children each year enter school in the United 
States with severe educational disadvantages. Finding 



themselves unequal to school expectations, they become 
discouraged and drop out of school as early as the 
law permits. 

Another pamphlet of interest, coming from this agency, was 

The Low Achiever in Mathematics. In this pamphlet, Phillips 

(28, p. 2) said lack of both achievement and interest in the 

instructional program have generally been shown to be the 

principal reasons for students' "dislike of school," further 

evidence of deprived backgrounds' contribution to dislike for 

and failure in the school system. The much-publicized pro-

gram, "Head Start," has been another attempt to overcome 

the effects of backgrounds of deprivation. 

These disadvantages are compounded when actual family 

dissolutions occur, leaving the child to the care of one of 

the social institutions or to some form of government wel-

fare. While most of the above articles expressed the feeling 

that the school is responsible for the failures of these 

children, it is the thesis of this paper that proper help 

for the disadvantaged child can, and perhaps should, come 

from outside the school; more specifically, that institutional 

programs such as those associated with a children's home can 

be of significant help in improving the educational achieve-

ment, mental health, and attitudes and outlook of these 

children. The main emphasis of this study is to show the 

interrelation of education, mental health, attitudes toward 



school, and outlook for the future of the deprived child, 

inducing the thesis that all these aspects of the child 

must be improved together, since they are all vital to the 

development of the whole child. 

Statement of the Problem 

The problem of the present study is to investigate 

the consequences of an institutional program planned to 

develop positive interpersonal relations on the educational 

achievement, mental, health, and attitudes and outlook of a 

group of dependent and neglected children. The experimental 

group was composed of children in a home for dependent and 

neglected' children in a large southwestern city. These 

children were compared to a control group whose parents 

were in the same socio-economic class, as defined by 

Hollingshead (18, pp. 165-166), and who attended Sunday School 

for lower income families in a large Southern Baptist church 

in the same locality. 

Hypotheses 

It was hypothesized that there would be a significant 

difference in the change effected in the experimental group 

as compared to the control group over the six month period 

of the experiment. The specific hypotheses were as follows: 



1. Relative to Academic Achievement: (a) there would 

be a significant difference between difference scores of the 

experimental and control groups, in favor of the experimental 

group, as measured by the California Achievement Test (43); 

(b) there would be a significant difference between mean 

difference in the average grades of the experimental and 

control groups, in favor of the experimental group, for the 

six months prior to as related to the six months during the 

experiment. This would be a comparison of grades for the 

six month period December, 1965 through May, 1966, and the 

six month period September, 1966 through February, 1967; 

(c) there would be a significant difference between mean 

difference scores of the experimental and control groups, in 

favor of the experimental group, as measured by the California 

Short-Form Test of Mental Maturity (41). 

2. Relative to Mental Health: there would be a signifi-

cant difference between mean difference scores of the experi-

mental and control groups, in favor of the experimental group, 

as measured by Mental Health Analysis (42). 

3. Relative to Attitudes: there would be a significant 

difference between mean difference scores of the experimental 

and control groups, in favor of the experimental group, as 

measured by"My Teacher Test"(22). 



4. Relative to Achievement: (a) there would be a sig-

nificant difference between mean difference scores of the 

experimental and control groups relative to n Achievement, 

in favor of the experimental group, as measured by a projec-

tive technique developed by McClelland (24), using four of 

Murray's (26) Thematic Apperception Test cards; (b) there 

would be a significant difference between mean difference 

scores of the experimental and control groups, in favor of 

the experimental group, as measured by Kooker's Achievement-

Boredom Scale (21). 

Significance of the Problem 

Abraham has completed a comprehensive study of the slow 

learner and has summarized the problems of the "pseudo slow 

learner," the child with difficulties caused by deprivation, 

bilingual language, and/or health problems (1, pp. 11-16). 

It was his contention that bilingual and sub-cultural factors 

were very important, as indicated by the case study presented 

in the appendix (1, pp. 89-93). He indicated that the problem 

was one that society could not afford to overlook, since it 

was costing so much in wasted lives. He made the point that 

the economic cost will be even higher if this problem is 

allowed to grow, since society will eventually -have to pay 

for these wasted lives. 



Grambs (15) said that since other children know the 

deprived child failed, or is failing, failxire in the class-

room is always embodied in him. He suggested that adults 

would not continue to work under these circumstances, and 

indicated it was not reasonable to expect children to contin-

ue in school under these conditions. He said that the pro-

blem is so great that it requires immediate attention. 

Riesman et al. compiled a book of readings on the mental 

health of the poor in which it was said that generating the 

emphasis which brought that book of studies together (33, p. 

10) was the difficulty in knowing and understanding how the 

conditions of life for different social class positions 

affect the development of mental disease. These readings 

bring research to bear on the problems of mental health of 

the poor, .both children and adults. 

Miller drew several conclusions about mental health of 

the poor from his study. He said that the American poor have 

had insufficient attention paid to them, and the present 

services aimed at treating them are not enough. There will 

have to be a better understanding of the problems of the poor 

before adequate treatment can be obtained. He said (25, p. 

13), "Education is the escape-route from poverty." Experiments 

to gain both understanding of and solutions to the problems 

of the poor are, then, essential if programs to 
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reach the deprived are to be successful. He suggested that 

the poor are a varied group requiring many programs. 

Deusch (10, p. 172) said, 

The thesis here is that the lower-class child enters 
the school situation so poorly prepared to produce what 
the school demands that initial failures are almost in-
evitable, and the school experience becomes negatively 
rather than positively reinforced. 

Speaking of the psychological factors involved, he said that 

a child coming from any circumstance where he had been deprived 

of a substantial portion of the variety of stimuli to which he 

is maturationally capable of responding is likely to be de-

ficient in the equipment required for learning (10, p. 177). 

From their study of determinants of level of aspiration 

Child and Whitney (7, p. 314) concluded that success generally 

leads to a raising of level of aspiration, and failure to a 

lowering. If deprived children come to school with poor equip-

ment to succeed, as suggested above, and if failure tends to 

lower their level of aspiration, then the expectations of 

parents, friends, and teachers that the child should fail are 

very likely to be realized. 

After a survey of the literature on n Achievement, 

Berelson and Steiner (3, pp. 80-81) made the following 

generalizations: 

1. Parental pressure for and reward of early achievement, 
when coupled with a high ratio of successes to 



failures, result in a high need for achievement 
(n Achievement) in later life, provided that the 
child has a good identification with his parents. 

2. The more physical demonstration of affection as a 
reward for fulfilling parental demands for in-
dependence, the stronger the drive for achievement. 

3. The earlier the parental demands for achievement, 
the stronger the subsequent drive for achievement. 

4. The less restrictive and protective the parents, 
the more likely the independent achievement of 
the child. 

If parents are as involved in the development of the child as 

has been indicated--and other studies have tended to verify 

this point of view (35, 36, 38)--what would happen to the 

child with no parents or with severely inadequate parent-

child relationships which were finally broken? 

Demos (8), in a study of attitudes involving 210 students 

from Mexican-American and Anglo-American backgrounds, con-

cluded that definite relationships existed between intel-

ligence and attitudes, achievement and attitxides, social 

class and attitudes, language spoken in the home and attitudes, 

and generation in the United States and attitudes, the same 

variables to which this study was addressed. His conclusion 

gave support to the thesis that these variables were inter-

related. 

Reiss and Rhodes (31), in a study of educational achieve-

ment goals and value placed on schooling, drew these relevant 

conclusions: 
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The perception of how much education most people 
ought to get in American society and adolescent 
evaluations of how important schooling is to them, 
how far their mothers expect them to go in school, 
how far they want to go in school, their desire to 
quit school because one is forced to go to work all 
vary substantially with race, sex, I.Q., and socio-
economic status as indicators. 

As might have been expected, they found lower-class children 

were not as school-orientated as middle-class children. 

It was the assumption of this study that the lower socio-

economic children in the control group would have the various 

deficiencies indicated by the above studies. An attempt was 

made to supply the positive interpersonal relationships which 

were proposed as being so important to academic achievement, 

mental health, and attitudes and outlook, relative to the 

experimental group. If this application were successful, it 

could be expected that the hypotheses would be confirmed. 

Related Studies 

Studies Related to Institutional Care 

Most of the related studies have investigated effects of 

institutional care on infants or small children. They have 

been concerned with maternal deprivation or with a comparison 

of institutional and foster home care. Lowrey (22, p. 585) 

expressed the findings of most of the early studies in his 

report on twenty-eight children in boarding homes who had 
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spent three years in an institution. His findings were as 

follows: 

The conclusion seems inescapable that infants 
reared in institutions undergo an isolation type ex-
perience, with resulting isolation type personality, 
characterized by unsocial behavior, hostile aggression, 
lack of patterns for giving and receiving affection, 
inability to understand and accept limitations, 

marked insecurity in adapting to environment. 

Goldfarb compared institutional and foster home care of 

forty children. He said (12, p. 257) that both groups demon-

strated all the problems listed in his checklist—faulty 

routine habits, conduct and temper tantrums, social adjust-

ment problems, emotional problems, speech problems, and some 

retardation. However, he found that the institutional child 

had a greater number of the problems than did. the child in 

the foster home. He reached this same conclusion in two later 

studies (13, 14). In these studies he compared fifteen in-

stitutional adolescents and fifteen non-institutional ado-

lescents, and made a case study of the fifteen adolescents 

from the institutions. His conclusions were the same in both 

of these studies; the deprivation of the institution had left 

definite psychological scars which were distinguishable in 

his comparison of the two groups. 

Spitz compared children in a "Nursery" and in a "Foundling 

Home." He emphasized the necessity of emotional exchange be-

tween the child and the mother, and reinforced the conclusions 
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of the above studies relative to maternal deprivation in the 

institutional care of children. He said (40, p. 149), "While 

the children in the 'Nursery' developed into normal healthy 

toddlers, a two-year observation of the 'Foimdling Home' 

showed that the emotionally starved children never learned 

to speak, to walk, to feed themselves." 

Bowlby (6, p. 49), in a massive study of many children 

in a large number of agencies, found support for Spitz, Lowrey, 

and Goldfarb. He found general agreement among those that he 

contacted with large numbers of children that the mental health 

of the child was tragically damaged by separation from their 

mothers. 

Provence and Ritvo (29, p. 189), in a more recent study 

based on observation of institutional infants who were de-

prived of maternal care, found support for the above studies. 

In this study they reported two general findings of interest: 

1. The apparatuses for functioning appearing according 
to the intrinsic maturational timetable, but they 
were delayed in being brought under the control of 
the ego. 

2. When the various behavior items shoxild be integrated 
into more complex action units in the service of 
developing ego functions, these more complex pat-
terns were delayed, distorted, and lacked richness 
and subtlety. 

Harlow (16), however, cast some doubt on the necessity 

of or absolute importance of "mother love." The results of 

his studies indicated the possibility of finding substitutes 
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for "mother love," especially for monkeys. If substitutes 

can be found for this emotional tie in monkeys, it might be 

possible to do the same thing for children. In fact, Rabin, 

in a study discussed below, indicates that this has been 

done (30). 

Dennis and Najarian studied children in an institution 

in Beirut, Lebanon, finding quite different results from those 

reported above. The children in this study were divided into 

two age groups, two months to twelve months, and four and one-

half to six years. Data on behavioral development were ob-

tained by giving Cattells' infant scale to all the younger 

children, and Goodenough's draw-a-man test to the older chil-

dren. Comparison data were obtained from both American and 

Lebanese group norms. Two of the conclusions drawn were as 

follows (9, p. 12): 

3. Infants did not undergo loss of an emotional attach-
ment. There is nothing to suggest that emotional 
shock, or lack of mothering or other emotion-
arousing conditions were responsible for behavioral 
retardation. 

5. It is believed that the objective data of other 
studies, as well as this one, can be interpreted 
in terms of the effects of specific kinds of re-
strictions upon infant learning. 

They emphasized the lack of opportunity these children had 

in experiences which were relative to the test situation. 

These children may have been retarded in their ability to 

take the tests. They pointed to this as being a typical 
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institution, not one with a special program to prevent 

maternal deprivation. It did, however, have an atypical 

interpersonal relationship between children and workers. 

