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Prefape

Early in February, 1972 the Advisory Council for this project held a two-day
retreat called' for the purpose of assaying our progress over the past two years,
discussing-our problems, and making plans for the future. Dr. Irvin L. Ramsey,,
Head of Elementary Education tn the College of Education, began the first session
with a brief review of 'the history of the project for the benefit of some ofthe
relatively new members of the Council. He reminisced about a comment made by one
of the original reviewers to the effect that the proposal reflected a great idea
but an imposlible one. Although the quote may not be exact, the sentiment"was
clearly: "It can't be done!"

Until Dr. Ramsey, retold the anecdote, I had apparently kept the opinion
successfully repressed. But,_ now, that it has crossed the threshold of conscious-
ness, I clearly recall smiling indulgently when I read it originally and thinking
something to the effect: "I wonder what would make anyone think that. The idea]
is so logical, so timely, and so right that it ought to be easy."

The idea was logical,'Andtimely,.and right -- but making it allcome to l'fe
has not been easy. .Although, because of his anonymity, we can nevedirectly on-

fess that to our reviewer, we do it herewith indirectly. But note that the', n y

part ofthe error we are confessing relates to the predi5tion that 'it would be y;
none of us engaged in the endeaVbr would agree that it cannot be done. The reaso
-for that is simple: we,are doing it. We $fil) have a way to go, but in our first
two-anda-half years, we have come a long way., This report, plus the appended

,
documents, will tell then story for is

,

. Although it goes without saying that the success of this peoject depends on
many people, many of whose names seldom appear on our papers, I always like to

say it anyway. Accordingly, before anyone reads this report, he should read the
staff roster which follows this preface and be reminded that the contributions of

all of theie people are woven into the narrative, In addition to their other

i
contributions to th program, several, persons contributed to the writing' of this

report. In every c se their contributions are identified,. every part not other
wise identified was written by the progIct director.,

.

Ina. way a progress report is a thank-you letter, if not a 10e lette-to
ourr: granting agency. We are extremely.grateful for the opportunity .to ve parti-

ciOated in the task of designing a model faci4ity for child developme and educa-

tion which links tOgettile early childhood and elementary education, day tare and

education and a public school system and a university. We are convinced that this
is the todel which in the long run will best serve the children, their families--;
and the larger society: Wehope you are pleased with what we have done and how
we have done it; if you are not pleased, we hope that you will at least understand.
For the privilege the Staff thanks you, the chedren and their parents thank you,

and,K thank you.
,

March 6, 1972:

Xlie Cad-e
Bettye 'M. Cal dwell

Project Director

0 6
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EIORSTRATIN ACTfVITIES.

0

T first component, n the triad of'activities to be contained in.the
p cts designated as,"special of the Division_of-Rtsearch of
e Office of Child Development is_a.daionstration ofth alue,of a.. pattern

of service that would contribute to the welfare 9f4yo g children and their
families. Our demonstration was to consist of a gram of early childhood,
education, beginning in infancy and involving b h group and home-based inter -
vention, that was an integral part of,a publ* elementary school which would
provide continuity of support for the par cipating children. A comprffensive
array of family services Was to be mad available to the participating families,
including day care for all the famil' s who needed this service for their
children. As a fairly lengthy des iptton of all the'demonstratton aspects of
the project has teen written A 4 enclosed asa separate paper (see Appendix A,
"Kramer School--$omething-for ve '), in this part of the report we shall
concentrate largely 1 developments and (b) areas in which we see a
need for change.

Po diatio

/ "fa-1;i s 1 and ? pres nt sum -ies of some of the major demographic charac-
terist cs n.f. our .ample. Fr these tables one can inferlhat the families

/represent a fairly iiieterog eons group with respect to occupation and educa-
/' tion, wi err ,,r -'the direction of the Tow end of the scales.

b h we ham,,` the > ssion that he racial composition of the neighbor-
hood was (71-.,....gircl f-Ir; 'Pricrr '',4' thy: tables with-those prepared for last

year's reportPre als tnat r_e proportions of whites and blacks is about theme
same as a year ego 'le are in th*voress of preparing a brochure containing
detailed dem raphir Eirar:terisirs of our sample, copy of which will be

filed with , r,ffi(7,. :, rkirl .,,yeopment. t:

. 7:

Pre ar Uivisio

it Oil] he rer11:?0 +h- is ouv-idiosyncratic name for our "preschool°

(a,tiord we di) not 1ik4 to e),division.. Things have gone so well in this divi-
/' .sion during the ;',Fc,: .0)t, fr-c) standpoint of the project director't

time, the division has eriF.nced a Moynihan - type, "benign neglect." Every

teacher/we have is ow' aides-are now becoming competent and

. self-confident. While some mioht disagree'with:our general philosophy foi.
organizing 0:;,- erAlret. (see Appendix 8D "Some Guiding Principles
for Operatinc: Day Cr"ae) all would have to agree that our staff is doing an

excellent'job of c tiny that which i,e.r2(:)!.

.Preparation of thee taHes-is largely the work Of Hiss Patricia Cromwell
and Mr. Jonathan Fields.

00007
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TABLE 1 DEMOGRAPHIC CHAWERISTICS OF CHILDREN
ENROLLED IN KRAMER ANVLTHEIR FAMILIES

Characteristic

Division in,which Enrolled
Preparatory

Preparatory & Elementary

Elementary

Ethnic Origin
White

Black

Other

Sex
--Maie

Female'

Welfare Recipients
On Welfare

Pri AFDC

,Residence Patterns
Living with both father & mother

Living with' mother only

LiAcing with father only

Living with adult 'relatives only

Living in Mitchell Home or Foster
home.

Living with164her & adult relative

Living with father & adult relative

Students
(Total N-252)

Families
(Total N=129*)

PERCENTAGE .PERCENTAGE

N OF KRAMER ti' OF KRAMER
POPULATION FAMILIES

100, 40% 46 36%

25 19%

967
.

,38% 58

,

46%

154 61% 69 63%

130

122 48%
.

.

24 -1e 9%

.,52 18 14%21%

'148

.

59%

(

76 9;14

30% 39 , 30%

3 ..1% 3 2%

9

6 4..

-- ---.-

1 0%

2 1%

* Six Kramer children live in a residential treatment center operated,by the
_ Pulaski County-Child Guidance Clinic.
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Baby House.
2

We made some important changes in Baby House this year which
have definitely improved the program. The first of these was to give the role
of principal caregiver to a registered nurse and.to use as aides only those
women' who requested an assignment in Baby House, This change, and the program
benefits associated with it, confirms the project director's convictions that
it is easier to train a teacher in the ,type and amount of physical care that
babies.need. In addition to these important personnel changes we.enlargedathe
separate sleeping area (which meant reducing the free play area -- but, we hardly
miss it) and forfeited an observation room in order to double the size of the .

bathroom. One research assistant and one family service worker regularly assist
in Baby House at peak activity times, and three or four kindergarten children

x come in every day at snack time to help and to play with the babies. The atmos-
phere in Baby House in serene when it needs to be'and gay and lively at other
times.

Toddler Room:43 Last year, partly because of our interest in trying multi-
age grUUT5T7TdriaPartly because of our lack of space, we had our infants and
eodelers in the same portable classroom (Bab!? House). This, arrangement did not

work well, primarily because of the differences in nap schedules chosen by the
younger anh elder infants Unlessblost of the babies were put to bed by 11:00
or 11:30, they would begin to fuss, or appear tired and restless. As we try
alwAys to he sensitive to the physiological schedules of tme children rather
thanu to impose any schedule on them they were put to bed at that time. Later,
at 12!3P or 1:00 when. the toddlers weN, ready.tc' gn down for thei. nanst the
babies were ready to let up. As the one bedroom was just bi§enough to hold
the trihs toddlers' cots had to be ovt down it; the plat, I! ,t.maant

that, when the babies woke up, there was no place to rock them, feed them, or
and talk with them witrou( oisto,:hing TVP fOCelt";

In vi4, r, th;o ao(vard -com in :ha mair school building
assigned tr.the toddlers in the fail of 1971. ,Rovrowino sore ideas from ri-
IlreS we had seen of day care fecCities abroach we had a large "plav pep"

bui'Lt into the room giving the area added attractiveness uith a play house -
balolny. Tha room is now one of th? Tost color 1 -n-!ho rc,hrrl. are the c
toddlers are favorites of the older ;hildren in the school. Two children fr"w
Special Ed come every day to help ato:,-naok time and to play with the babies
Half of the children in this' group are participating in Project LEAP (Language
Enrichment Pcr,lvities Prrqram), WO will he gescrihed later in the'Recearc.1('

c pter. .7:2 teachers in this group have been especially successful in involv-
n pareqts in their program, anti pdyt of the vonm is fPrrihed dc a "parent

CO er."

? Mrs. dune PhiferPrincipai Caregiver; Mrs. Ciemmie Jeffu.son and MHs.
Molden, Assistanfs.