They suggested that a more thorough investigation of in-

stitutions might reveal results similar to those which they 

discovered. This study questioned the results of previous 

studies as to their assumptions that institutional care is 

the cause of the deprivation found in institutional children. 

Another study of interest is reported by Rabin regarding 

Kibbutz children in Israel. While these were not institutional 

children in the usual sense, they did have the parental de-

privation which is claimed to be so important to personality 

development. Speaking of studies reported in the earlier 

research by Goldfarb, Bowlby, and others, he said (30, p. 151), 

"Institutions are not the only places which create circum-

stances to which we alluded above." He suggested that the 

Kibbutz was an example of a situation similar to an institution 

for children, and proceeded to study this structure. He sug-

gested two basic differences in the Kibbutz and the typical 

institutional setting (30, p. 152): 

1. The "maternal deprivation" is basically different 
in the Kibbutz, since emotional ties with other 
adults are much stronger, though the opportunities 
to be emotionally close to biological mother is not 
there. 

2. The atmosphere and stimulation of the typical 
Kibbutz "children home" is radically different from 
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that of the stereotyped institution. The atmos-
phere is permissive, education is progressive, 
teachers are usually devoted and idealistic. The 
subsequent experience in collective living apparently 
accounts, to a large extent, for the greater maturation 
of personality exemplified by our findings with the 
ten year olds. 

This seemed to suggest that it was the kind of program 

and the type of relationships with people irt care of the chil-

dren that made the difference, not their being in an institution 

per se. If the conclusions of this study were correct, it would 

seem that future studies should concentrate on findings relative 

to type of programs, as well as the type of people selected to 

work with the children. The following conclusions drawn from 

his study seemed to support this line of reasoning (30, p. 152): 

1. Kibbutz children do not reflect, in their formal 
Rorscach findings, any deleterious effects due to 
the alleged maternal "deprivations." 

2. There is some evidence that the Kibbutz children 
show greater personality maturity than do the 
controls. 

3. The results do not support the notion of greater 
uniformity in personality types of children reared 
together under Kibbutz conditions. 

4. Differences between Kibbutz and typical institutions 
may account for the dissimilarity in personality de-
velopment of children under two sets of conditions. 

It has been suggested above that maternal deprivation 

is the most important factor involved in the negative results 

of studies related to institutional care, but later studies 

tended to point to other such kinds of deprivation as sensory 

and experience deprivation. According to the literature in 
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the introduction, deprivation can occur in the home, school, 

or the community and seems to have the same devastating 

effect upon the emotional development of the children involved 

no matter where it occurs. There seemed to have been an 

assumption that the high correlation between personality de-

fects and institutional care was evidence for a cause and 

effect relationship between the two. This assumption may be 

in error without further evidence, since high correlation of 

events does not, in itself, prove causal relationships. Some 

studies have indicated, as mentioned above, that deprivation 

has an equally important causal relationship with factors 

outside these institutions for children. A closer study might 

indicate that this deprivation is more likely to occur within 

an institutional setting, but that deprivation, which can occur 

in many other settings, is the real causal factor to be studied. 

Studies Related to Deprivation 

One of the most comprehensive studies of the deprived 

child has been done by Riesman (32), who said, TTA number of 

the major problems facing us today require an understanding 

of the psychology of lower socio-economic, under privileged 

groups." He said that the study was addressed to the problems 

the deprived child faced in the school. He further stated 

that it had been estimated that by 1970 one child out of 
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every two enrolled in large city schools will be deprived, 

and indicated that this was the most pressing problem facing 

the urban school. 

Sexton (37, p. xvi) reported in a massive study of 

"285,000 students, 10,000 teachers, and almost 300 schools in 

Big CityTT that the child from T,comfort-cabinsTT or "urban slums 

cannot compete with the children of the elite. The results 

from the Iowa Achievement Test administered to all fourth, 

sixth, and eighth grades were reported (37, p. 27) and in-

dicated, " . . . without exception achievement scores rise 

with family income levels." She has demonstrated this to be 

true of all types of school achievement in "Big City" schools. 

Harris (17, p. 13), in a study of the reasons for failure 

in school, said, "Differences in social class proved to be 

one of the few general factors distinguishing the entire 

learner group from the entire non-learner group." Another 

important factor in Harris' study was family disorganization. 

He stated (17, p. 37) that double family disorganization pro-

duced anxiety and uncertainty which accompanied the child to 

the classroom. Family disorganization and social class were 

the two factors considered most important to the present study. 

Bowers and Holmes (5, p. 532) indicated that there was 

a growing interest in emotional factors and their relation to 

success in basic school subjects. They said that their 

TT 
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investigation had attested to the interest in the subject as 

over 100 experimental studies had been completed in this area 

since 1953. Half of these, they noted, were unpublished 

doctoral dissertations. In an analysis of these studies, 

they concluded that emotional factors were closely related 

to failures in mathematics, arithmetic, reading, and spelling. 

In an earlier study of 10,858 students who had left 

school, Bell (2, p. 64) reported that 54 per cent dropped out 

for economic reasons. These included lack of funds, (34.1 

per cent), desire to earn own money , (15.7 per cent), and 

needed to work at home, (4.2 per cent). While it was recog-

nized that the study occurred during a depression period, it 

was still considered a significant study because it demon-

strated the high correlation between the lack of money and 

school drop-outs. To the deprived child any year is a 

depression year. 

Hollingshead and Redlick (18), in a well-documented study, 

concluded that there was a systematic relationship between 

social class and the prevalence of mental illness. They used 

"index of social position" developed by Hollingshead to 

determine class, and diagnosed prevalence of psychiatric 

disorders in the New Haven urban community to determine the 

incidence of mental illness. 
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Phillips (27, p. 322) found class a factor when relating 

anxiety to achievement. He said, " . . . within the normal 

range of intelligence, performance on achievement was negatively 

related to anxiety, except in lower-class boys, among whom the 

relationship was significantly positive." This seemed to have 

indicated some disadvantage for lower-class boys. 

Turning now to the achievement motive, Rosen (34) used 

McClelland's technique to test 120 sophomore students in two 

large public high schools on n Achievement, and related this 

to five levels of social position, according to Hollingshead's 

"index of social position." The conclusions of this study 

supported the thesis that the deprived child is at a dis-

advantage relative to n Achievement development. His main 

conclusion was as follows (pp. 205-206): 

The findings of this study support the hypothesis 
that social strata differ from one to another in the 
degree to which the achievement motive is characteristic 
of their members. Furthermore, the data indicate that 
members of the middle class tend to have considerably 
higher need achievement scores than individuals in the 
lower social strata. 

Rosen and D'Andrade (36, p. 216), in a study of parental 

relationships to high n Achievement boys as compared to low 

n Achievement boys, drew two important conclusions. They said, 

". . . it is this factor of involvement that most clearly sets 

the mothers of high n Achievement boys apart from the mothers 

of low n Achievement boys." The involvement mentioned here 
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was concerned with building a competitive spirit, helping the 

boy to become interested in problem-solving and experiments, 

and helping him to find more things to learn how to manipulate. 

They also concluded that fathers of high n Achievement boys 

often appeared to be competent men who were willing to take 

a back seat while their sons were performing. This study 

brought out the importance of parental relationships in the 

development of n Achievement and further demonstrated how 

children with deprived or inadequate parents failed to develop 

this important personality variable. 

Rosen (35, p. 612), in another study on family structure 

and n Achievement, used a thematic apperception test to ob-

tain data related to n Achievement on Brazilian boys, and 

observation, interviews, and questionnaires to obtain data 

on the family structure. He concluded that " . . . Brazilian 

mothers were less likely to train their sons in self-reliance, 

autonomy, and n Achievement than were American mothers." This 

study brought out the importance of family relationships in 

the development of n Achievement, as well as other personality 

variables. 

Sontag and Kagan (39, p. 533), in part of a study by the 

Fels Research Institute, concluded that achievement need was 

developed during the period between the sixth and tenth years 

of age. They also found I. Q. change during this period 
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intimately associated with the child's over-all personality 

development. This indicated the importance of these early 

years in attempting to bring about changes in n Achievement 

and intellectual development. 

Thus, the above search of the literature relative to 

institutional care and the effects of deprivation revealed 

several persistent themes. There seemed to have been agree-

ment, especially in the earlier literature, that institutional 

care for children was detrimental to their personality de-

velopment. Along with this agreement, there was a general 

assumption that the institution was the causal factor involved 

in the negative effects on the child. Later studies, however, 

indicated that these results were not necessarily inevitable. 

Some children who did not manifest these negative aspects 

of personality were found to have been living in institutions 

or similar settings. In fact, there was some evidence that 

positive results could be attained from such institutional 

experience. 

Other studies produced evidence that deprivation of any 

kind was detrimental to the development of education, achieve-

ment, mental health, and attitudes and outlook, as well as to 

personality. These studies suggested that the program and 

the interpersonal relations with individual workers were more 

important than the fact that the child was in an institution. 
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The present study was designed to determine whether 

further evidence could be found to support the latter findings. 

A program designed to supply the experiences and interpersonal 

relationships that were lacking in the deprived child's back-

ground was developed for the children's home. It was assumed 

that the deprived conditions would exist in the homes of the 

children in the control group, since they were from lower 

socio-economic families. If this were true, and the institu-

tional children gained more than the control group, the 

hypothesis of this study would be confirmed. 

Definition of Terms 

H Achievement.--This term refers to the strength of a 

motive to approach success, and was measured in terms of need 

identifying materials taken from stories written about four 

of Murray's Thematic Apperception Test cards. This technique 

was developed by McClelland et al. (24, pp. 110-125). 

"Index of social position."—This is Hollingshead's (18) 

term for identifying families according to social class. His 

class V included those in which the parents had not completed 

elementary school, were working as semi-skilled or unskilled 

laborers, and living in deprived areas of large cities. 

Control group.--This term is used to refer to lower socio-

economic children, class V of Hollingshead1s "index of social 
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position." These children were attending a Sunday School 

for low income families in a large Southern Baptist Church. 

They were attending public schools in the same•locality, a 

large southwestern city, and were in the fourth through the 

seventh grades. 

Experimental group.--This term indicates children from 

the lower socio-economic levels, as indicated above, fourth 

through seventh grades in the same school system, who had 

been committed to the children's home for care. They were 

in the home for a period of at least six months prior to the 

retesting required by this study. 

Limitations of the Study 

1. This study was limited to children who had lived in 

a home for dependent and neglected children for a period of 

at least six months, and to children living with their own 

families and attending a Sunday School for a like period of 

time in a large Southern Baptist Church in the same locality. 

2. This study was limited to children whose families 

were of lower socio-economic means, class V of Hollingshead's 

"index of social position." 

3. This study was limited to children in the fourth 

through the seventh grades in elementary school in a large 

city in the southwest. 



24 

4. This study excluded.children who had been in the 

children's home prior to the start of the study and now 

attended the Sunday School department. There were two such 

children in the Sunday School department, and they were 

not tested or used for control subjects. 
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CHAPTER II 

COLLECTION OF DATA AND TREATMENT OF GROUPS 

The collection of the data was so inter-related with 

the treatment of the experimental group that it was felt 

necessary to combine these two subjects in one chapter. 

This chapter will also contain background information on 

the institution, along with development of the rationale 

for the program. It will include relevant information of 

treatment and testing of the control group. 

General Institutional Background 

The children's home in which this experiment developed 

was supported by the county juvenile department. It had space 

for fifty-four children, twelve teen-age boys in rooms for 

two, fourteen teen-age girls in rooms for two, and dormitory 

facilities for thirteen girls and fifteen boys under thirteen 

years of age. The home was staffed by a director, assistant 

director, and thirteen staff members including cooks, janitor, 

seamstress, and clinic, dormitory, and playground workers. 

The playground workers helped the children with their studies 

at night. 

29 
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All the children in the home were school age and all 

attended the local schools. They were well accepted in the 

local schools and churches, and received excellent support 

from all community agencies. They were all placed in the home 

by either the county welfare unit of the state or the county 

juvenile department, the only requirements for entry being 

need for placement and the ability to attend the local 

schools, grades three through twelve. As would be expected, 

the home was integrated and had many children with varying 

degrees of emotional problems. There were also a few mentally 

retarded children who attended "opportunity classes" in the 

local schools, none of whom were included in this study. , 

The following basic assumptions were formulated and put 

into effect on January 1, 1964. It will be noted that these 

assumptions are basically the same as those formulated by 

Prescott (11, p. 28): 

1. Every child is valuable, regardless of age, sex, 

race, creed, cultural background, social status, knowledge, 

or emotional adjustment. 

2. Every child has the right to strive for those con-

ditions of living, learning, and action which are necessary 

and appropriate to the achievement of his optimum develop-

ment as a person and to his optimum usefulness to society. 
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3. Whatever promotes wholesome development is moral; 

whatever blocks or prevents optimum development is evil. 

4. Every child has the right to be treated at all times 

in ways that show respect for his dignity, and permit him to 

retain respect for himself as a person. 

5. The Golden Rule is the soundest ethical principle 

against which to evaluate the behavior of workers, programs 

of institutions, and treatment of individual children. 

6. Behavior is caused and meaningful, and causes are 

always multiple. 

7. Each child is an individual, and therefore requires 

individual treatment. 

Since the treatment of the children would be largely 

administered by workers who had not been professionally 

trained, the following training program was started on 

January 1, 1964. Staff meetings were scheduled on a weekly 

basis to help individual workers understand these basic 

assumptions, as well as the specific applications that were 

to be made. Courses in human behavior and child psychology 

were taught on a regular basis, and reading materials were 

supplied to each worker. 

MaslowTs hierarchyof needs (8, p. 80) was presented and 

explained to the workers, along with the specific application 

to be made in the home: 
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1. Psysiological needs of the child. This included a 

well-balanced diet, mental hygiene program, and every possible 

physical care. All children were given immunization shots, 

an eye examination, a hearing test, and a routine physical 

examination, and any other medical needs discovered were 

cared for at once. Each child received personal clothing, 

school supplies, toilet articles, and an allowance according 

to his age. 

2. Safety needs of the child. It had been found that 

it was often difficult to overcome the fears, distrust, and 

insecurity of the deprived child, especially when related to 

the separation anxiety accompanying dissolution of the child's 

home. It was therefore stressed that the children must (a) 

learn that they were trustworthy by being trusted, (b) learn 

that they were secure by having a measure of security (must 

not be threatened with the loss of this home), and (c) learn 

to respect and value every other child by being respected and 

valued themselves. 

3. Love needs of the child. Most deprived children were 

found deficient in.this important area. They had some degree 

of starvation for affection, or they lacked ability to relate 

emotionally to any significant degree. A common mistake that 

those working with deprived children have made is to try to 

form parental relationships with these children. In fact, 
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most of the children had experienced a failure in this im-

portant area and needed to form close relationships with 

friendly adults who were interested in their welfare, rather 

than having the frustrating experience of trying to form 

parental relationships. Bettleheim (1, p. 18) said, . . 

experience at the school shows that of all possible relation-

ships, the one to parental figure is formed last." They have 

a better opportunity to form satisfactory relationships with 

adults if they have a large number of workers and opportun-

ities from which to choose. 

4. Esteem needs of the child. It was explained that 

when the above-mentioned needs were beginning to be met, the 

child would likely begin to feel his worth as a person. He 

might even rebel against the workers and institution that had 

helped him to become aware of his personal worth. He might 

become "too good" for the institutional life, and could often 

express this openly to the dissatisfaction of uninformed 

workers. Actually, it was explained, this should not be a 

threat to the worker involved, but an indication that the 

institution had done its work well and that the child might 

need another placement, such as a foster home. Or it could 

be that the child was feeling secure enough to test this new-

found relationship to determine its validity. Many times the 

latter would be the case. 
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5. Self-actualization needs of the child. It was ex-

plained that few children in an institutional setting would 

rise to this level of needs, but that this would be the ul-

timate goal for all of the children. When a new child was 

admitted, tests would be administered to determine his po-

tential and constant effort made to give him the opportunity 

to reach this potential. A word of caution in evaluating 

these test results was given, as the deprived child is not 

comparable to those on which most tests have been standardized. 

These children were found to be nonverbal and usually scored 

lower on the verbal scales; for example, Latin-American chil-

dren had difficulty with the verbal scales because they were 

usually found to be bilingual. 

Another important area that has been considered was de-

scribed by Havighurst (5, p. 18), in his developmental task 

concepts, as that of ". . . learning physical skills necessary 

for ordinary games." This was a task that he felt should have 

been learned in middle childhood, the age to which this study 

was directed. It was evident that the deprived children who 

had come to this children's home had not had opportunities 

to enhance the development of this important task. Programs 

which included emphasis on these physical skills were imple-

mented along with emphasis on academic skills. 
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One of the most important instruments used in the home 

was the sociometric test. Bonney (3, p. 258) states the pur-

pose of these tests as follows: 

The primary purpose of sociometry in a school 
situation is to obtain quantitative data on these 
attraction-repulsion patterns and to evaluate these 
data in terms of mental hygiene objectives, from the 
standpoint of individual class members and from that 
of group management. 

Sociometric data were used, for grouping the children, group 

management, and as a diagnostic tool to select the children 

with special problems in relating to other children. More 

information relative to the use of these tests and the ap-

plications made will be given below. 

With the above assumptions accepted as applicable by 

both staff and workers, a program of activity was planned 

that hopefully would satisfy the above-mentioned needs, help 

overcome the deficiencies mentioned, and improve the mental 

health of the children, as well as help them to begin 

achieving their potential as individuals. With this back-

ground having been developed over a period of two and one-

half years, the present study was developed to test the 

results of such a program. 

The Subjects 

The experimental group was composed of children from 

lower socio-economic means, Class V of Hollingshead's "index 
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of social position," in the fourth through seventh grades in 

the public schools of a large southwestern city, who had been 

committed to the children's home for care. Thirty-six chil-

dren were tested for possible inclusion in the experimental 

group; however, five left the home before the necessary six 

months had elapsed and could not be included in the experiment, 

Sixteen children entered the home in May, 1966, eighteen 

in June, 1966, and seven in the first week of September, 1966.. 

Three of those who entered in May and two who entered in June 

left the home before the experiment could be completed. This 

left a balance of thirty-one children who met the six months 

requirement and were included in the experiment. 

The control group was composed of children from lower 

socio-economic means, as above, who were attending the Sunday 

School of a large Southern Baptist Church in the same local-

ity, and attending the same public school system as the 

experimental group. These children, however, were living in 

their own homes. Tests were started on forty-nine children 

in June, 1966, but seven were removed because they were found 

to be above the social class indicated above. Three other 

children moved out of the school district; four were removed 

to balance the number of Latin-American and Anglo-American 

children in the two groups; and two were removed to balance 

the number of boys and girls in the two groups. The 
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Latin-Americans with the shortest time elapsed between test-

retest on the California Achievement Test were removed to 

give the two groups a closer comparison on this test. The 

two girls were removed by random choice. 

The experimental group was composed of twenty boys and 

eleven girls, while the control group was composed of twenty-

one boys and twelve girls. This was an approximate ratio of 

two boys to one girl for both groups. The experimental group 

was composed of twenty-five Anglo-Americans and six Latin-

Americans, while the control group was composed of twenty-six 

Anglo-Americans and seven Latin-Americans. This was an ap-

proximate ratio of four Anglo-Americans to one Latin-American 

for both groups. 

Administration of Experimental Measures 

Six experimental measures were used for test and retest 

purposes during the course of the experiment. They were the 

California Short-Form Test of Mental Maturity (13), the 

California Achievement Test (15), Mental Health Analysis (14), 

Achievement-Boredom Scale (6), Teacher Test (7), and a test 

of n Achievement. In addition to these measures, the grades 

for the six months prior to December, 1965, through May, 1966, 

and during September, 1966, through February, 1967, were used 

as a criterion of achievement. 
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T h e California Short-Form Test of Mental Maturity, Level 

2 was administered to all the children in the experimental 

group as they came into the home, with one exception. Those 

who had taken the test in the school spring testing program 

were not retested at that time, but the school test scores 

were used. There were ten children in this group, seven of 

whom were retested ten months later and three nine months 

later, all including summer months. Fourteen children were 

tested in July, 1966, and again in February, 1967, allowing 

them six months of school and two months of summer between 

test-retest. The seven remaining children were tested in 

September, 1966, and again in February, 1967, allowing them 

six months of school and no summer months between test-retest. 

Scores on the above test were secured from the schools 

where possible for the control group, for both test and re-

test. It was necessary to retest nine of the control group, 

since the scores were not available in the school. Their 

test-retest times were as follows: eighteen had eight months 

between tests; six had nine months; and nine had ten months, 

all including three months of summer. More details will be 

presented relative to these tests in Chapter III. 

The California Achievement Test was administered to all 

the children in the experimental group who had not had the 

test in the school testing program and had entered the home 



39 

in May. There were sixteen of these children, three of whom 

left the home before the experiment was completed. The test 

was administered to the other eighteen children during the 

last week in August and the first week in September. They 

were all retested in the school testing program in January 

and February, 1967. This did not allow exactly six months 

between tests, but all scores were interpolated to six months. 

Actual differences in school months between tests were five 

for seven children, six for twenty children, and seven for the 

remaining four. 

All scores for the control group were secured from the 

school testing program. Since test-retest time varied from 

one elementary school to the other and from class to class, 

it was not possible to get exactly six school months differ-

ence between tests. Actual school months differences were 

four for seven children, five for seven children, six for 

nine children, seven for one child, and eight for nine chil-

dren. 

Since the change in test scores are related to the 

number of months in school, it was necessary to interpolate 

all scores to six months. This statistical procedure, along 

with the effects, is presented in Chapter III. The 

California Achievement Test is a standardized test which 
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assumes linear change over the nine months of school; there-

fore, the interpolation is consistent. 

Mental Health Analysis was administered to all children 

in the experimental groups as they were admitted to the home, 

and they were retested after they had been in the home for a 

period of six months. This included three summer months for 

twenty-two of the children, but only school months for the 

other nine. 

The control group was tested on June 5, 1966, and again 

on December 11, 1966, giving them six months lapsed time 

between the two tests, all including three months of summer 

and three months of school. Possible difference in the groups 

caused by the nine experimental children having only school 

months has been treated statistically and results presented 

in Chapter III. 

The Mental Health Analysis is a standardized test which 

has been in general use for the past eight years. It is or-

ganized to give a report on two combinations of personality 

traits, freedom from liabilities and the possession of assets 

in its evaluation of the child. 

The Achievement-Boredom Scale is a teacher evaluation 

of the child's behavior relative to achievement and boredom 

in the classroom. This instrument is evaluated by Kooker (6, 

p. 340) as having met a test of internal consistency. 
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The eighteen children who came into the home after 

school was out were evaluated in September, 1966, and again 

in February, 1967. The remaining thirteen children were 

evaluated in December, 1966, and again in May, 1967. It 

was felt that any bias that occurred as a result of the extra 

time spent in the home before testing by the experimental 

group would be in favor of the control group, since some of 

the effects of the program would have occurred before the 

original test. 

All members of the control group were evaluated by the 

teachers in September, 1966, and again in February, 1967. 

This gave them six months of school time between the evaluation, 

as well as uniformity in testing. 

My Teacher Test is an evaluation of the teacher by the 

children. It was developed by Leeds (7) at the University of 

Minnesota. It was administered to all the children as they 

entered the home and again at the end of six months. This 

included three months of summer for twenty-two of the experi-

mental group, and only school months for the other nine. The 

nine took the test in September, 1966, and again in February, 

1967, relative to the same teacher, while the twenty-two were 

rating different teachers. 

The test was adminis tered to all the children in the 

control group on June 12, 1966, and again on December 18,1966. 
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They took the test relative to two different teachers, the 

same as the twenty-two children of the experimental group. 

These groups have been treated statistically to determine if 

differences occurred because of the nine children rating the 

same teacher. The data is presented in Chapter III. 

The n Achievement Test consisted of four of the cards 

from Murray's Thematic Apperception Test, 1, 2, 8BM, 9GF, 

which had been photographed so they could be projected on the 

screen. The children were given four answer sheets, one for 

each of the four pictures, and told to answer these questions. 