0 Miss Elizabeth Terry, Lead Tea( qrs. Jul'ianre Honing ,

Bernie,,dones and Mrs'; Edna Henley s:istahts

0

jerecolp
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Three's Four's and Five's
4

ActivitiPsinothese three groups prodeed-.

nalong a continuum ranging from-relativdly less td relatively more structured,
although in all groups there'are periods of planned activities and periods of
child-initiated activities. IndiVidual guidance of learning activities is pro-/
vided by attention to our Developmental Objectives, which have now been used

pro -(

enough to be reorganized into more accurate sequences.. We realize that we do
not have dnopgh objectives written for the oldest group and are working on new
ones. In our five-year group, incidentally, there are at least two new items,
that should be -given special mention. One is that we have a male teacher in
this group (something that-is always being asked about in early childhood. pro-
grams), and the other is that for the first time we have an effective exchange
occurring between the kindergarten and the first-grade. We now have these two
classrooms situated across the hall from each other, which makes for easy
transition, but without the proper attitudes physical proximity means nothing..
In thekindergarten-group there were three little girls (all of whom were in
the program last year) who showed unmistakapie signs of being ready to read.
Ratherthan develop an appropriate readinglrogram for them in the kindergar-
tens we thoughthat in Kramer we should be able simply to have them work 'with
the first graders during reading period. As it turned out, there were six.
children in the-first grecie who needed-a great deal.of readiness work. 'So

every day these,children change places during part of the morning. Teachers
on both sides of the hall remain attdned to signs that the arrangement is
meeting the needs of the children. Although it may seem like a small accom-
plishampt, to-us this exchange represented tangible evidence that the chasm
between the preparatory and elementary divisions of the school As a little'
less deep and the bridge:across.,ita little more substantial,

One finalepointphould be mentioned about the utilization-of the time of
the teachers. There is A period ranging from one to two hours in length each ;

day Agri the preparatory teachers are not really needed in the classroom. We -

feel that every teacher really needs to get away from her classroom during
that time whenever possible and to engage in a different type,of activity.
Accordingly, each teacher has some kind of assignment from,4pe Research Divie
sion durigg the daily nap period. Aetivities in which the7 participate during
that time include the home intervention part of the LOIS (Longitudinal Obser--
vation and Intervention Study) project, coding research data and running the
control group for Project Aware. Each member of the research staff recipro-
cates by spending at least one hour a day engaged in activities that involve
direct work with the children. We feel that this arrangement helps both cate-
gories of staff members to apgeciats the coetribution5 of the other and thus
inevitably benefits the total project.

A.

4 . Three's -- Hrs. Joan Rorex,' Lead Teacher, Mrs. Marnette Trotter, Co-teacher;
Mrs. Bernice Perkins and Mrs.-Beverly Swift, Assistants. Four's- -- Mrs.- Margie
'Nutt, Lead Teacher; Mrs. Sisse Wells, Co-teacher; Mrs. Pauline Trotter and
Ors. Eeith:eorn, ,assistants. tive's mist Ann Moore,-Lead Tekher; Mr, Mark
Cooper, C'eaeher; Mrs. MiCdred Middleton; Assistant. Mrs Vivian Cossey,
Subftitute Assistant.

8
O
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The Flementary_Program 5
6.

In many iays, this has been the "elementary year" in the Kramer Project. ,

As our principal, mrs.Elaine Barton, exnressed it at a recent faculty meetind%
"The firseyear there was a preschOol and an elementary schooljin this building;
',last year was a transition year; and this year it is all one proje6 . In many
Wys.this statement -is accurate; yet in other ways we are still in transition
between "two schools" and "one ,school."

'One reason we are not yet one school is that our staff does not endorse
.one philodophy of education. We are not a group committed in advance to behavior
modification, open education, Montessori, tx any ot.er clearly articulated edu-
cational philosophy (including the principal itmestinator's-ohilosophy of the

. / school as an ecosystem as in Appendix P). mndoubtedly the main reason that we
are not all of one ohilrophy isthat we did not select teachers on this basis
the first year of pronram operation. Our Project idea is so excitinn and so
compelling that it-is. easy for a-teacher to react favorably to it initially. :But,

while there are many advantages offered the elementary teachers who are assigned
to our project school, there are also some disadvantanes. on the advantane side
of the ledger can be cited extra money for eouipment and supplies ;although not
much), a learnino center (resource room) teacher, day care for theirsmn children .

if needed (two teachers avail themselves of this opocrtunity), havinn more aides
than'is true in most other schools, participation in what is surely the eouivalent
of a university curse in "current events in education," free time Aurinn ohysical
education classes, availability of practice teachers, the onbortunity to meet and
talk with wiy visitors who have ideas to share, etc. Rut-there are Perhaps as
IfflanY things'on the negative side: the necessity for frenuent changes as new ideas'
are tried, a possible stigma associated with "beinn supervised" even thounh they
may, have many Years of experience; havinn to be on stave" so often because of
the many xisitors and classroom observations, having to conform to a school policy
about discipline raner than following their own individual.nreferences, occasion-
ally havinn to bend their preferred schedules somewhat in order to accomodate'the
preparatory children, etc. Although we have reouested permission to pa9 our
teachers a little extra Wnney, this has not teen (wanted. :similarly, we have
tried to get them gradual;e credit for their participation in our Faculty Forum,
but to no avail. Thus 1 seems to some of us that our elementary teachers do not
get enough value for themselves from the Project.

o

At the time-the Project was launched, ther was considerable discussion
in the Advisory Council about whether a completely w set of teachers should, be
assigned to Kramer. Although some of us felt that th was desirable, we permitted
ourselves to rationalize our adnuiesclnce to the sunnes at we begin with the

teachers already wor;:ino in the school. In the first Place, Little Rock had only

5
Mrs. Elaine Barton 4 'rincinal; Mrs. Carol Peraet, Special Education;

IL Mrs. Lou Ethel Nowden, !mar! 1; Mrs. Claudia Scifres, Primary 2; Mrs. Marian

° Johnson, Primary 3; Mrs. Pam Deedman, Intermediate 4; Mrs. Mary Porchia, InetpTediate
5; Mrs. Kathryn Black. Intermediate 6.

nr
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shortly before that time reassigned teachers so that the prOportionpf White
and black tea hers n-each schoolOproximated that of the racialnroportions
in the total population of teachers (85 per,pentiWhite, 15 percent black), and
reassignment was a touchy subject.._, Also, it was suggested, the- big/test forth!'
Project was to see if one could take an existing school staff and train tht

4 personnel so as to accomplish the objectives.
q

This rationalization was an easy one,. as most of the teachers workina in

, the sthool)at the time tife project began appeared-to be.- excellent teachers.
SeVeral had many years' of experience0-and all had high-ratinatfrom sunervisors
and principals. All teachers who did not, like thePtdea o the project were given
the optiOn fo request a transfer, andsone did this it the e dof the first year
All other teachers who have left of their own volition have done so in order to
return to school or betause of retirement.

Master teachers Or teaching interns, We.havea ays/conceptualizeTour
pr ect-as tieing for education the.equivalen o eachiAg hospital for medicine

(an i ea suggested by Dr. CharlesP. rershenson. Accordingly we felt that all

new teachers assigned to the school should te:new and-inexperienced and should ,

have an opportunity to have much more suoervrsion and training than,is'ordinarily*
-p9ssible for a new teacher. This plan has been followed witheverf.repladement,
and 4s o.Vthis writing we hope never to do it again. At the beginning' of this
schbol year, -for example, we had throe:teachers who had never taught ful -time
before, and three inexperienced teachers out of seven comarise as critical mass
that can throw the entire school out of balance. The new teacher hired this year
was discharged bythe.littlejlock School District at the end of one monthof
teaching: 'A,regular substituterftlled the position until mid-year, at which time

a fully certifiedleacher'was hired to replace.her. Thus the sixth grade of our

model school can hardly be-described as having had a "model" year.
Ve now realize that there, is a basic incompatibility in beinnw."model

demonstration" center and being a "training center" -- at lOast for teachers.
rAlthoOgh bur training,program,is qu ite outstanding this7year,it does not compensate
for lick of experience and skill as agteather. Accordingly, in any future replace-

Ments, the main criteria for appointment will be (a) cormitr nt to the philosophi,

and MethOds ofthe project, and (b) experience..

t>,

Theproblems of discipline and class assianments. Although in neneral we-
have had high morale throughout the school, we had one bad period thit fall during

-1 the time the teacher who was discharged was still in the school. -Unfortunately- .

theaprincipal became ill. right after school, opened and was not .available for almost
a month'tbprovide any help to this inexperienced young woman.- Most of her,
IIthlemS,Were due to the fact that she was unable to exercise even a modicum of
control over thechildren in her class, and Suddenly it seemed that disciplinary
problems spread over the school like a prairie fire. Prior to the launching of
the project, several: of the teachers, had used paddlim as a method of control.
Suddenly this control technique seeMed,to several of them:to be called for. again.
Only a person who_ has not witnessed it or lived throUallit'can appreciate-the
spectre of having ,a group of children fail to. show respect for their teacher; we

: are all-convinced that the most vocal educational critics wha blame teacher

ineptitude for all the ills of American education have never coned for a single,

o
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uninterrupteddaywith a clgss of obstreperous children. Althouah a few
years ago the priflcipal investigatOr might have been guilty of the same kind.
of carping, this is not any more!

It is the policy of the Little Rock Publlic School that physical punishment
is not to to useckcn* a child without (a.) written peemis ionfrom its parent and

-'(b) having the parent present at the time of the act of Aunishffient. Apparently
this is a policy that is occasionallkoverlOoked. (incidentally, we frequently
have parents.come to the school, to insist that their.children be whipped-when-they
break the school rules.) The project supervisors tried'in every way possible to
strengthen this policy a d to efer constructive help to the teachers n their
efforts to ,help the chil red gain internalized' controls of their own behavior.
:Essentially we have adv ated what would-be considered the behavior modification
approach, without the use of consumable reinforcers but with reliance upon the

. earning of privileges. That is, we have urged:, (a) reward desirable behgvior;
lb) ignore negative behavior if possible;.-(c) isolate the child from the rest of
the group if (b) is not-successful.

-

Our. efforts in this struggle have both hel ed to attach the elementary teachers,..,

.to the'project an also testrain the relation fip somewhat. For any attempt to
encourage someone o consider alternatives- is likely tosbe interpreted 4s implicit
cnjticism of what w s- already being done. _And so-it has been in the 4nstance of .

discipline. Yet at the same time we "have helped,td cement our relationship with
the teachers by being syMpathetiotAy genuinely understanding their peoblem (often --
y virtue of-long observations or actual supervisionof offending children), and
by helping to cope. with the most dieturbtng children.

Hare it is worth commenting that at this juncture-all of us haOe open minds
'about the best wayto handle disciplinary problems in the school. The principal-
investigator has long been, both in her personal and professional .philosophy

.

-_

opposed to physiVel punishment. The'same is true of two of our key research staff
M4mbers, both of whom are recent' graduates of a doctoral program which featured
.:Ahavior 'modification principles. A third research staff member is almost a fanatic
in his opposition to physical punishment. Yet we are all reviewing the evidence and
trying to articulate a more.consistent and comprenensive discipline policy for
_the school for nex year. It may well be that, as Baer (1971) has suggested,'
punishment is ocoasi nally necessary'to get a response rate down to a level where
behavior that is inc Patible with. the desired behavior can be reinforced.

SuCh problems are not unique to Kr m r; they appear to be virtually epidemic
throughout the nation; Coheir(1972)-su es is in a recent article that teachers.

with many years of experienc are noticing in children of all social c7.,.eses

71
shorter attention spans, 1' s sustained interest in materials, less -ability to
delay gratification, 'rose ntense banifestationsoof frustratibn when things do
not go exactly as was presumably desired. She attriOutes the change to our

increased -technology, to too Many hours in front of the TV set, and to the ease
of changing thexhannpl instantly should things not be immediately appealing. Ours I,

is becoming a culture of "get it now," or "do your own thing"; much of what we. have
.written about the.impOrtance of developing iqiethalized controls and cooperative
rather than competitive motivational systems may become increasingly-difficult
to achieves Whatever the explanation, we have seen a change at Kramer this year
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and intend to put more effort4intpunderstandina it curing the next year than we
have ih t e past.

" The o ly other-major dissatisfaction that we sense from teachers comes from our
policy of ssigning students on a true non-graded basis. This means that each
teacher has a range of students that may lover three or more grade levels, possibly
going_up to five levels at the upper grades. Teachers in the.past'who have worked
in sthools'where the dispersion of achievement is more narrow arp very frustrated
with this situation. However, there appears to be no way to avoid this in l(ramer.

The three 'upper 'elementary teachers are no on their own initiative, entering into
Ita team teaching arrangement and subject s ialization (one:teacher handles math

with all students and one handles reading
?

This appears to be a useful way of
coping with this extreme ability and achievement spread that characterizes our

sample.

741

than enrollment. Olir biggest problem-this year-- and in many ways the,

only onew ith we are helpless to deal.-- has been significantly greater
mobility in our .eamilies. Our older children who have had any exposure to the

PrOaratorY Prog/m are now in secon&grade. Yet no more than half the children

i that second ge de attended kindergarten at Kramer, and half of those whO did

attend are in-some other school. Furthermore,, although this is difficult to document,

it,is our impression th4 many of thenew families.moving into the area are more .

74e0Hhave

had to concer o rselves with ways of coping-,with this increased mdbility, and
ved economicaKyirid educationally than has been the case in the past. We

purinajer thrust in this direction will be the use of child advocates next year
who will follow our children into whatever school they mio,ht enroll after a period

of-exposure-to Kramer. Details of thistplan will be described in Clpter.V.

The Total Picture

Because of the complexity and cope ,cif our program, it is easy to fractionate

it even as we write an talk about it. However, it is a unified project, and .when

one looks at it in its otality, the pieces all fit together. "In Fiteure 1 weAfferoa,
schematic drawing that describes the full range of activities in which-we are engaged
and which helps to visualize how each part is related to every bther'part.

Day Care

The day ca -re component of our program has been one. -of the most gratifying Parts

of the project this year. Now fully understood and accepted by children, parents,
and elementary staff, the service-1s ,tilized to full advantage. All last year we had

to fight the attitude that the extended day care was only for the children undef -)(4

now, however,.the age barrier has been completely broken. The'after school
activities which are most appealing to the older children are organized recreation

and art. The physical education has similar appeal during the before school hours

In terms of our outreach activities associated wit day care, there have been

two main activities this year:

(1) Workshop on Infant Day Cae6:0During the winter of 1970-71, the project
director was approached by Mrs., MargVet Cone, then president of SACUS (Southern
Association on Children undertSix)b, about offering a workshop on infant day care

0.0 01,5
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wider SACUS auspices. We agreed, and the project' dOector and Mrs, Betty Pagan, a
ibcal member of the SACUS Board, served'as general chairmen of the event. Plans /
here worked out during the early spring of 1971, and possible workshop faculty /
contacted. Then an announcement was made about the workshop during the annual
SACUS meeting in March. It, was decided tn advance to limit the size of the workshop
to-200 participants, and that was roughly the`number of persons who applied to attend.

The workshop was held in June at a hotel near Kramer. The faculty was
exciting and well informed, and the participants were eager and enthusiastic. Most
of us who had previously been engaged in 24milar workshops a7 reed that, because of
the elan and commitment of the participants, this one was outstanding.

Proceedings of the Mcirkshop were edited by Dr. Pichard.Elardo of the project
staff and Mrs. Betty Pagan. At the time of this writing they have just come off the
press, and a copy is enclosed as Appendix C., SACUS will have the pamphlets on:,sale

'at their 1972 meeting, which begins on March 23..' We have been asked to consider
repeating the workshop and may do so in the summer of 1973.

, -

(2) Task Force on Child Care and the Family of the Governor'fi, Commission
on. the,Status of Women. The project director is Chairman(chairperson, one is forced
117,F-iWiiTITTifiikTorce, originally called simply the Day Care Task Force. We

changed the-title of the-group be,causo of the concern of many.knoWledgeable persons
that the label, "day care" be broadened into the more accurately descriptive term
°r;hild .care.,`' we .changed that pav't of the name of the task force. But, because of the
project director's convictions that child care cannot be considered apart from the
,family, we further broadened our labO into Child Care and the.Family.

I'his task has turned out to be one with potential for influencing attitudes
toward child care programs i ri this state: Membership on the task force comes from
all over the state, with a concentration Of representatives from right here in
Attie Rock. That concentration means that enough of us are here to interact more
frequently than at our regular,monthly meetings and to become fully conversant with
day care needs and resources throughout the state.

Other Dissemination Activities. In addition to these twC organized activ_i ties °

relat-174-5-57MF5Fec-5FeTproject director has bee Involved in many speaking
engagements in- this field and has written rather extensively on the subject Ouri
the bast year. The most widely disseminated of these papers was one that 'appeare in:

the Saturday Review in the spring of 1971. Copies of the following papers are
anpended to this report:

-Appendix D
Appendix E
Appendix F

Appendix G

-7 Day Care -- the Timid Giant Grbt;'s
-- Day Care.-- from Pariah to Prodigy
-- What/Does Research Teach Us about

Day Care: For Children Under Three
-r What Happens.to Children in Day Care

Supplementary Serrvices

The Supplementary Service Division has endeavored this year, and has made crna

arduous strides forward,.to help fulfill one cf the Project's major, noals, that "more

intense involvement of families in. their children's education," recognizfng that.
Wucation which does not affect and strengthen the family can have only limited

i sUccess." All parents have been personally contacted to obtain family ata informa
tion and have been continually encolioraged to 'interact in t!r-s numerou activit
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have been planned for and with parents this year.

To begin with, a series of group activities were initiated with parents ip

September. We began by having "Kramer Koffee Klatches" to which all of the parenti in
the school were Invited. Special activities were planned for.these.meetings,, held
every two weeks, such as showing .a video tape of some of the classrooms, having
Bingo games with toys as prizes, and making jewelry. However, the attendance and
enthusiasm for these meetings declined steadily, after the 29 who came to the first
meeting, so that there was only an attendance of six at an early November meeting.

The "Koffee Klatches" were thus discarded for a second form of parent involve-
ment a parent discutsion/education group. The core attendersbf the Koffee,group
along with other available parents were invited to attend weekly one and a half hour
meetings'to discuss concerns'in childrearing and family life. Four meetings were
held before Christmas in which such topics as eating problems, sibling rivalry,
disputes over chores, overprotecting children,.granting increasing independence, were
discussed. The eight meetings held after Christmas dealt more with concerns parents
had about their children's proAss in school And about their children's inVolvement
in.,school problems, such as fighting on the playground.