1. What is happening in this picture? 
2. Who are the people in this picture? 
3. What are the people in this picture thinking? 
4. What do the people in this picture want to happen? 
5. What will happen to the people in this picture in 

the end? 

Before the pictures were projected on the screen, the following 

instructions were read: 

This is a test of your creative imagination. A 
number of pictures will be projected on the screen 
before you. You will have six minutes to look at the 
picture and write a story. 

Notice that there are four pages and four pictures. 
You will use a different page for each picture. The 
same five questions will be asked about each picture. 
There are no right or wrong answers, so feel free to 
write any kind of story you want to write. 

The experimental group were given this test as they came into 

the home in groups of six to ten, and retested after a period 

of six months. Nine children in the experimental group had 
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only school months between tests, while twenty-two had three 

months of school and three months of summer. All the control 

group took the test on June 18, 1966, and again on January 8, 

1967. 

Possible differences between the nine children who had 

only school months and the twenty-two who had both school and 

s-ammer months between tests have been treated statistically 

for possible bias, as on the other tests above. Results from 

this treatment are presented in Chapter III. 

This test has had widespread use in recent years. Blake 

and Mouton (2, p. 215) sum up the evaluation of n Achievement 

motive and the validity of using it as a test of personality. 

They conclude from an evaluation of the current personality 

traits that 

The need of the year is achievement, but affiliation, 
dependency, power, and approval are crowding achieve-
ment for popularity. As of this reading the impression 
is that the measurement of n Achievement is in less 
trouble than are the anxiety or authoritarianism measures. 

Grades were obtained for all children in both experi-

mental and control groups from the local schools. A comparison 

was made of grades for the last six months of the 1965-66 

school year (December, 1965, through May, 1966) and the first 

six months of the 1966-67 school year (September, 1966, through 

February, 1967). The grades were averaged for each pupil for 

these periods and the average grades for each group prior to 
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the experiment (December, 1965, through May, 1966) and during 

the experiment (September, 1966, through February, 1967) were 

compared for change. Details are presented in the Appendix. 

If grades were not available, the child could not be used in 

either the experimental or control groups. 

Treatment of the Experimental Group 

The program background had been developed, as indicated 

above, over a period of two and one-half years, but testing 

of the children who entered the home after this project was 

approved began in May, 1966. Sixteen children entered before 

school was out in May, and were given tests as indicated above. 

Three of these children left the home before the experiment 

was completed, and no data from tests given to them has been 

used in the results. 

Thirteen children came into the home the first month 

after school was out and were routinely tested, as indicated 

above. Two of these children left the home before the tests 

could be completed, and data from their tests have not been 

considered. The other seven children entered the home the 

first week in September and stayed throughout the experiment. 

The Basic Needs of the Child 

The basic needs of the child were given first consider-

ation upon his being received into the home. Each child was 
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given a physical examination to determine his individual needs 

relative to hearing, vision, dental care, and any other medi-

cal needs that might have been discovered. For example, one 

child was found to have petit mal epilepsy, and this was con-

trolled with medication. Immunizations, small pox vaccinations, 

and the Heaf Test for tuberculosis were given to all the chil-

dren. During the six month period of the experiment, all the 

children had their teeth checked and cleaned, and two boys 

had two teeth each capped. This was considered important since 

the teeth were broken and would have been lost otherwise. Five 

children were also fitted for glasses during this period. 

A diet had been planned to overcome any malnutrition 

that they may have suffered, and this diet was supplemented 

by a prescribed vitamin. The menu was rotated so that the 

same meal would not be served more than once in four weeks. 

This entailed preparing a large number of different vegetables, 

meats, and desserts. Workers seated themselves at tables for 

six or eight children and urged the children to learn to eat 

the variety of new foods which were served at each meal. This 

was considered an important task, since most of the children 

had very limited diets before coming to the home and had to 

learn to eat the various foods. This was not difficult to 

accomplish because new children followed the group, and the 

group had learned to like most of the new foods. 
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Each child was issued personal clothing which was marked 

with his name and fitted by the seamstress. Many of the 

clothes were individually made, especially those for the teen-

aged girls, and all were individual in style and color. The 

fact that these were personal items was stressed, and the 

children were urged to take care of them. The older girls 

washed and ironed their own clothes. 

Since the children already in the home had a good 

quantity of personal toys, it seemed important that the new 

children not feel left out in this respect. Toys were saved 

from the previous Christmas, and new children were issued an 

ample supply to call their own. They had drawers in the foot 

of their beds in which to keep these toys. However, all the 

children kept such things as stuffed animals and dolls on 

their beds. They also received additional gifts at their 

birthday party, which was celebrated each month for all those 

who had birthdays that month. 

Mental Health Program 

When their basic needs had been met and the children 

seemed fairly secure, consideration turned to more specific 

needs. Sociometric tests were administered routinely evety 

three months, and were planned to give the newer children a 

chance to become fairly well adjusted before evaluations by 
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their peers. The first sixteen children were included in the 

sociometric test given in the first week in June. Two other 

examinations were given during the summer as the other children 

came into the home. This test included five levels of choice, 

"my best friend," "my other friends," "not friends," "don't 

like," and "dislike." Every child made a forced choice by 

taking the name of every other child and placing it into one 

of the five slots marked as indicated above. The child making 

the choice was identified by a mark on the back of each set 

of names, and the children were aware of this identification. 

The results of these tests were used to place roommates in 

rooms for two, group dormitory beds in groups of five, seat 

children at the dining tables in groups of six or eight, and 

to make playground and outing assignments. Since the children 

knew the data would be used, it was felt that they made real-

istic choices. 

Selection of the groups was made by putting mutual choices 

together where it was practical, but more attention was given 

to making sure that each child had as much positive feelings 

surrounding him as possible. The child who was not chosen, 

the reject or isolate, received more attention than those 

with a liberal number of choices. It was felt that by giving 

the poorly chosen child all the possible positive support in 

all his activities his self-concept could be improved, and 
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as others liked him he would tend to like himself more. He 

was also placed in a position in which he felt free to function 

to whatever degree he was capable. This was felt to be im-

portant since it would help him build peer acceptance. Bonney 

(4, p. 471) concluded that a child was accepted in a group 

because of what he was and what he did which won admiration 

of others. An effort was made to keep each child in an en-

vironment where he could function so as to win the admiration 

from peers. This meant giving him many opportunities to per-

form and helping him to be successful when he did perform. 

The results from these sociometric tests and the results 

from Mental Health Analysis were used to place the children 

in therapy groups for the summer program. Group therapy con-

sisted of two sessions each week for a period of sixteen 

weeks. These sessions lasted for one and one-half hours as 

a rule, but were sometimes terminated in less time. Materials 

were used from Ojemann's and Hawkins' (10) preventive psy-

chiatry program, from Shull's et: al. (12) book, Seeing Our-

selves, and from a group of related stories developed for 

group therapy. These stories were used to start the sessions, 

which usually took their own course once they were started. 

Role playing was frequent because the children seemed to en-

joy the opportunities of self-expression it afforded. They 

took the roles of workers, teachers, parents, siblings, 
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and any other role that seemed suitable to them. They 

especially seemed to enjoy the opportunity to play the role 

of houseparent, supervisor, or director of the home. These 

sessions were completed by discussion of why the roles were 

played as they were, or how other children would have changed 

the role. The children often got into special problem areas 

which were' discussed. 

The play activity of the summer program was especially 

related to the improvement of mental health. As mentioned 

above, the children could not play the routine games when 

they entered the home, so it seemed important to develop 

this ability, the reason, again, being to help them to improve 

their self-concept. If they could participate in games and 

do well, they could gain the praise of the peer group that 

has been deemed so important. 

One of the most important aspects of the summer program 

was the swimming pool. During the first two weeks every child 

in the home learned to swim. This was an exciting event for 

most of the children as they had not previously had this oppor-

tunity. The swimming instructor took each of the four groups 

into which the children had been divided for the summer ac-

tivity, for an hour and one-half each day. This time was 

divided between free swimming and instruction in swimming, 

diving, and learning the steps in life-saving as taught by 
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the American Red Cross. The children devised their own 

swimming meet for the Fourth of July, dividing themselves • 

into groups according to their ability, changing the group 

structure for the day. They had diving contests, races, and 

a variety of other contest activities. One of the most inter-

esting was a mixture between the high jump and a diving contest, 

They held the rope that crosses the pool, giving each diver 

an opportunity to clear it, as with a high-jump bar, elimi-

nating those who knocked the rope down. The one who dived the 

highest won the ribbon for that contest. Official ribbons had 

been secured for first, second, and third places in all events. 

Color slides were made of the children's events on this 

day and shown to them the next week in one of the recreation 

periods. The effect of seeing themselves in a vertical dive, 

about to surface in the water, or in one of a number of other 

positions which indicated skill, had a dramatic effect on them. 

These slides have been shown, now some 200 of them, dozens of 

times and always get the same tremendous response from the 

children. 

During the summer the children planned a summer musical 

which was presented to a group of guests. These guests in-

cluded some of the county commissioners, juvenile board 

members, their caseworkers, and other friends who had been 

invited. This, again, gave them confidence in their ability 
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to accomplish on their own. They sang solos, duets, in groups 

of various sizes, and danced and put on skits, all of which 

they had learned in their summer activities. 

Attitudes and Outlook 

While there was no specific school program planned for 

the summer, books were made available to read and activities 

were planned to stimulate interest in school. An attempt 

was made to develop attitudes toward learning in general, as 

well as wholesome outlook for the future. 

Other summer activities included Vacation Bible School, 

for those who attended protestant churches, a week's summer 

camp, and other planned trips. These trips included tours 

of Six Flags Over Texas, the Fort Worth Children's Art Museum, 

the Wax Museum, the Science Building at Fair Park, and many 

other displays of education and culture. These experiences 

were planned for two reasons: first, the development of 

interest in cultural and educational items had been over-

looked in their backgrounds, as well as the sensory experi-

ence accompanying these contacts; second, and no less 

important, was the close relationship built with the group 

of individuals who planned these trips. They were single 

adults, some of whom had been married and brought their own 

children, who attended a Sunday School class for single 
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adults in a large protestant church. They came on a regular 

basis, and the children built a fine relationship with them 

as individuals. 

Summer activities included such specific jobs for each 

child as cleaning the dormitory, playground, recreation area, 

and taking care of playground equipment. Work charts were 

posted each day, and each child had to find his duty for the 

day. These charts were considered complicated by some adults, 

but it was felt this was another opportunity to teach the 

children the value of a good education. 

Another activity which the children planned was the 

adopting of a foster child of their own in South America. 

They put a portion of their allowance each week in a barrel 

(bank) to help send their foster child $15.00 a month. This 

was considered a good way to teach them that they could help 

less fortunate people, as well as to build the desire to have 

something to send or give to others. Discussions about the 

foster child included the fact that they were making it 

possible for her to go to school. 

Each child had a relationship built with some family 

whom they would visit during one week-end a month, during 

holidays, and perhaps during a week in the summer. These 

families were carefully selected with the needs of the child, 

not the family, in mind. Most of these have been rewarding 
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relationships and were considered an extremely important part 

of the program of the home. 

Books, magazines, and newspapers were placed in their 

library and dormitory reading rooms. Discussion of the 

current events came to be a routine part of group discussions, 

both in therapy groups and at meal time. This was considered 

a healthy development since the children were taking an inter-

est in what was going on around them from day to day. 

School Achievement Program 

Testing, as indicated above, to determine achievement 

and ability levels of each child, guided the extent and the 

direction of this program. It was found that their achieve-

ment level averaged seven months behind actual grade place-

ment. A breakdown according to the California Achievement 

Test indicated they were behind eight months in arithmetic, 

eight months in reading, and six months in language. 

Supply lists were obtained from the school to be certain 

every child had enough supplies. In some cases it was found 

necessary to take supplies to the school to be sure they would 

be available, as the child could not be depended upon to take 

them. Any special supplies needed were obtained as quickly 

as practical. An effort was made to teach the children the 

importance of having the materials necessary to do their 

work properly and on time. 
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The study hall program that had been developed was con-

tinued. Study time was divided so that those children in 

the fourth and fifth grades studied from 6:15 p. m. to 7:30 

p. m., and the older children studied from 7:30 p. m. to 

9:15 p. m. four nights a week, Monday through Thursday. 