Along with these parent group discussions, there has been a series of parent
receptions every two weeks, sponsored by a different classroom each time. The last
reception, held in the first-grade, brought out ten parents and involved them in
a discussion of first grade curriculum in addition to their classroom observations.

Several parents have.recently expressed an interest in being more actively ''''e-

involved in the school, in doing more than just talking, so plans are underway for
them to become voldhteers in the school library and to staff a clothipg

Another "supplementary service" for families has been the Kramer Toy Box,
a toy lending library from which Kramer neighbbrhood children are encouraged to
check out toys. It began opera g in the Kramer Service House on October 1, 1971. -

The library is open each Tues y and Thursday,and is run Eby Oe Supplementary Service
staff. After a parent has r tstered his child, the child may select one toy to be
returned the following week. n adult must accompany a child each time he borrows
a toy. Parents are Oven a lis of library,rules and general play instructions
which are discussed, with them. They receive instructions on helping children play
with the particular toys selected: After a child has borrowed and returned several
toys in good condition, he.is allowed to check out two Voys.

Participation in the library has been enthusiastic and extremely regular by
those who have joined, but it is hoped that even,greater use can be made of this
librar,fin the near future. The parents that have used'it have been very good about
caring for the toys and returning them on time. However, the users often tend to
he our families who already have toys in their homes and halie few children. Other
families, when approached by our'staff, say they have too many children and that
the toys will get broken or lost. Although they are assured that a loss or breakage
is expected occasionally and that no reinbursement is necessary, they still hesitate
to borrow. Perhaps another hindrance to participation has been thefact that the
toy library has been situated in the Kramer Service House, entirely separate from

6 Per$Onnel in Supplementary Services are Mrs. Penny Mayer Coordinator, Mrs. Evelyn
JaOson9 and Hiss Helen Stavros. This part-of the report was written by Penny"Mayer.
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fry the school. Plans' are being formulated to move it to the school so as
to allow greater and easier access jo more parents.

The Supplementary Service personnel also play a vital part in meeting the
fundamental needs of the school, such as intake of Preparatory level children,
helping with daily needs of children and parents, providing guidance and counseling
service. Specifically, the Supplementary Service staff handle all information
requests*.concerning admissions to the Preparatory level. If a child is felt to be
an eligible candidate, several interviews are held with the parents and thek are
requested to visit the school. Thus at this initial orientation, parent involvement
is stressed.

The Supplementary Division assists families by being responsible for any
"contingencies" that arise in the school. A Supplementary Service member is
contacted to check on absences, to transport children and/or their, parents to clinics,
etc,, to help obtain needed clothin if it is not availabTe in the'school's closet,
etc. The SS staff also assists with family problems and helps the family make
.41plication to appopriate community resources when deemed beneficial. A member
of the SS staff usually attends school conferences with parents of children who are
experiencing difficulty in school, either academically or socially, and gives, further
upportive service to the family if warranted,

The psychnlogical examiner on tWSupplementary Service staff completes
oidalce evalua:eions'on children who have been referred by. their teacher. The
taluations are followed 0 by a teacher Conference and parent conference. If felt

""lcnsarY a snc4' service t-le rk-up is also ccmrleted F:rfl a czse conference held

Child counseling sffsions have alsci been conducted by -the Supplementary Service staff,

Thus the Supplementary Service Division has attempted to be all encompassing
needs.witrr the emphasis or helvenc, parents to become mcre involved ta the

edOcation process. tie feel that gradually parent involvement is becoming more inttnse,
particulaisly a yore plats are made Vth" parents, rather than "fpr" them, and we
hDpe it .j=r1 continue to row:

7
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Chapter II RESEARCH

This has been a year of unparalleled progress in our research services.
Our staff is now better trained, and we' added three new staff memberscapable of
conducting independent research and of supervising the work of others. These
three people--Dr. Phyllis T. Elardo, Dr. Richard Elardo, and Mr. Stephen Lehane--
have immeasurably enriched the project. However, the bulk of the credit for
our more efficient organization as a,research operation goes to Dr.. Phyllis T.
Elardb who serves as our Research Coordinator. Also special kudos are merited
by Miss Patricia Cromwell who is in charge of data coding and processing. For
the first time we now have all our data in readinbss for the asking of research
questions and the obtaining of meaningful answers.

A Progress Report that must be written in March is awkward for us, as
this is just prior to the time at which, we begin to get our posttest data.
Although some of our projects can operate independently of the school year, f9r
most of our.researich activities we are tied into the'school calendar. Accordingly
we have requested permission to submit future progress reports in September or
October, one of which is planned for 1972. In that report we will summarize all
data obtained during.this school year.

Scope of Resealsch Activities

In this report we wish to introduce an overall view of our research program
and then present a detailed report of two. Of our major research activitiesProject
AWARE (a human relations program for the primary grades) and Project LEAP (Language

Experiences & Activity Program) for two- and three-year-olds.

Areas of Research Endeavor

'Figure 2 Contains a schematic drawing of our research commitment. ,Around'
the periphery are /isted the areas in which wet are engaged in yyisearch: program

INSERT FIGURE 2 ABOUT HERE 1

evaluation; direct service to teachers, students, and families; curriculum
development; instrument development; and basic research that relates ch.dren,
families, and the broader social context. Each of these areas will be .lis..cusseld

briefly.

Pre ram evaluation. We have been simultaneously attempting both a foma-
tive an a summative evaluation of our program (Bloom; 1971), which has perhap

been a mistake. As this will be a Major theme of or fall report, at'wnin ttme
we will have posttest data for this year, no further details will be given here.
A detailed outline of, the formal evaluation schedule is presented in Appendix

I
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Direct service._ Our research staff engage in a great deal of direct
service to children, families, and teachers. For example, ofte of the research
staff operates the school'vresource room. All members of the research staff,

e it will be recalled, spend some time each day working directly with the children
(usually as part of a research project, but not 000). Evaluation data are
regularly scanned to provide guidance for individial teachers that might be help-
ful in individualizing instruction. Also research staff members provide direct
service to those familiet who are in the interventippesubgroups of the LOIS
project. We occasionally set up temporary '-time out" rooms for disruptive chiTdrep
and these'must-always be staffed by,researeh-personnel. Dr, Phyllis Elardo spends
almost two hours per day working directly with the children.in the first three
primary, grades; Dr. Richard Elardo spends one hdur daily helping tmo's'and
three's acquire language. Repeatedly, 'we have stressed the fact that there is no
complete separation of the research activities froM.the educational activities

An this, project - -a, act in which we take great pride.. r y

%.

Curriculum development. Any tnnovativeducatibnal prograM must be,concerned
in some degree with curriculum development. Although the,project director likes.,
to say that our task is to design enenvironment, not develop a curriculum, the
task of environment0 design cannot be accomplished without concern for the school
curriculum. The curricula for. AWARE and LEAP will be described in.detail later
inn this chapter. Our LOIS project was.described.ih.some detail' last year and' °

will be referred to briefly in a subsequent section. Here, however, we should
mention that4tifelpaterials prepared.for use with the parents-involve curriculum
materials: A copy of the bookletis included as Appendix I. Piens for the
alternative room are described in Chapter 5.

1\),P

Instrument develo mernt, Twoeof these (APPROACH, STIM) represent refinements
of ins cements that t e principal investigator began developing -in Syracuse.
Despite its monumentally cumbersome nature, the APPROACH technique is new being'" °

discovered, and a.number of investigators.are using it igetpdfr own research.
Recently we helped in the analysis pf.40 parent-chi ld°dyads fromithe Hough Parente
Child Center in Cleveland using the' APPROACH, and lt,demonstrated its versaWity
in being able to be coded .from video tapes rather than itee behavior. The Inven-,

try of Home Stimulation (STIM) has .been received eagerly-by people all over-the
country Who have been lobking for some way to measure hemeenvironment objecelvelj,
During the past year we have collected and coded data on Ilmost.200'familias wite
an extension of the STIM that'411 be used with families of children in'3-6 age
range. Theseidate aria now at the Computing Center being processed for a factor

analysis. Within the at year we will begin worki ng on 'a form useful with familite
of children of elementary school age.

During the past year we have become .aware of our need to carry but more
essentially diagnostic studies of learning patterns--not give more tests, but
devise more procedures for observing learning in situ and deducing idiosyncretie
learning styles which have clear-implications-for teaching procedures. To date
we have done little on this but have chosen it as a majon area far future deve-

lopment. In the diagram we have referred to it as LEARN.
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The project directoehas long been committed to the strategy of formulating
objectives for each segment of the learning ladder and having a procedure for
informal monitoring of whether a child has achieved each objective. That is

the way we plan eur educational activities at the preparatory level. It would

appear,to be an equally efficient way of individualizin4Nteaching at the elementary
level, and we have begmo the rather arduous tisk of formulating objectives for
all the major subject areas of the elementary years--communication, math, social

living, and 'Personal development. These are identified in the diagram as REAP-

Regular Evaluation of Achievement and Progress. It is our intention that these
will be used both as guides for the teachers and also,as progress books for the .

Children. We have now prepared such objectives for a first run trial of their .

sequencing and their utility. During the summer of '1972 instructional activities
will be catalogued according to these objectives and filed in an easily acces-
sible location within the school library. Copies of the objectives as now
form4hted are available.: We decided not to include them with the Progress Report
for the sifhple reason that'they are sc; bulky. Anyone interested in a copy nay

obtain it upon request.
0

Basic re:s..,^ch. Here we hive divided our activities into those that relate

to children, ties, and to society. During the 1972-73 year we will have

the benefit of a reading specialist from the University who will be.half-time
with us. Her work involves relating underlying cognitive structures as formulated

by Piaget to the teaching of reading. More details of her project are contained

in Chapter V. The mediation training study is still in progress andwill be
described in the fall. The DISTAR project is completed and is reported as a

separate paper in Appendix J.

Our basic' research relating to families is currently weak except in terms
of the LOPS--our largest single substudy in the whole project. By summer almost

100 of the babies in that project will have reached 18 months of, age, And we will

do a midway evaluation at that time. The study on the consonance between parental
values and values held by the project staff is now completed and is reported as

Appendix K.
VS.

Finally 1)1i'e are planning to launch &major study'using pbservational measures
only comparin8 the environments of children in their own homes, in group day care
(not at our denter), and in family day care. Arrangements to conduct this study

have already been made with the Arkansas Department of Social Services.

Staff training and development. At the center of any research program there

must b-radrotironuingprocessoraining. This indeed characterizes our research

staff. Cffordinated by Dr. Phyllis Elardo and contributed to by various staff
members, research personnel are trained in a weekly seminar and in individual

tutoring sessions. A number of our research staff have now enrolled in graduate

degree programs. There is something very intellectually contagious, about working,

in research in a project such as this.

The remainder of this chapter will be devoted to a detailed discussion of

two of our major research endeavors--Project AWARE and Project LEAP.
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PROJECT AWARE;'

A school program for interperson 1 development

Phyllis T. ElaVdo

The recent report of the Joint Co issiOn on Mental Health of ildren
(1970) is a responses to mandate stated i the Social'Security,,Amendments of
1965 and 1968. The Commission's purpose was to recommend to the Congress, the
Secretary of Health, Education, and Welfareand the Governors of the States,
action to improve the. health and mental health needs-of children. One of the
Commission's conclusions was that schools have a tremendous potential for
enhancing the mental health of all the children who attend them, for preventing
the development of serious emotional disorders, mid for'improving the condition
of those children who are already suffering from such difficulties. According
to the Commission, the promotion of mental-,bealth through, education should
receive as much emphasis as does treatment of specific emotional and rhental
disorders.

Typ 'ically, children between the ages of 5 to 17 spend.from 25% to 40% of
their time in an educational environment. However, with th'e new national emphasis
on early childhood education and day care (Caldwell, 1971) it is likely that
children from infancy to 17 years. will spend the majority of their time in an
environment other than that of their family. Therefore,,it appears that the
nature of the child's educational experiences will play aft even greater part in
the developMent of children.

14

Societal Demands for Change in the Schools

While the educational system has always had great responsibility for incul-
cating "academic" knowledge as well as for "developing good citizens",many critics
(Illich, 1971; Silberman, 1970; Holt, 1964) castigate the educational establishment
for overemphasizing cognitive development while allowing what has been termed the
"affective domain" to be slighted. The majority of people involved with education
today see a greAt need to humanize education; as articulated by Silberman (1970)

. education should prepare people not just to earn.a living
bueto live a life--a creative, humane, and sensitive life.
This means that the schools must provide a liberal, humanizing
education" (p. 114).

The problems in our society are obviously an indication that there needs to be
a re-evaluation of what we are doing in our schools and other institutions to
prepare individuals to live such a life.
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The changes proposed by most educational reformers are to redesign the
quality of life in the classroom. It is the author's view that the mostimportant
component of the quality of life in the classroom concerns how the school system
and teachers relate to the pupils. 'However, the current emphasis most class-
rooms between teacher and pupil has been on the best Instructional method for
the acquisition of the three R's. There is no widely accepted program in the
interpersonal area even though all schools list.social and emotional development .
as important goals; this lick of regularly programmed experiences in the affective °

area bears investigation. The majority of teachers perceive themselves as only
minimally ihvolved'in the personal and interpersonal lives of their pupils
although they spend six or more hours a day with them.. Generally, teachers embrace
the notion of teaching the "whoTechild," but actual practiceS in the classroom
do not often support the idea. It has been documented (Flanders and Amidon 1967)
that acceptance of feelings has accounted for only .005 per cent of the verbal
interaction in many elementary classrooms:

It appears that we have formalized programs to teach children almost every-
thing in school except to understand and accept themselves and others, and to
functior. tr6re -:ffective7y iT1 interpersonal relationships._ This" lack of formali-
zation of ejtect, ,y.pences has permitted the development of social behavior
ts be 1p.-elopment of affective behavior in the classroom firs
not just another iurovalion,.b6t one too long unrecognized as basic to the learning-
process in ;:,tr, (..lassm a environment.

It ic tie scvc. !'s place to deliberately attempt to foster, in addition to

the 3 R s, subi svistie:, as the awareness of self and others and the abflity-

to cone,witt, ucblems. The author believes that the role of the school

as an agent' ©{ scicialize,,ion should be carefully expanded into the affective

domain as literature contains several attempts to provide training

in interper,cial as part of the regular school day (Ojemann, 1957; ---

Kellam and :tj, P'essell and Palomares, 1969; Glasser, 1969; Borton and

FreeLrg, y ',IL, Long, 1971).

he preseht*cnoemlor, called project AWARE, represents an attempt to create
an environmer'' teithir ..17.1'f: school in which the affective development of %.1.1 children

is facilitated.

Designed to Humanize .Education

At na '.5resdirt ine thereOtire several programs available to educators

which share the 7omNor enhancing interpersonal development among

school chifIrer

A "Causal" Apawach to Human Behavior

One c- the 7rst :?.'Ltempts to humanize educatioh was Ralph Ojemann's program
originaliy begwp at the State University of Iowa and now continued in Clev&and,c
Ohio. Afte,:-pany oi)servtions of teachers and parents _and their dealings with
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child behavior, Ojemann-q1950 concluded that a surface'approach was being used
For example, if a child pus ed in line, a teacher approaching the behavior would
treat'the behavior as a su face phenomenon and would try to stop,it by dealing Y
with the hitting and not oohing at the causes for the behav4or: Similar-examples
were found in parental r sponses to behavior problems. Ojemann alsoexamined
curriculum materials and found that .a similar "surface" approach was being pre-
sented in many textbooks.

Consequently, Ojemann began to search for Gays to change the curriculum
to,make it more dynamic and respon'sive. The assumption underlying a dynamic..
approach is that there are causes for behavior and if one takes these into
account when dealing with children the chances for cooperative and mutually
satisfying interaction will be increased. OjemanK suggested that the whole cur-
riculum be based oR a dynamic approach and has worked on ways of teaching reading,
arithmetic, and social studies from this viewpoint. He held numerous workshops
and in-service training sessions with teachers to encourage the use of the dynamic
approach ion their relations with children.

Over the years materials have been prepared 15 Ojemann for children fr8M
ki ergarten to seconda,y s.;hok,7,1to help them-grasp an understanding of human
behavior. Currently Ojemann is director of the Educaticnal Research Council's
Department 3f psychology and Preventive Psychiatry((riggs, 1970). Ojemann and-'
his associates'have also set 4 Project G,O.O.D. (Guidinc2 One's Own Development)
fcilr children in 'he t"-..2)(th gra,rles. P-ject O.0.9. provide
opportunities for the child to begin'taking respnsibility for his present deve-
lopment and allows hl:m to make Jecisions about bis4 learning fin the cassrocm.
The purpose of project G 0.0.D. is to *pare the child:for guiding his development
outside the school setting.

Research evidence indicai.es that when teachers the "Causal" approach there
are changes in understanding and acceptance of thers. self concept, anxiety level,
and responsibility in as classrocm. (Stiles. c0F9. 1955; Ojemann, 1956;
Bruce, 1957; Muuss, 196C; G,iggs, 1970b).

Allemann's efforts,which began in the 19 P,O's, indirate that the need toy.

humanize aduatior veutni:4Ed. ,-,reparation of maerials
tnd his attention to research sr,ould serve as an example to those engaged in new
programs.

The Woodlawn/(Chicago)Scnool Menta Health 1nterv.enc,,F1 and Tr:aini2girogram,

The Woodlmn Mental Pedlh Center is a. acil,ti ,f tl.e Chicago B!Jged of- 0
Health and is supported by the State Department ref Mental Health (Kellam & Schaff).

')1,

,Kt 15 Wiliated vith .G.,e Univ s2ty of Chicaijo ,';',2pagtmem a J:syciliatry, Since

April of 1964, at the'request f the Woodlawn Organization Advisory Board:, the
Center has developed nollabor''ikielv ciith the nine public and the parochial ,.

schools in lloodlawn a program of prevention and early treatment for the 2,000
first graders who enter Ifte schc31,: ',:,lzh year. qi,eleor -;')44P and Sheppard

Kellam have served as project directors of this program.
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The'goal of the program is to help each irst grader have the gre test.
possibility for success in tis first year of f al schooling. Of the eve

eschools in the Woodlawn area, six were designated as tratilikt tchoo
.

six

as control schools. The treatment consisted of weekly meetTngs held i the.

lIclassrooms for approximately 30. minutes a week. At first parents were not
included in the meetings, but as the-program evolved parent encouraged to
attend. The topics.of the meetings concerned how4he chi ren, parents, or
teachers felt about hOW the class was doing with regard to helping each child
become a better student.