Friday nights were free for other activity. Each study hall 

had two regular workers to help the children with assign-

ments. One of these was a qualified teacher who had taught 

school prior to coming to work at the home, and the other 

was a college student. The teacher, who was a full time 

worker, visited the school to see that the children were 

bringing home their assignments and getting their home work, 

and discussed any special problems with their teachers. 

The study hall was equipped with wall maps, blackboards, 

sets of grade level dictionaries, two sets of new World Book 

Encyclopedias, and sixty books suggested by the Texas Edu-

cation Agency as related materials for the grade levels. 

Many other books and magazines were available for reading, 

and a large number of magazines were available from which 

the student could cut out pictures needed in school work. 

Tutors were assigned to those children who were con-

sidered to have special problems, determined either from 

their school grades or achievement test scores. These tutors 

were volunteers from the Sunday School class mentioned above, 
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and there was an average of four tutors each night. They 

helped the children with school work and afforded another 

opportunity for close personal relations to be formed. 

Since most of these tutors were college graduates, it was 

felt that their interest in the children's education would 

emphasize the importance of education in general. 

There were special drills for those who were behind in 

spelling, arithmetic, and reading. One tutor met three times 

a week with eight of the children who were far behind their 

grade placement in reading. She used the Science Research 

Associates Ila Reading Laboratory for this work. It should 

be noted here that the elementary school which these children 

attended did not use this material, and this was cleared 

with the school before the laboratory was purchased by the 

home. The workers and the children at the home have re-

ceived outstanding cooperation from all the schools which 

the children attend, and it has been felt that this was one 

of the most important aspects of developing good relations 

with the children and their school. 

Treatment of Control Group 

While there was no treatment of the control group 

relative to that of the experimental group, they were in 

a program which could have had some of the effects of the 
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one experienced by the experimental group. It was felt that 

these should be mentioned since they might have received 

some benefits from them. 

All the children in the control group attended Sunday 

School on a regular basis. Their average attendance for the 

thirty-five Sundays during the experiment was over sixty 

per cent, indicating that they averaged being present twenty-

one times. This was a teaching program which stressed the 

value of education, as well as religious values. It had the 

element of interpersonal relations mentioned often above, and 

some class parties brought the children together more than 

the attendance record would indicate. 

There was a recreation program on Tuesday night of each 

week for the children in this department. This usually in-

volved skating, bowling, and other routine games. It lasted 

for two hours, and always closed with refreshments. While 

there were no attendance records kept, the number present 

each night would indicate that a high percentage of the chil-

dren took advantage of this program. The buses that brought 

the children to Sunday School brought them to the Tuesday 

night recreation period, so it would seem that about the 

same group would take advantage of this program. 

This program could affect the children in one of two 

ways, or perhaps both. First, it could have the effects that 
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the recreation program in the children's home was designed 

to produce, as outlined above. On the other hand, it took 

one night that could have been used for study away from the 

children in the control group. Since there were no records 

of study kept of the control group, it was impossible to say 

how important this was, but there was reason to believe that 

the recreation did not take the place of home work for most 

of this group. A show of hands in the Sunday School depart-

ment indicated they did not usually study when they were not 

at the church recreation program. 

While there is no actual evaluation of this program, 

it was felt important that it be reported. This is one of 

the aspects of a similar study that should be considered. 

Summary 

The background of the study, the instruments used and 

method of collecting data, and treatment of the groups have 

been presented in this chapter. It has been necessary to 

choose representative parts of the program, rather than more 

detailed information, but it was felt that those items chosen 

were the most important aspects of the program. 

Again, it should be emphasized that the quality of 

interpersonal relationships have been considered the most 

important' part of this program. This includes the relationships 
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developed between the individual children, the children 

and workers, and the children and people outside the home. 

The quantity of good experiences has been placed next on 

the continuum, and an effort has been made to demonstrate 

their importance to this study. 
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CHAPTER III 

ANALYSIS AND DISCUSSION OF RESULTS 

Four hypotheses were tested in an effort to investigate 

the changes in n Achievement, academic success, attitudes 

and outlook, and mental health of a group of deprived chil-

dren in a home for dependent and neglected children. This 

chapter will report quantitative data and the statistical 

test of that data. 

Hypothesis I 

Hypothesis I was related to academic achievement, and 

was divided into three parts, according to the instruments 

used in evaluating results. In I-A it was stated that there 

would be a significant difference between difference scores 

of the experimental and control groups, in favor of the 

experimental group, as measured by the California Achieve-

ment Test. Table I below summarizes the findings relative 

to hypothesis I-A, and the raw scores are included in 

Appendix B. 

Since the changes indicated by the California Achieve-

ment Test are relative to the number of months in school, it 

61 
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was found necessary to interpolate to six months from the 

actual elapsed time between tests. 

According to the data in Table I below, the two groups 

were well matched relative to achievement level at the first 

testing, the experimental group being at the 4.71 grade level 

as compared to the 4.35 grade level for the control group. 

These figures were all rounded to two decimals, although the 

scores reported in the norm tables were rounded to one decimal. 

Retest data, allowing for interpolation back to six months, 

shows that the experimental group had attained .97, or 9.7 

months achievement, in the six month period, as compared to 

.46, or 4.6 months achievement, for the control group. It 

was found, by using McNemar's (1, p. 109) 1: test, that this 

difference was significant at the p< .001 level. 

TABLE I 

COMPARISON OF SCORES ON CALIFORNIA ACHIEVEMENT TEST 

Experimental Group Control Group 

Test Retest Difference Test Retest Difference 

M 4.71 5.61 +.90 4.35 4.81 +.46 
SD 1.26 .94 .35 1.36 1.36 .13 

df= 62 t = 4.4 p < .001 

Since the experimental group was actually composed of 

two subgroups—one having summer months intervening like the 
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control group and another having only school months inter-

vening—it was felt desirable to see whether the changes 

which had occurred in one subgroup were different than those 

in the other, particularly to see if the subgroup tested over 

only school months biased the result. A test of significance 

between these two subgroups yielded a t of .3, which indicated 

there was no significant difference between these subgroups. 

The difference, however, was greater for that part of the 

experimental group which had only school months intervening 

between testing (other specific comparison between control 

group and the experimental subgroups can be found in Appendix 

B). As a result of these findings, Hypothesis I-A was 

accepted. 

These results would indicate an academic advantage for 

the institutional children over the children in their own 

homes. They, therefore, support the thesis that institutional 

care can be superior to the care children receive in lower 

socio-economic homes. 

In Hypothesis I-B it was stated that there would be a 

significant difference in the mean difference in the average 

grades of the experimental and control groups, in favor of 

the experimental group, relating the six months prior to the 

experiment to the six months in which the experiment was in 

progress. The data relative to grades are presented in 
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Table II, and the grades for both groups are included in 

Appendix B. 

An explanation of the grading system is included, as 

the system used by the local schools may not be readily 

familiar to everyone in education. Grades are given as 

follows: 1 = rapid progress, 2 = satisfactory progress, 

3 = acceptable progress, and 4 - little or no progress. There-

fore, it is preferable to lower the grade, since this indicates 

improvement. This is opposite to the procedures practiced by 

some school systems. 

TABLE II 

COMPARISON OF SCHOOL GRADES 

Experimental Group Control Group 

Grades from- to: Differ- Grades from- to: Differ 
12/65-1/66 9/66-2/67 ence 12/65-1/66 9/66-2/67 ence 

M 3.17 2.97 -.21 2.65 2.76 +.11 
SD .60 .60 .58 .71 .81 .42 

d/f= 62 t = 2 .56 p < .02 

According to the data in Table II, the control group had 

a somewhat better grade average than the experimental group, 

2.65 as compared to 3.17. They continued to attain a better 

grade average at the end of the six month period, but their 

grades had declined while the experimental group had improved. 
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It was found by using the t test, as above, that this differ-

ence was significant at p < .02 level. It was therefore 

concluded that Hypothesis I-B was confirmed. 

This statistical evidence indicates that institutional 

children, in this study, had an advantage over those who were 

in their own homes. It further supports the thesis that in-

stitutional care can be more beneficial to lower socio-economic 

children than their own homes. 

In Hypothesis I-C it was stated that there would be a 

significant difference between difference scores of the ex-

perimental and control groups, favoring the experimental group, 

as measured by the California Short-Form Test of Mental Matu-

rity. The data relative to test-retest for this variable are 

presented in Table III below, and raw scores have been placed 

in Appendix B. 

TABLE III 

COMPARISON OF I. Q. SCORES 

Experimental Group Control Group 

Test Retest Difference Test Retest Difference 

M 87.6 92.9 + 5.3 95.0 92.3 - 2.7 
SD 14.2 14.3 10.2 16.6 14.4 10.2 

d/f= 62 t= 3.16 p < .01 
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According to the data presented in Table III, the control 

group had a somewhat higher tested intelligence quotient 

prior to the experiment, 95.0 as compared to 87.6 for the 

experimental group. However, on retest the experimental 

group tested higher, 92.9 as compared to 92.3 for the control 

group. This indicated an improvement in the mental function-

ing of the experimental group, while there was deterioration 

in the mental functioning of the control group. It is not 

possible to separate ability to score on an intelligence test 

from enhanced mental functioning, but evidence presented here 

would indicate some positive effects in mental functioning 

as a result of the program in the institution. A test of 

significance of difference scores, using t technique as in-

dicated above, yielded a it of 3.16, which was significant 

at p < .01 level. 

Since seven of the children in the experimental group 

were tested in September, 1966, and retested in February, 

1967, allowing only school months between test-retest, and 

the other twenty-four had either two or three months of 

summer in addition to the school months, a test of significance 

was performed between difference scores of these two groups. 

This test yielded a _t of 1.5, which was not significant. Data 

on these subgroups are compared to control groups in Appendix 

B. 
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Hypothesis II 

Hypothesis II, relating to mental health, stated that 

there would be a significant difference between mean dif-

ference scores of the experimental and control groups, in 

favor of the experimental group, as measured by the Mental 

Health Analysis, during the six month period of the experi-

ment . 

The data relative to mental health are presented in 

Table IV, and raw scores have been placed in Appendix B. 

Raw scores were used in all computations and are reported 

in the table; however, percentile ranks will be given, since 

they are of special interest here. The experimental group 

had a mean score of 125 (21st percentile) before the ex-

periment started, as compared to a score of 118 (14th per-

centile) for the control group. The experimental group 

progressed to a score of 136 (34th percentile) over the 

period, while the control group remained unchanged. It was 

found, using t technique as above, that this change yielded 

a t of 2.80, or p < .01. 

As indicated above, there was six months elapsed time 

between test-retest on both experimental and control groups. 

However, in the experimental group there were nine children 

who were tested and retested during school months, having 

no summer months included in the six month period. The 
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other twenty-two children in the experimental group did have 

over two months of summer included, the same as the control 

group. To check for possible bias, a test of significance 

was performed between difference scores of the group with 

nine children and the group with twenty-two children. 

TABLE IV 

COMPARISON OF SCORES ON MENTAL HEALTH ANALYSIS 

Experimental Group Control Group 

Test . Retest Difference Test Retest Difference 

M 124.8 136.0 + 11.2 118.8 118.6 - .12 
SD 19.9 21.9 21.2 19.2 18.4 9.50 

d/f = : 62 t = 2 .80 P < .01 

This test yielded a t of 1.3, which was not significant. 

Further tests of significance are presented in Appendix B. 

These tests indicate that any bias was in favor of the con-

trol group, and therefore did not account for the positive 

results in favor of the experimental group. Results of these 

tests indicate a positive effect on the mental health of the 

children in the institution, as related to those in their 

own homes. They further support the thesis of this study; 

therefore, Hypothesis II was accepted. 
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Hypothesis III 

Hypothesis III, relative to attitudes, particularly • 

attitudes toward the teacher, stated that there would be a 

significant difference between mean difference scores of 
* 

experimental and control groups, in favor of the experimental 

group, as measured in My_ Teacher Test. It was expected that 

the experimental group would be more discriminating as it 

became better adjusted, and would make a more critical analy-

sis of its teacher. These results are supported by Briggs 

(1, p. 82). The results of this test are reported in Table 

V below, and raw scores have been placed in Appendix B. 