Weekly staffmAings wer1 o held-between the principal, administrative
staff of the schoo', first grad achers, school community mental healt.workers
and the mental health professional. These meetings generally dealt with oroblems
between principal and teachers and probleMs of the schooL in relatiqn to the
families.

jt
In Y968-1970 parents and .educators frOm the six intervention Schoo s

received further training in intervention and then began expanding the p ogram
by working with the six control groups:

The ideas behind the Woodlawn Project have been quite sound; ho eve , the

research generated frail the project has not been impressive. PossibT wi h so
large a sample it was impossible to do more than use rating scales an h d

counts. The effectivenessoof the program was based on the teachers' ra ings
of children's behavior, amount of parent participation, and reading achievement
gains. In terms of teacher ratings, the percentage of children improving in
adaptation on the global scale increased by 4 to 2 per cent: There_was a two
month.gain-in reading achievement in the treatme schoolS as compared to the

control schools. The principal independent vari ble of the entire project was
difficult to define other than to say that classroom Meetings were held and
parents were sent invitations to attend. The reports of parent attendance at
the classroom meetings is the most encouraging and most unique contribution of
the whole project. The ability to involve parents in the schools is a very,
Complex and extremely difficult task. The Woodlawn Project's success is suggestive
of the elementt necessary for parental-involvement.

Future plans of one Member of the original team include expanding the
program to the preschool level (Schiff, 1971).

In future Work it seems that it would be imp44.tant for the investigators

to isolate several variables for-in-depth study -such as parental a itudes toward

school.

O

The Philadelphia Affective. Development Program

This affective program is a part of the Philadephia School System apd is
directed by Norman Newberg and Terry Borton. .It is an attempt to change the school

to meet the needs of the students. So far the work has been concentrated in the
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high schools: The program differ's_frqm others because it involves the students
and teachers in a changing curriculum whi'h stint's'keprimarily directed to the stt!s
Interests ('See "Boston and Newberg, 1970).

-.

The'airectors indicate that they had tried the "quick cures".for the
problems in the schools: mental health schodl committees, crisis meetchigs,
sensitivity training, retreats, and counseling'groups. Their reaction Was
that there was a high level of verbiage from committees and meetings with no
change in thelearning environment., Thus the directors decided to work with
the system as a system and change it.

Each new teacher in one area of Philadelphia attends a thirty hour training
program for new teachers which is followed by weekly school meetings, These
meetings are concerned with further training about practical problems; every.
month an outside expert comes in for these meetings. Frequently there are week.!
end retreatsAevoted to working on the teachers,' own personal concerns Throughout
this t aining the teacher is given a feeling of support for change. f% S the

4
progra. has teen directed at the teachers and their changing of the)sy em

(Newber 1969).

" Thepersonnel of the Affective Development Program serve in a advisory
capacity only. The teachersare responsible to the department heads and prin-cipals.

So far there is no empirical research to indicate that this change in
system has bden effective in meeting the needs of the studegg. The direc rs

have indicated that their concern lies in changing the schools and that "hai-d
data" will come later (Newberg, 1969).

OTheiiloramSanDieCI
Harold Bessell.and Uvajdo Palomares (BesseT1, 1970) have taken the position

that remedial techniques are not the best means to deal with. adolescent and
adult emotional problems; the emphasis of their program with childeen is on pre-
vention. The two have collaborated and developed a preventive program for yo
children (5-8 years of age) which stresses awareness, social interaction, and
mastery. Awareness is defined as the ability to have insight into and acceptance
of one's own feelings.° Social interaction-skills are those which help in the
understanding and acceptance of others. Mastery,concerns the'achievement of
responsible competence at, a task.

Daily program guides (Bessel'And.Palomares 1969) have been developed.
A special time,of day designated as the "magic,cirCle"-time is suggested for
using the programs. At the magic circle time.children sit in a circular arrange-
ment around the teacher. The developers suggest 8 to 12 children at first, with
the rest of'the children taking a position outside the inner circle of children.
The inner circle members are tn'the "magic circle." Members of the outer circle
observe-the'members of the magic circle participate in the program with the
teacher. The membership in the "magic circle" varies from day to day so that all
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children have an opportunity to participate. The teacher presents a 'topic for

discussion and'the children are expected to discuss the topic for approximately

20 minutes. Each one of the major themes-awareness, social interaction,'and
mastery-are of central focus for six weeks. The teacher's role in the discussion
is to listen carefully to each child's verbalizations but to be non-judgmental
and non-directive. The program materials consist of the daily lesson plans for
each of three age levels (kindergarten, first, and second grade), and the theory

.1 manual. The program is to be expanded into the upper grades; grade three materials
are to'be'available in the spring of 1972.

The-program dev ped by Bessell and PaIgnares is very innovative,. With all

the emphasis on mental health in children, it resents a refreshing approach in
that it tells-the educator what might be tried. . theory manual iS ClearlY

written, and the lesson guiaTTs easily understood. obvious that the
authors have spent a great deal of time preparing their materials.;

There were several weaknesses in the program that should be mentioned.
First of all, the authors should emphasize more strongly that the program is based
on theory and not fact. Many of the statements in the theory manual are presented .

in a dogmatic manner, and readers should be aware that the authors are drawing
4 heavily from neo-analytic and self-actUalization personality theories of Adler,

Horney, and Rogers. Secondly, there ammany statements made in the manual which

are not supported by data. For example, at one Obit the:IUthoi". states that
when people sit in a circle, they "feel close and less unconnected to each
other . . . feel less inferior or superior to each other," etc. These statements

are hypotheses and beliefs, and perhaps they should be stated as such until there
is evidence to support the claim. ,Thirdly, even though the daily lesson guides
are clearly explicated, there should be more program development in supplementary

activities. Many young children do not have an adequate vocabulary with which
to discuss their feelings. Especially with disadvantaged groups, there is a need

for concrete enrichment ex riences to.promote conceptual development. In the

author's own work with Proj ct AWARE zshe -bas found that young disadvantaged
children often tire of disc ssion groups unless the leader provides many enri
ment activities and stimuli for learning (stories, plays, songs, etc.).

The William Glasser Appropch

Classroom meetings have been advocated strongly by.William Glasser (1969)
as a means to help children,acquire the idea that they have some control over

their environment. Glasser suggests three types of classroom meetings that
might be incorporated into the curriculum. The three are:

(1), social problem solving meetings-pupils discuss social behavior in

schodl. and.develop social codes.

(2) open-ended meetingsmpupils discuss academic subjects.

"(3) educational diagnostic meetings -pupils discuss'the concepts of
thecurriculuNpnd are allowid to queStion 'why' a particular topic is relevant,

I
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Glasser's approach is very similar to the Schiff and Kellam program
mentioned above, in that both programs are providing a forum for children to
discuss their problems and concerns. It should be emphasized that both view
the teacher's role as one of facilitator and guide during the class meetings.

Glasser (1969) emphasizes, that if children have a feeling of involvement
in what the schools are doing, an increase,in achievement level should result.
He bases this assumption on the Coleman Report (1966) which indicated that the
pupil characteristic which appeared-to have the strongest-relationship to
achievement was the extent to which a pupil feels he has control over his own
destiny. By discussing their concerns and being able to solve their problems
through the discussion group, it is hoped by Glasser and others that children
may acquire this sense of potency.

" As of this writing, research evidence documenting the effectiveness of

this Program is not available. f,

The Behavioral Science Program (St. Louis

4 In 1969 Barbara Ellis Long (1971) egan with sixth graders kbehavioral
science program to enhanCe coping skills and prevent disturbances-in the class-,

room. The behavioral science curriculum is based on aigftup of experiments,
primarily borrowed from experimental psychology. The focus of the programs

is "Why do people act as they do?" The program has been set up so that there
are programs'for only part of the year and the classroom teacher and students

are responsible for creating other programs. Therefore, the teacher and students

are responsible for "lessons" according to their own interests.. The general plan
of this curriculuM is to allow children'to be actively engaged in human behavior
experiments; the children are involved directly since they are participants/in

the experiment. The second step is a general 'discussion of the experience. The

teacher serves as a facilitator and guide fer the children's ideas; the'tegicher
rarely answers a question. The format then is, from specific data to general
principle and then to application. The children, are said to be deeply involved

in the whole process ana answers are arrived at through.group discussions.

Research data on the success of this program will be presented at the.
American Orthopsychiatric Meeting in the spring of-1972.

U

)-

The 'Developing Understanding of Self and Others" Program (DUSO)

DOn

required,
behavior.
Dinkmeyer
of self a
Others

The
to young

0 l

Dinkmeyer (1971) noted in a recent article that there is a lack of
sequentially developed programs in self-understanding and human
Citing this lack of a developed curriculum in the affective area,
has developed an elaborate series of programs for developing understanding

hers. The program is entitled Developing Understanding of Self and
SO) and is intended for use in kindergarten and the primary grades.

ocuSI of the program is on eight developmental tasks that are relevant
hildren. The eight tasks are:
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1. Developing an-adequate self-identity, self-acceptance.

2. Lear4ngkgiving-receVing pattern of affection.
-/ 0(

3. Learning to develop' mutuality, moving from being self-centered to effective
in'peer relations.

4. Learning to become reasonably independent and to develop self-control.

5. Learning to become purposeful and to seek the resources and responsibilities
of the world, to become involVed, and to respond to challenge with resource-

°

fulness.

6% Learning to be competent, to achieve, to think of self as capable of mastery.

)17/t

7. Learning o be'emotionally flexible and resourceful.

8. Learni g to ma value judgments and choices, and to accept the consequences
of on s choicet.

The program includes recorded stories, songs, open-ended stories, diicussion
starters, puppetry, role-playing activities, art, and other experimential
activities. The goal of the program is to develop individuals with self under-
standing, a positive self-concept, to learn that behavior is caused and purposive,
andothat there are reasons why human beings act as they do. The DUSO kit contains
materials which have been elaborately designed. Formal evaluation of the program
will be reported at the American Educational Research Association meeting in the
spring of 1972. At this meeting Dinkmeyer is presenting an experimental study
and there is a paper on an affectivity measure developed to measure the effective-
ness of DUSO.

Summary

It shousld be pOnted out that anyone using Any of the affective programs
must be a very sensitive, accepting, and empathetic person. The'success of an
affective program rests not only on the materials and lesson guides but, on the
quality of the interac ion between teacher and pupils. Of course, this is true
in every area, but it is especially critical with an affective program. If

and when teachers im ement affective programs,sudh as those described, their
didactic role must ange. The role of the teacher must become one of faci-
litator and guide. If the teacher uses discussion groups as a means of giving
children knowledge nd conveying judgments, the whole purpose of any program is

° defeated. Children ould be allowed to interact and reach their own decisions.
Additionally, the indiv al who chooses to use these programs should be aware
of his limitations;. he Shodid not assume that he has 'the training and expertise
lo set up psychotherapy or group encounter activities for children. From
discussions. with people using one.of the affective programs, several have commented
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that they ar calling_ themselves and the teachers "therapists." It felt
that this s a unfortunate choice of titles as "therapists" are ."11y highly

traine ofessionals who do in-depth analyses of patient's behavior. The
indisc mtnate use of such titles may create misunderstandings between parents
and the schools.

All of the programs'described to this paper.can be characterized as
changing the curriculum. Ojemann (1958) and Borton and Freeburg (1970) are
attempting to have an impact on the entire curriculum. Others Kellam and Schiff,

1968; Bessell and Palomares 969; Glasser, 1969; Dinkmeyer, 1971; Long, 1971,)
have set up an expansion of he riculum to include affective development. The
present project, Project AWARE, is a attempt to expand the curriculum in the
affective are*,

O
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Rationale for Project AWARE

The goals of all'the programs described are basically the same--to develop
children who have meaningful and successful interpersonal relationships. Of'

course, there may be many means by Which this goal might be achieved. At the
present time it is an empirical question which techniques and materials are.
most appropriate to achieve these objectives.

It is the belief of the present author that any program for children should
-have a strong developmental rationale. There is wide acceptance of Piaget's
developmental theory which indicates that children's thinking is qualitatively
different from adolescents and adults. For any program to achieve success in
the cognitive domain, attention needs to be given to Piaget's theory. The
social-cognitive area is no exception; careful attention should be given to
how children think in designing an affective program.

The development of social-cognitive behavior: taking, the role of the other.

There has been a concentrated effort on the part of psychologist§ to
describe children's knowledge of the physical world, i.e., reasoning and
problem solving in the non-social environment. Thousands of studies deal with
how children learn. There are hundreds of achievement tests set up to measure
how well a child reaq, adds; and subtracts, and reasons with respect to the
physical-world. However, there is a 'paucity of empirical data and tests
available'to measure the ontogeny of social-cognitive behavior (Wallach, 1963).
Social-cognitive behavior can be broadly defined as the uPderstandfng of

relationships.

Piaget and his followers have offered the most comprehensive theoretical
and empirical contributions in the various facets of cognitive development.
Additionally, Piaget has added valuable concepts to aid in our understanding
of children. Otte such concept has been the notion of egocentricity. Egocen-
tricity is said to occur when a' child is not capable of viewing situations
from the standpoint of other persons and is not able to communicate effectively
with others (Piaget, 1969). From his many observations of children Piaget
states that children before the age of 7 or 8:

do not understand each other any better than they understand
us. The same phenomenon occurs between them as between them and us;
the words spoken are not thought of froth the point of view of the
person spoken to, and the latter, instead of taking them at their
face value, selpcts them according to his own interest, and distorts
-them in favor of previously formed conceptions (Piaget, 1969, p, 113).

Piaget states that children at the six to seven-year.level think largely 16
perceptual rather than conceptual terms while later at eleven to twelve years
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of age the chil engages in abstract reasoning. Piaget (1969) claims that
egocentrism ent rs into all areas of the young child's lifv.

How then are we to characterize the stage of understanding between
children before the age of 7 Or 8? It is no paradox to say that
at this level, understanding between children occurs only in so far
as there is contact between two identical m ntal schemas already
existing in each child. In other words, w n the explainer and his
listener have' had at the time of experimen common preoccupations
and ideas, then each word of the explainer is understood, because it
fits Into a schema already existing and well defined within the listener's
mind. In all other cases the explainer talks to the empty air. He has
not, like the adult, the art of grasping what is standing between him
and the explainer, and adapting his own previously formed ideas to
the ideas which are being presented to him (p. 138).

Since egocentrism pervades alt areas of the child's life, it certainly plays
a role in the child's social relationships. One way this has been measured
is byinvestigating the child's ability to "take the role of the other." Piaget

and Inhelder (1956) have studied this particular aspect, of egocentrism: role

taking. In one study aimki at perceptual role takingthey,set up a situation
in which children from 4 to 11 years of age were shown a model of three
mountains and were asked to select from a series of pictures how,the mountains
look to a ddll sitting on the opposite side of the mountain frourthe child.'
The younger children were only able to choose pictures which represented their
own perspective. By the middle age range children were able to represent
another person's perspective, as measured by their choices of ptctures of

the mountains. An earlier study by Piaget (19699 indicated that young children
used speech egocentrically in their communicatfcmswith Others. Piaget's
procedure was to tell chi0ldren from 6 to 8 years of age a story; they then
told the story to another child who in turn told it'to another child. Piaget's
observation was that the children-spoke as if they were talking to themselves
leaving out information needed for their listeners to understand the story.
By 7 or 8 years of age there was evidence for socially communicative speech.

Piaget's investigations provided the theoretical basis for Flavell's work
yr 1968. The publication,by Flavell (Flavell, 1968) is a summary of research
studies on role taking and communication. Flavell and his associates con-
structed a crude working model of the nature and integrationAof the two
abilities-role taking and communication- -and then used .the model as a
heuristic device for identifying more specific,abilities, and finally developed
a number of tasks which seemed to be tapping these particul abilities. Working
from this model Flavell and his associath argue that the spe er must analyze
the listener role characteristics (role taking) before e speaker can send
anAeffective communication; otherwise the message beco s egocentric and

difficult for the listener to interpret.

I vs...,
I-
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The purpose of developmehtal--descriptive work in the areas of role
taking and-communication by Flavell and his associates (Flavell, 1968) was.
to provide a first approximation of what develops and wh in the domain of
role-taking and communication behavior. The ontogenetic d elopment of these
two forms of social-cognitive behavior were defined as:

,(1) the general ability and-disposition to "take the role" of another
person in the cognitive sense, that is, to assess his response
capacities and tendenCies.in a given situation; and

(2) the-more specific ability to use this understanding-of the other
person's role as a tool in communicating effectively with him
(Flavell, 1968, p. 1).

The data collected by Flavell suggests that older children are able to take
the role of the other and communicate more effectively with their audience.
It was found-taht children between the ages of 8 and 10 seem to be progressing
toward a less egocentric view and were able to use role-taking skills in
solving interactional problems. Even though there was a developmental change
oVer the ages studied by Flavell he notes in his discussion that there was
wide variability even at some,,of the older ages.

Thus from the work of Piaget and Flavell it appears that there is ..a
developmental change frqm the ages of 7 to 9 in the "ability" to take the
role of the other.

Flapan (1968) has also studied the ability to take the role of the other:
her specific question was to investigate children's ability to describe and
make inferences about feelings, thought, and intentions that occur in inter-
personal relationships and children's ability to account for the sequences of
behavior that occur. Flapan used sound filsm potraying episodes of social
interaction and presented these to children at various age levels and noted
the children's ownaccounts Of'what had happened and their responses to a
specific series of queitiord. There were 20 children at each of the following
age levels: six, nine, and twelve. All subjects were .girls.

O

The film that was used was Our Vines Have Tender Grapes; several excerpts
were given'to the subjects, nd they Wire asked questions about each episode.
Each excerpt portrayed a variet37 of feelings, motivations, family relationships
and social situations.

Children were asked to describe each episode in their own words. Their °

responses were analyzed into three categories. The th e categories were
(1) reporting-describing, (2) explaining, and (3) inferring interpreting.
The observed developmental trends can be summarized as follows: with increasing
age children were more able, to give causal explanations and to make interpre-
tations of feelings or to infer-ttioughts of the characters which were not
overtly expressed in the movies. Tile children were also asked to respond to
interview questions about the movie: Again there was a developmental trend
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with younger children answering more.iiterally and referring to the actual
situation while the older Children were less literal in their interpretations
and we were able to explain, interpret,,and to infer feelings, thoughts, and

qinteiens. .