TABLE V 

COMPARISON OF SCORES ON MY TEACHER TEST 

Experimental Group Control Group 

Test Retest Difference Test Retest Difference 

M 
SD 

32.45 
8.72 

31.18 
11.30 

- 1.27 
9.70 

30.60 
8.70 

32.54 
6.30 

+ 1.94 
5.28 

d/f = = 62 t = 1.66 P < .1 

According to the data in Table V, there was little dif-

ference between the two groups prior to the experiment, the 

experimental group having a mean score of 32.45, as compared 

to 30.60 for the control group. After the six month period 

had elapsed, the experimental group mean was reduced 1.27 
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points, while the control group mean score increased by 1.94 

points. It was found by using the t that this change yielded 

a t of 1.66, p < .10. This, however, is not a significant 

change. 

It was noted above that nine of the experimental group 

took the test in September, 1966, and again in February, 1967, 

relative to the same teacher, while twenty-two of this group 

took the test in May or June of 1966 and again in November 

or December of 1966, relative to different teachers. The 

control group all took the test in June, 1966, and again in 

December, 1966, relative to two different teachers. 

A test of significance of difference scores between the 

nine and the twenty-two in the experimental group yielded a 

t of .98, which was not significant. The change, however, 

was greater for those children tested like the control group. 

Further subgroup comparisons can be found in Appendix B. 

Since this test of significance was not great enough to 

support the hypothesis, it must be concluded that Hypothesis 

III was not confirmed. 

Hypothesis IV 

Hypothesis IV, relative to achievement and divided into 

two parts according to the instruments used, stated in IV-A 

that there would be a significant difference between difference 
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scores of the experimental and the control groups, in favor 

of the experimental group, as measured by a projective test 

using four of Murray's Thematic Apperception Test cards. The 

data relative to n Achievement are presented in Table VI be-

low, and raw scores can be found in Appendix B. 

TABLE VI 

COMPARISON OF n ACHIEVEMENT SCORES 

Experimental Group Control Group 

Test Retest Difference Test Retest Difference 

M 2.97 4.42 +1.45 2.94 2.91 - .03 
SD 2.09 2.79 1.81 1.84 1.89 2.10 

d/f= 62 t = 3 .1 P A
 

• O
 

Since the scoring of this test is necessarily subjective, 

the following explanation of scoring procedures is considered 

necessary. The tests were read and scored individually by 

two individuals who had worked in the area of n Achievement, 

one a doctoral candidate and the other having recently com-

pleted his doctoral work. The individual scores were compared 

and adjustment made where necessary so that agreement could 

be reached. For example, card one shows a young boy looking 

at a violin. A response of "he would like to play the violin," 

or "he is thinking about playing the violin," was not scored 

as a positive response, since there was no indication of any 
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effort on the part of the child to learn to play. But such 

a response as, "he is thinking about learning to play the 

violin," or "he will play the violin in an orchestra," or 

"he will become famous as a violinist," were considered as 

positive responses and scored accordingly. Other decisions 

similar to this one were made in the course of scoring the 

tests. 

According to the data in Table VI, the two groups were 

well matched before the experiment began, the experimental 

group having a mean score of 2.97, as compared to a mean of 

2.94 for the control group. On retest it was found that the 

experimental group had increased its mean score by 1.45 

points, while the control group's mean score was lower by 

.03 points. A test of significance of this difference yielded 

a t of 3.1, or p < .01. 

There was a possibility of some bias since nine of the 

experimental group were tested in September, 1966, and again 

in January, 1967, including no summer months in their six 

month period between tests. The other twenty-two children 

in the experimental group were tested in May or June, 1966, 

and again in November or December, 1966, so as to include six 

months between tests. All of the control group were tested 

in June, 1966, and again in December, 1966. A test of sig-

nificance between the difference scores of the nine and the 
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twenty-two experimental children yielded a t of .01, in-

dicating consistency between the two subgroups making up 

the experimental group. Further data relative to comparison 

of the experimental subgroups and the control group can be 

found in Appendix B. 

The results from these data indicate a positive re-

action by the experimental group in terms of n Achievement, 

as defined by this study. They also give further support to 

the thesis of this study relative to possible benefits being 

derived from institutional care. Hypothesis IV-A was there-

fore considered to be confirmed. 

In Hypothesis IV-B it was stated that there would be a 

significant difference between difference scores of the ex-

perimental and control groups, in favor of the experimental 

group, as measured by the Achievement-Boredom Scale. The 

data relative to Achievement-Boredom are presented in Table 

VII below, and raw scores may be found in Appendix B. 

TABLE VII 

COMPARISON OF ACHIEVEMENT-BOREDOM SCORES 

Experimental Group Control Group 
Test Retest Difference Test Retest Difference 

M 26.68 29.65 2.90 27.45 27.39 - .06 
SD 6.15 5.42 4.44 5.91 5.83 3.91 

d/f= 62 t = 2.84 p <c .01 
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According to the data in Table VII, the two groups were 

well matched before the experiment began, the experimental 

group having a mean score of 26.68 as compared to a mean 

score of 27.45 for the control group. On retest it was found 

that the experimental group had an increase in its mean score 

of 2.90, while the mean score of the control group had de-

creased by .06 of a point. A test of significance of this 

difference yielded a t of 2.84 or p < .01. These data would 

indicate, again, that the program of the institution had been 

beneficial to the experimental group relative to achievement 

orientation. They would lend still further evidence to sup-

port the general thesis of this paper concerning the possible 

positive effects of institutional care. It was therefore 

considered that Hypothesis IV-B could be accepted. 

While the evidence presented above seems to support the 

hypotheses and to indicate that the program of the children's 

home did have a beneficial effect upon the children in the 

experimental group, it should be noted that these children 

were not randomly assigned to the institution and their own 

homes. The children were assigned to the institution by the 

local court, the only requirement for entry being need of 

placement, ability to attend public school, and grade level 

four through seven. The children in the control group in-

cluded all the children in the Sunday School department of 
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the church involved except those who were eliminated as 

indicated above. It might well be that these children 

differed in ways other than the experiences in the institution 

and their own homes. However, the results would indicate that 

the thesis of this paper has been supported within the limits 

set forth in the study. 

It would seem that the evidence presented would support 

the thesis that institutional care need not be detrimental 

to children who must be separated from their own home. This 

is not to suggest that institutional care is or should be 

superior to care in the child's own home. But it does lend 

support to the thesis that institutional care can be of 

benefit to lower socio-economic children, perhaps even more 

so than their own homes. 



CHAPTER BIBLIOGRAPHY 

1. Briggs, L. D., "The Impact of Failure on Elementary School 
Pupils," unpublished doctoral dissertation, Depart-
ment of Education, North Texas State University, 1966. 

76 



CHAPTER IV 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Summary and Conclusions 

The main purpose of this study was to investigate the 

consequences of an institutional program planned to develop 

positive interpersonal relationships on the educational 

achievement, mental health, and attitudes and outlook of a 

group of dependent and neglected children in a home planned 

for their care. In order to test the effectiveness of this 

program, an experimental group composed of children in the 

institution was compared to a control group of children from 

the same socio-economic class who lived in their own homes 

and attended Sunday School in a department designed for lower 

income families in a large Southern Baptist Church. Both 

groups lived in a large, southwestern city and attended school 

in the same school district. 

A group of tests was administered to both groups; after 

six months, retests as indicated above were conducted. The 

results of these two tests were compared to find the differ-

ence scores from test-retest. A comparison of difference scores 

was made, using t_ technique, to determine if there was any 
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significant difference between the changes effected in the 

two groups. The results of these t: tests are as follows: 

1. Comparison of difference scores resulting from 

achievement made on the California Achievement Test indicated 

an advantage in favor of the experimental group. This com-

parison yielded a t of 4.4, or p < .001. This would indicate 

a significant advantage for the experimental group, and would 

suggest that the institutional care had been superior to the 

care received by the children in their own homes. It was of 

special interest to note that the institutional children made 

nine months' progress in six months, as far as school achieve-

ment was concerned, while the control group made four and 

six-tenths months' progress in this six month period. It 

was therefore concluded that school achievement could be 

superior in an institution with a program planned with this 

end in view. 

2. Comparison of average grades for the six months 

prior to and the six months during the experiment was made 

for both experimental and control groups. Difference in 

average grades for each group was compared using j: technique. 

This comparison yielded a t of 2.56 or p < .02, in favor of 

the experimental group. While the progress relative to 

grades was not as impressive as that shown on the achievement 

test, it was at a significant level, and lends further 
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support to the above conclusion relative to academic 

achievement. 

3. Comparison of difference score's on the California 

Short-Form Test of Mental Maturity indicated an advantage 

in favor of the experimental group. This comparison yielded 

a t_ of 3.16, or p < .01. This would indicate an advantage 

for the experimental group in the area of mental functioning, 

which is important in making test scores and grades. This 

would support the above mentioned tests in indicating a 

significant advantage in favor of the experimental group. 

It was therefore concluded that such a program as described 

in this study could be of significant value in helping de-

pendent and neglected children improve their mental func-

tioning. 

4. Comparison of difference scores resulting from test-

retest on the Mental Health Analysis indicated an advantage 

in favor of the experimental group. This comparison yielded 

a t of 2.80 or p < .01. It was therefore concluded that the 

experimental group had made significant change relative to 

the control group. The conclusions made here, again, indicate 

an advantage for the institutional children when a program 

is planned to enhance their mental health. Again, this is 

hot always the result obtained by institutional care, but 

it most certainly can be. 
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5. Comparison of difference scores resulting from the 

My Teacher Test indicated an advantage in favor of the ex-

perimental group; however, it was not significant, p < .1. 

It was not possible to determine whether lack of change was 

due to faulty design, or actual lack of change of attitude 

in the experimental group. The only conclusion which could 

be drawn was that no significant change had occurred in 

the experimental group. 

6. Comparison of difference scores resulting from the 

n Achievement tests indicated an advantage in favor of the 

experimental group. This comparison yielded a t of 3.1, or 

p < .01. This would indicate that the experimental group 

had made significant change in the area of need achievement 

relative to the control group. It was therefore concluded 

that the program had contributed significantly to n Achieve-

ment of the institutional children, relative to the control 

group. 

7. Comparison of difference scores resulting from the 

Achievement-Boredom Scale indicated an advantage in favor of 

the experimental group. This comparison yielded a t of 2.84, 

or p < .01. It was therefore concluded that the experimental 

group had undergone significant change, relative to the con-

trol group, in this area of achievement orientation. The 

fact that their teachers rated them as more achievement- . 
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oriented adds to the conclusions drawn from the n Achieve-

ment test above. 

It has been indicated in the literature, as documented 

above, that the typical institution for children has had a 

detrimental effect on the personality development of the 

children in their care. The thesis of this paper was that 

this detrimental effect is not necessarily a result of 

institutional care. It was, in fact, a result of deprivation 

which had been found to be typical of child care institutions, 

not the institution per se. Deprivation in any setting had 

been found to be detrimental to child development. 

The base of the present study was broadened to include 

educational achievement, mental health, and attitudes and 

outlook of a group of dependent and neglected children in a 

child care institution. While the period covered in this 

experiment was short, six months, the evidence seems to 

support the thesis in all of these areas. The conclusions 

drawn from this study would indicate a need for greater 

effort to improve all child care institutions. While it is 

not suggested that institutions can or should replace the 

child's own home, it is strongly suggested that better child 

care can be provided when it is necessary to remove a child 

from his own home. 
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Recommendations 

Recommendations resulting from this study fall into two 

categories, those which would be of value in a replication 

of this study, and those which would be of value in extending 

this study. 

The most difficult problem encountered in this study 

was brought about by the children's leaving the home before 

the study was completed. This made it necessary to continue 

to add new children to the experimental group, and created 

the problem of maintaining a comparable control group. This 

is discussed in detail above, and should be worked out in 

advance of any replication of this study according to the 

admission policy of the institution involved. The ideal time 

for this study would be over a nine month period of a regular 

school term. 

The evidence produced by this experiment strongly sug-

gests the need for further studies relative to the programs 

of child care institutions. These studies should be broad-

ened to include many such aspects of child care as (1) foster 

care versus institutional care, (2) institutions versus 

cottage plans, (3) institutions segregated by sex versus 

mixed groups, (4) institutions with school programs versus 

those where the children attend public schools, and many 

variations of these variables. 
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These and many other comparisons should be made, along 

with a close study of various programs in individual insti-

tutions. The most important recommendation, and probably 

most overlooked, would be a constant evaluation of all 

institutional programs so that the effects of changes could 

be evaluated in the normal setting. Those programs and 

policies which seem to have no positive effect on the chil-

dren could constantly be evaluated and discarded, and those 

programs and policies which prove to have value could be 

supplemented and strengthened. This would also allow data 

from various institutions to be compared on a regular basis, 

giving additional help in finding useless policies. 

This study further suggests that the status quo has 

been maintained too long in most institutions, probably as 

a result of a belief that it is inevitable. This study sug-

gests that this is a false premise and that further evidence 

should be found which will help change the course of events 

in child care institutions. 



APPENDIX A 

Sample of The Achievement-Boredom Scale 

MENTAL HYGIENE OF THE NORMAL CHILD 
Kooker- A/B 

Name of Observer Name of Child 

Here are descriptions of a variety of behavior patterns to-
gether with the situations in which they are to be considered. 
You are asked to indicate, for each pattern whether it occurs 
frequently, fairly often, or seldom in each child. Use a 
separate blank for each child. 

1. The child who spends only enough time on his school work 
to get passing grades. 

The child gives the impression of having more ability 
than he usually displays, for in some isolated phases of 
work he does much better than usual for him. He makes 
remarks such as, TTI don't see why I have to do this," 
"I don't see any use in this stuff," etc. The same child 
seems to get along with others on the playground. 

Frequently Fairly Often Seldom 

2. The child who "doodles" while working on his lesson, looks 
out the window, etc. 

This refers to situations in which the class is sup-
posed to be studying at their desks. These extraneous 
activities are not such that they interfere with others 
studying. This refers to children who in spite of this 
"doodling" do at least fair work. 

Frequently Fairly Often Seldom 

3. The child who attempts to join older children in their play. 
The child leaves his own age group on the playground 

and tries to get in the games of children in a higher grade. 
His own group seems to accept him, because when older 
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children won't let him play with them, if he comes back, 
they let him play with them. 

Frequently Fairly Often Seldom 

4. The child who voluntarily does more work than is actually 
called for in the assignment. 

This refers to situations in which the teacher assigns 
such things as written reports, and the child may include 
pictures or other things to illustrate his paper, make 
it longer than called for, etc. In other situations the 
child makes no special effort to attract teacher's 
attention. 

Frequently Fairly Often Seldom 

5. The child who daydreams. 
This refers to situations in which the child is sup-

posed to be engaged in some activity, and this child 
stares off into space, out the window, at the floor, 
etc. This refers only to daydreaming in the midst of 
an activity and not between activities or after an 
activity is finished. 

Frequently Fairly Often Seldom 

6. The child who is reminded by the teacher to pay attention, 
turn around, go back to work, etc. 

This refers to certain situations such as class dis-
cussions, study periods, etc. in which the child engages 
in disturbing activities such as poking the child in front 
of him, giggling, etc. However, he manages to do enough 
to get by. On the playground he participates as much as 
the average child. 

Frequently Fairly Often Seldom 

7. The child who goes ahead by himself if others don't keep up. 
This refers to situations in which the class is given 

permission to work in pairs, groups, etc. and yet this child 
works by himself. He refuses the help of others and per-
sists in the activity in which he is engaged. The activities 
are those of the group. He may make remarks such as, "I 
can do better by myself," etc., and does at least fair work. 

Frequently Fairly Often Seldom 
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8. The child who asks to engage in another activity, to work 
with another group, etc. 

This refers to situations in which the child asks to 
work with another group, engage in another activity before 
the present task is completed, etc. This does not refer 
to asking to join another group because some other in-
dividual is in it. He may make remarks such as, "I'd 
rather do that," or "I don't like this," etc. When 
allowed to change, he stays at the second task. 

Frequently Fairly Often Seldom 

9. The child who shows persistence in activities engaged in. 
When given a task or an assignment to do, or when 

playing a game on the playground, the child "stays with" 
the task. He may not meet with immediate success, may 
complain that the task is too difficult for him, etc., 
but will keep trying. 

Frequently Fairly Often Seldom 

10. The child who wanders aimlessly around the room or makes 
excuses to leave the task at hand, etc. 

This refers to situations in which the children are 
given some task to do or some assignment to work on, etc. 
The child may do such things as ask to sharpen his pencil 
when it obviously doesn't need sharpening, etc. He be-
haves in this manner whether or not he is capable in the 
activity (as shown by about average performance when he 
has to stay at the task). 

Frequently Fairly Often Seldom 

11. The child who asks, "Why do we have to take this school 
subject?" 

This does not refer especially to subjects in which 
the child is doing below average work. He may also make 
remarks such as "I don't see that this is going to do me 
any good," or "I'm going to be a mechanic, and I won't 
need this," etc. This may refer to subjects in which he 
is doing well. 

Frequently Fairly Often Seldom 

12. The child who neglects own work or activity to watch or 
talk to others, sits and does nothing, or engages in an 
irrevelant activity. 
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This refers to situations in which the pupil leaves 
own work or activity and either leaves his desk to go to 
another's desk or while sitting in his desk turns to 
watch or talk to another pupil. (This doesn't refer to 
situations in which the pupil leaves his own work to ask 
another pupil for information or for some other obvious 
reason). The pupil may also sit and engage in no par-
ticular activity or in some other activity than the one 
in which the group is participating. (This does not in-
clude disturbing activities, daydreaming, or withdrawal). 
This also includes situations in which the pupil's at-
tention obviously wanders from the activity at hand. This 
does not refer to situations in which he has finished his 
work. 

Frequently Fairly Often Seldom 

13. The child who does more than his share of work. 
This refers to various cooperative endeavors such as 

projects, preparing for school parties, etc. The child 
may finish his assigned task, then volunteer to help 
others, ask the leader to give him something else to do, 
etc. This refers only to situations in which he has 
finished his previous task (and he does not "brag" about 
his extra work). 

Frequently Fairly Often • Seldom 

14. The child who is reluctant to leave an activity. 
This refers to situations in which the teacher has to 

call the child several times before he will leave the 
activity in which he is engaged. He may make remarks 
such as, "Wait until I finish," or "There's something 
else I'd like to do on this first," etc. This does not 
refer to situations in which specific task has been 
assigned and the child has not yet finished. 

Frequently Fairly Often Seldom 

15. The child who talks a great deal about his activities out-
side of school. 

This may refer to such things as his hobbies, trips 
he has taken, etc. He may make remarks such as "That's 
a lot more fun than going to school," etc. This does 
not refer to situations in which discussions of these 
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outside activities may be revelant in connection with 
some topic being discussed in class. This refers only 
to while they are engaged in specific activities. 

Frequently Fairly Often Seldom 

16. The child who brings up new ideas for projects, activities, 
etc. 

This refers to voluntary contributions and not to 
situations in which they are asked for by the teacher. 
This might include such things as suggestions for field 
trips, ways of planning a party, etc. 

Frequently Fairly Often Seldom 

17. The child who, in spite of the fact that he is not skill-
ful in an activity, persists in it. 

This refers to activities in which the child may be 
much below average in performance but refuses to give up 
even though he continues to make errors. This may refer 
to situations such as learning a new game on the play-
ground, a new classroom activity, etc. This does not 
refer to situations in which the teacher commanded the 
child to stay at the task. 

Frequently Fairly Often Seldom 
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Sample of My Teacher Test 

MY TEACHER 

Here are some questions about your teacher. You will answer 
them by drawing a line around "Yes," "No," or "?" depending 
upon how you feel about the question. 

Please answer the questions honestly. None of the teach-
ers or the principal will ever see this paper or know how you 
answered the questions. 

What grade are you in? 4 5 6 7 Circle one: boy - girl 

1. Do you like school? Yes No ? 
2. Are there usually flowers and plants 

in your room? Yes No ? 
3. Does the teacher praise you for doing 

good work? Yes No ? 
4. Does the teacher scold the pupils a lot? . Yes No ? 
5. Is this teacher usually cross? Yes No ? 
6. Does this teacher explain the school work 

so you can understand it? Yes No ? 
7. Does this teacher speak to you when she 

meets you on the street? Yes No ? 
8. Is this teacher able to keep the children 

quiet in the classroom? Yes No ? 
9. Does this teacher make the school work 

interesting? Yes No ? 
10. Is this teacher often bossy? Yes No ? 
11. Is it easy for you to go to this teacher 

with all of your problems? Yes No ? 
12. Does this teacher force her ideas on the 

pupils? Yes No ? 
13. Is this teacher usually kind to you? . . . Yes No ? 
14. Does this teacher keep her promises? . . . Yes No ? 
15. Does this teacher take part in the 

children's games? Yes No ? 
16. Does this teacher think she is always right 

and the pupils always wrong? Yes No ? 
17. Does this teacher have pets or favorites 

among the children? Yes No- ? 
18. Does this teacher often scold a pupil in 

front of other pupils? Yes No ? 
19. Is it easy to please this teacher? . . . . Yes No ? 
20. Does this teacher talk too much? Yes No ? 
21. Is this teacher easily annoyed or bothered? Yes No ? 



90 

22. Is this teacher usually fair with 
the pupils? Yes No ? 

23. Is this teacher always fussing at 
the pupils? Yes No ? 

24. Does this teacher usually pay attention 
to you when you raise your hand? Yes No ? 

25. Does this teacher often keep people in 
at recess or after school Yes No ? 

26. Does this teacher make fun of some pupils? Yes No ? 
27. Do most of the pupils like this teacher . . Yes No ? 
28. Does this teacher usually laugh with the 

pupils when something funny happens? . . . Yes No ? 
29. Is this teacher fair in her grading? . . . Yes No ? 
30. Does this teacher talk too loudly? . . . . Yes No ? 
31. Does this teacher give everyone a chance 

to recite? Yes No ? 
32. Does this teacher explain what you don't 

understand? Yes No ? 
33. Does this teacher get "mad" when you don't 

understand? Yes No ? 
34. Is this teacher always willing to help you 

with your schoolwork? Yes No ? 
35. Does this teacher seem to like children? . Yes No ? 
36. Does this teacher often punish the whole 

class when only one or two pupils are to 
blame? Yes No ? 

37. Does this teacher scold you when you make 
a mistake? Yes No ? 

38. Does this teacher give you a chance to 
ask questions? Yes No ? 

39. Does this teacher lower your grade when 
you help anyone else? Yes No ? 

40. Does this teacher often get angry with the 
pupils? Yes No ? 

41. Does this teacher let you make up work in 
which you have failed? Yes No ? 

42. Are you afraid to ask this teacher for 
help? . ̂  Yes No ? 

43. Does this teacher usually give you lots 
of homework? Yes No ? 

44. Does this teacher punish a pupil in front 
of other pupils? Yes No ? 

45. Is this teacher willing to give extra help 
to the pupils who need it? Yes No ? 

46. Does this teacher see things the way 
children do Yes No ? 
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47. Is this teacher ineterested in what you do 
outside of school? Yes No ? 

48. Does this teacher explain your lessons 
clearly? Yes No ? 

49. Do you like this teacher? . . . . . . . . Yes No ? 
50. Do the other children like this teacher? . Yes No ? 
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Sample of n Achievement Test 

n ACHIEVEMENT STORIES 
Slide_ 

1. What is happening in this picture? 

2. Who are the people in this picture? 

3. What are the people in this picture thinking? 

4. What do the people in this picture want to happen? 

5. What will happen to the people in this picture in the end? 



APPENDIX B 

TABLE VIII 

RAW DATA ON CALIFORNIA ACHIEVEMENT TEST 

Experimental Group Control Group 
X* Y Z W Xd Xi X Y Z W Xd Xl 
3.7 5.0 1.3 6 1.3 5.0 4.2 4.8 . 6 6 .6 4.8 
5.8 6.2 .4 6 .4 6.2 4.2 4.4 .2 6 .2 4.4 
3.8 3.9 .1 6 .1 3.9 3.4 4.2 .8 6 .8 4.2 
3.6 3.7 .1 6 .1 3.7 7.2 7.8 . 6 6 .6 7.8 
5.6 6.6 1.0 6 1.0 6.6 7.1 7.8 .7 6 .7 7.8 
2.2 4.0 1.8 6 1.8 4.0 7.0 7.5 .5 6 .5 7.5 
3.8 4.7 .9 6 .9 4.7 6.3 6.7 .4 6 .4 6.7 
5.8 6.7 .9 6 .9 6.7 5.8 5.8 • « • 6 • t • 5.8 
3.6 4.3 .7 6 .7 4.3 3.2 3.4 .2 6 .2 3.4 
3.3 4.5 1.2 6 1.2 4.5 2.5 3.2 .7 8 .5 3.0 
5.9 7.2 1.3 6 1.3 7.2 3.2 4.0 .8 8 . 6 3.8 
6.0 6.7 .7 6 .7 6.7 3.7 4.4 .7 8 .5 4.2 
4.8 5.4 .6 6 .6 5.4 6.4 7.2 .8 8 . 6 7.0 
3.7 4.6 .9 6 .9 4.6 6.4 7.4 1.0 8 .7 7.1 
4.9 5.9 1.0 6 1.0 5.9 3.1 3.9 .6 8 .5 3.6 
6.0 7.0 1.0 6 1.0 7.0 5.2 5.5 .3 8 .2 5.4 
7.6 9.0 1.4 6 1.4 9.0 3.5 4.6 1.1 8 .8 4.3 
5.6 6.6 1.0 6 1.0 6.6 3.7 4.5 .8 8 . 6 4.3 
3.5 4.5 1.0 6 1.0 4.5 4.2 . 4.7 .5 7 .4 4.6 
6.4 7.2 .8 6 .9 7.2 3.3 3.9 .6 4 .9 4.2 
5.0 6.0 1.0 7 .9 5.9 5.1 5.5 .4 4 . 6 5.7 
3.5 4.5 1.0 7 .9 4.4 3.5 3.8 .3 4 .5 4.0 
3.3 3.9 .6 7 .5 3.8 2.9 3.2 .3 4 .5 3.4 
5.1 6.0 .9 7 .8 5.9 3.1 3.3 .2 4 .3 3.4 
. 5.8 6.7 .9 5 1.1 6.9 3.4 3.9 .5 4 .8 4.2 
4.3 5.4 1.1 5 1.3 5.6 3.9 4.4 .5 4 .8 4.7 
3.7 4.7 1.0 5 1.2 4.9 4.9 5.2 .2 5 .2 5.1 
3.2 3.8 .6 5 .7 3.9 3.5 3.7 .2 5 .2 3.7 
4.9 5.5 . 6 5 .7 5.6 4.0 3.7 -.3 5 -.4 3.6 
5.4 6.2 .8 5 1.0 6.4 4.3 4.2 -.1 5 -.1 4.2 
6.4 7.0 . .6 5 .7 7.1 3.6 3.8 .2 5 .2 3.8 

2.7 3.7 1.0 5 1.2 3.9 
5.1 5.3 .2 5 .2 5.3 

*X-grade placement on test; Y-grade placement on retest; 
Z-difference between these tests; W-months elapsed between 
tests; X<j-computed difference in six months; Xi-corrected 
retest score. 
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TABLE IX 

COMPARISON OF SUBGROUPS ON CALIFORNIA ACHIEVEMENT TEST 

Subgroups Groups Subjects Months Md SD 

Control 1 9 6 .44* .26 
2 10 7 or 8 .55* .13 
3 14 4 or 5 .41* .40 

Experimental 1 13 School & Summer .87** .38 
2 18 Only School .91** .33 

*Test of significance between groups 1 and 2 yielded 
t= .34; test of significance between groups 1 and 3 yielded 
t= .12; test of significance between groups 2 and 3 yielded 
t= .31. 

**Test of significance between these two subgroups 
yielded t= .30. 
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TABLE X 

GRADES FOR EXPERIMENTAL AND CONTROL GROUP 

Six month averages 

Experimental Group Control Group 

Before During Before During 
Experiment Experiment Experiment Experiment 

3.50 2.25 2.06 2.00 
3.63 3.33 3.00 2.75 
3.87 3.08 1.56 1.75 
3.94 3.41 2.75 3.08 
1.68 1.58 2.06 2.58 
3.37 2.25 3.62 3.41 
2.81 3.16 3.56 4.00 
2.75 3.25 3.31 3.50 
3.00 3.91 3.31 3.17 
3.50 3.18 3.44 3.58 
3.87 3.83 3.00 3.25 
3.31 3.06 3.06 2.83 
3.75 3.19 3.75 3.58 
3.81 3.25 2.94 2.92 
3.19 3.33 2.89 2.42 
3.50 2.85 2.06 2.25 
2.38 2.25 3.00 2.58 
2.56 2.18 2.94 3.42 
2.25 2.50 3.09 3.42 
3.00 3.16 2.25 2.42 
3.31 2.91 2.06 2.33 
3.50 3.19 3.00 3.00 
3.50 3.91 2.50 2.75 
2.94 2.00 3.00 3.16 
2.62 2.75 3.45 3.16 
3.50 3.35 1.75 1.75 
2.19 3.16 2.19 3.00 
3.62 3.75 1.13 2.50 
3.19 3.25 1.25 1.17 
3.44 3.00 1.69 1.25 
3.06 1.83 2.06 2.34 

2.25 1.91 
3.50 3.75 
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TABLE XI 

RAW I. Q. SCORES 

Experimental Group Control Group 

Test Retest Test Retest 

75 91 94 86 
66 77 49 73 
54 70 100 96 

112 125 54 66 
102 104 92 89 
89 71 104 90 
94 99 81 81 
96 98 81 85 

104 95 89 88 
76 83 86 82 
85 87 103 83 
66 89 113 87 
92 104 80 80 
99 106 118 119 
74 75 109 92 

117 132 111 94 
68 82 99 93 
68 71 84 95 
87 93 90 91 
68 99 100 98 
95 94 108 106 
82 80 88 89 
97 87 104 99 

106 115 80 82 
95 97 82 84 
92 98 106 109 
87 84 97 98 
96 94 124 128 
95 100 114 118 
85 79 107 92 
92 100 114 112 

95 103 
80 58 
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TABLE XII 

COMPARISON OF CONTROL GROUP TO EXPERIMENTAL 
SUBGROUPS ON I. Q. TESTS 

Groups Subjects Differences Md* SD 

Experi- 1 24 School & Summer 7.5 9.7 
Experi- 2 7 School Only 1.4 4.9 
Control 33 School & Summer -2.7 10.2 

*A test of significance between experimental subgroup 
1 and the control group yielded a t= 3.68; a test of sig-
nificance between experimental subgroup 2 and the control 
group yielded a t:= 1.3. 

TABLE XIII 

COMPARISON OF CONTROL GROUP TO EXPERIMENTAL 
SUBGROUPS ON MENTAL HEALTH ANALYSIS 

Groups Subjects Differences Md* SD 

Experi- 1 22 Included Summer 14.41 2.31 
Experi- 2 9 School Months 3.30 .11 
Control 33 Included Summer - .12 9.50 

*Test of significance between experimental subgroup 1 
and control group yielded a 1:= 3.10; test of significance 
between experimental subgroup 2 and control group yielded 
a t= 2.57. 
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TABLE XIV 

RAW SCORES ON MENTAL HEALTH ANALYSIS 

Experimental Group Control Group 

Test Retest Test Retest 

128 116 105 118 
105 157 117 110 
141 138 119 105 
92 169 125 119 
160 160 125 124 
128 135 118 117 
110 144 114 112 
130 171 104 113 
164 169 122 130 
101 138 . 94 100 
109 122 132 124 
129 133 126 112 
103 102 108 104 
113 125 140 136 
119 101 108 120 
84 94 89 82 
114 126 112 94 
142 122 125 122 
133 173 123 134 
117 138 109 124 
98 103 116 115 
119 121 109 100 
167 170 118 104 
123 131 141 142 
156 165 92 96 
135 131 139 144 
139 126 129 131 
127 150 119 123 
123 134 135 147 
145 130 126 140 
114 122 132 122 

113 103 
134 140 



TABLE XV 

RAW SCORES ON MY TEACHER TEST 
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Experimental Group Control Group 

Test Retest Test Retest 

26 40 35 39 
44 35 45 41 
36 42 35 41 
22 24 29 33 
32 39 25 29 
27 39 31 35 
48 43 15 34 
42 45 27 29 
31 19 c 29 21 
31 39 29 29 
27 27 38 36 
31 12 17 12 
33 14 24 26 
45 44 34 30 
19 14 40 38 
37 20 38 33 
38 41 28 38 
40 45 42 39 
38 12 47 45 
25 30 18 22 
37 31 26 29 
41 42 32 31 
36 47 21 26 
27 29 36 33 
9 6 21 24 

29 27 37 39 
36 34 42 42 
43 37 43 42 
17 31 30 35 
34 32 33 36 
25 26 22 25 

28 26 
13 27 
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TABLE XVI 

COMPARISON OF CONTROL GROUP TO EXPERIMENTAL 
SUBGROUPS ON MY TEACHER TEST 

Groups Subjects Differences* SD 

Experi- 1 22 Summer & School -2.41 10.50 
Months 

Experi- 2 9 Only School 1.44 6.30 
Months 

Control 33 Summer & School 1.94 5.28 
Months 

^Experimental subgroup 1 and the control group were 
taking test relative to two different teachers, while ex-
perimental subgroup 2 took test relative to same teacher. 

**Test of significance between experimental subgroup 
1 and the control group yielded a 3.3; test of significance 
between experimental subgroup 2 and the control group yielded 
a t= 2.5. 

TABLE XVII 

COMPARISON OF CONTROL GROUP TO EXPERIMENTAL 
SUBGROUPS ON n ACHIEVEMENT 

Groups Subjects Differences Md* SD 

Experi- 1 9 No Siramer Months 1.44 1.34 
Experi- 2 22 Included Summer 1.45 2.04 
Control 33 Included Summer .03 2.10 

*Test of significance between experimental subgroup 1 
and the control group yielded a t= 1.96; test of significance 
between experimental subgroup 2 and the control group yielded 
a t= 2.56. 



101 

TABLE XVIII 

RAW n ACHIEVEMENT SCORES 

Experimental Group Control Group 

Test Retest Test Retest 

2 4 2 1 
6 8 4 3 
8 8 3 0 
4 6 1 1 
6 7 2 3 
2 3 1 0 
3 5 2 2 
0 3 3 3 
4 4 5 7 
0 0 2 2 
3 5 3 2 
1 2 3 3 
1 0 4 2 
2 3 3 3 
2 4 8 6 
2 3 4 5 
3 3 5 3 
0 1 1 2 
2 2 3 4 
2 8 4 3 
3 5 3 2 
4 5 1 0 
3 4 2 3 
6 7 2 8 
0 3 0 2 
5 '5 3 2 
4 2 2 2 
0 0 2 8 
5 12 6 5 
2 6 5 4 
7 9 7 3 

0 0 
1 2 
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RAW SCORES ON ACHIEVEMENT-BOREDOM TEST 

102 

Experimental Group Control Group 

Test Retest Test Retest 

32 35 19 . 26 
33 33 25 21 
23 25 25 23 
36 37 23 19 
19 21 26 21 
35 35 25 21 
25 29 26 29 
33 28 25 31 
20 28 22 24 
20 35 23 28 
19 23 25 22 
26 31 26 24 
31 35 27 29 
36 42 41 40 
2 2 24 36 30 
26 32 34 36 
35 35 26 34 
25 32 25 28 
35 36 28 26 
30 39 27 24 
23 28 26 29 
18 36 22 27 
21 20 28 17 
25 21 20 22 
17 19 22 20 
17 24 35 37 
26 27 28 
33 30 26 
26 29 39 37 
34 30 43 34 
26 28 33 30 

35 37 
25 28 
26 24 
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