'Generally younger children gave responses that fit into Piaget's
perceptual mode. Mere were relatively few interpretations of-the feelings
or thoughts of the characters in the film at.the six-year level. The nine
and twelve year olds referred.to the feelings and thoughts of the characters
in the film more often than the six-year olds. This study is supportive
of the idea that older children are more Capable of viewing 'Situations 74.
from the standpoint of the other person.

4 .

One of the most interesting findings was that wherever there were
statistically significant differences between the six-year-olds and twelve-
year-olds, there were also statistically significant differences between the
six-year-olds and the nine year -olds. The suggestion from these data is'
that there is a period of change between the ages of six and nine years of
age

This study investigated an area of cognition that is relatively unexplored:
the child's ability to perceive or to make inferences about feelings, thoughts,
and intentions, and his ability to interpret or explain sequences of behavior- .

that occur to interpersonal relationships.

Bloom ( 964) has suggested that the greatest impact on a characteristic
can be 44'uring its most rapid period of growth. From the theoretical
standpoint o Piaget, and research studies by Flavell (1968) and Flapan (1968),
there appears to be such a,rapid period of growth-between the ages of 6 and 9
in childreh's ability to "take the role of the-other." Flavell (1968) noted
that the experiences necessary for the acquisition of this ability have been
relativelycunexplored, and suggested that rdle taking might be facilitated

' by social interaction:

....social interaction is the principal liberating factor, particularly-
social interaction with peers. In the course of his contacts (and
especially, his conflicts and arguMents) with other children, the child
increasingly finds himself forced to reexamine his own percepts and
concepts in the light of those of others, and by so doing, gradually
rids himself of cognitive egocentrism (Flavell, 1963, p....279).

Thus the introduction of interpersonal proglem solving experiences for children
between the ages of 6 and 9 seems a logical beginning point for facilitating
the acquisition of role taking. The group discussions of Project AWARE were
designed to provide the social interaction necessary to facilitate role taking.

It should be added that role taking not only appears necessary for
effeCtive communication and interpretation of others' behavior, but role taking
ability may also be necessary for higher levels of moral development. Selman
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(1971) ipvestigated the relationgirip between two age relatpd social cognitive
processes,-the ability of the chi iid-to take the rqlt of the other and the
ability of-the child to take the role of, the other and the'ability to make
qualitatively/higher-level moral judgments. The purpose of the studyas
to determine whether in middle-childhood the ability to 'take the role of the
other is a necessary conditton_for the development of higher levels of moral
judgment. The subjects yer6 middle-class children between the ages of 8 and
10. Children were given two.of Flavell's role taking tasks (Flavell 1968)

and Kohlberg's Floral Judgment Scale (Kohlberg, 1963). The general findings
were that the greater ability to take the role of the other was related to
higher levels of moral judgment. Ten subjects who scored low in the original
study on both the role taking tasks and the moral judgment scale were followed
up after one year. It was found that the development of the ability to tape
the role of the other is a necessary coalition for the development of certain
levels of ''moral tIought.

The need to develo flexibilit in roblem solvin : verbalizin' alternatives
to prob eps.

One of the findings of the Coleman report (Coleman, 1966) is that the
r?pupil characteristic which appears to have the strongest relationship to
school achigyement is the extent to which a pupil feels that he has "control
over his own destiny." Bruner (1971) claims that the major source of cognitive
'differences between good and pooh learners is in the ways goals are defined
and how problems are approached. Recent research on this topic (Shure and
Spthck, jn press; Shure,,and Spivack, 1970: Shure, Spivack, and Jaegar,

, 1972) supports the notion that the lower class child is relatively deficient
in verbalizing relevant solutions to typical problems confronting him daily.

. Shure and Spivack (1970) reported data that indicated a relationship exists
between problem solving, defined in terms of amount and variety of verbalized
options to cope with peer and authority situations, and both socioeconomic
level and school behavior adjustment in preschool children. For the peer
problems, the general problem situation was the following: the examiner
showed the subject three pictures, two of children and one of a toy, and then
said that one child has been playing with the toy for quite awhile and now
the other child wanted to play with the toy. The subject was to indicate
what the one child could do or say so that he could have a change to play with
the toy. The purpose of this problem situation was to determine how many
alternatives a child could verbalize to this problem. New characters and
a new toy were presented after each solution was given in order to maintain
interest. The experimenter gave the problem situation a minimum of seven
times and if seven different solutions were given, he continued to present
the problem situation until the child was not able to verbalize more options.
In the authority problem, the child was to describe ways to avoid fiis"mother's
anger for breaking her favorite flower pot. The same procedure was followed
in that after one solution, new characters and a new act of property damage

was presented. Children of low socio-economic status, in contrast to middle
socio-economic status, gave fewer possible solutions to real life problems

=
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and gave fewer solution categories. In the middle 'Class group those children
considered less well adjusted by.their teachers gave fewer possible solutions
and fewer solutlon categories than children considered well adjusted. Shure

..and Spivack (1970) Summarize the class differences by saying that

4 lower class children may behave differently, not only because they
'

r
concelVe of different types of solutions, but also because they do
not entertain a variety of possible alternative solutions that could
be brougfit to bear on the situation (p-.- 7):

....

In further research (Shure, Spivack, and Jaegar, 1972) it has en found that
elementary children's ability to berLalize alternativesolu ons to problems
was direttly related to teacher rated judgments of classro behavior as
measured by the Devereux Elementary Behavior Rating Scale (Spivack and Swift,
1967). Children who were apparently adjusted in their classrooms could think
of approximatelytwo more solutions to the problems resented by the investi
gators than aberrant youngsters. Less well adjusted youngsters also gave a
higher percentage of forceful responses. Verbal' ou put did not seem to be

related,to any particular group. According to this study, adjustment was not
highly correlated with I.Q.

The implication from these studies is that classroom adjustment is
related to the child's ability to describe alternatives to real life problem
situations. However, this correlational relationship,only im lies that
increasing a child's number of verbalized alternatives to pro ems will aid

.his classroom adjustment. An experimental study seems to be the next logical
step to determine whether facilitation in verbalizing alternatives to problems
affects classroom adjustment. One of the objectives of Project AWARE meetings
is to facilitate the verbalization of alternatives to pi4blems.

Summary

Research evidence suggests that the ability to "take the role of the other"
develops between, the ages of 6 and 9. Although there is generally a developmental
trend, Flavell (1968) has noted wide variability in role taking even at some
older ages. It is one purpose of Project AWARE to help each child become less
egocentric so that he is able to view a situation from the standpoint ofother
persons and use this information to effectively interact with them. ,

the second major purpose of Project AWARE is to allow children to discuss

alternatives to problems. Many disadvantaged children have been found defi

in verbalizing relevant solutions to everyday problems. Problem-solving sc sio

will be employed to encourage children to think of new possibilities for ''i IIg

problems. The relationship between the abilityuto verbalize many alternatives to
problems and classroom adjustment will be carefully analyzed.
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Descrivion of Plroject AWARE

,,

Project AWARE differs from the other current programs in several respects.
First of'all,-the principal investigator has chosen to concentrate on the acquisi-
tion of "role taking!' since it appears from research evidence that this ability ,

is developing rapidly during the 6-9 age period. ,Secondly,,the principal investigator
ha also chosen to attempt to facilitate problem solving strategies since there.'

apt'ears to be a relationship between this ability and classroom adjustment. Finally,

th prinCipal investigator has incorporated a research. design which controls for
the teacher variable and thellawthorne effect.' Each grade has been divided into
two groups; one group is presented with'the AWARE programs and the other is presented

o with a health and growth program.

, . The target population for the fall of 1971 and the spring of 1972 has been the
first, second, and third grade at the Center for Early Development and Education.
Before school commenced, a brief overview of the program was discussed with the
teachers in these rooms. It was explained to the teachers that each grade would
be divided into two equal groups., One of the groups would be im the AWARE program
and the dther v oup would haVe the "Health and Growth" program from Scott foresman,
arA Company he teachers were told that the principal investigator would take
the major respo eibility for planning the AWARE programs and executing them with
thr! children and another teacher would be responsible for the "Health and Growth"
sorTa;.

29

The program began in September approximately one week after school was in
session. The discussion meeting times havd, been in the afternoon because the
eechers felt morning periods should be reserved for reading and arithmetic. The
peiFicipal investigator and the teachers meet every Friday and discuss the meetings
of the previous week and new programs and ideas are.explained. In the future it
is hoped that the teachers will play h significant role in the Planning and con-
ducting of the AWARE meetings.

Method

Subjects. ,Approximately 74 pupils, aged six to nine year of age, from The
Center folrly Development and Education are servrng as subjects.

aExerimer. thirty-four pupils, are in the experimental group
and approximately forty pupils are in the control group. All new entries into
the school after December 1st have been placed with the control group. The two
creups'were initially formed on the 'basis of sex and race. An equal number of
boys and girls and blacks and whites were placed in the experimental and control
voups. Therefore, a representative sample of boys and girls and blacks and
uMtas were ole N the experimental and control groups,
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Procedure. Four days a week the principal investigator and the health
teacher work with the children in the first, second, and third grade for 30

. minutes each.. The principal-investigator works with each grade in their res-
pective classroom and the health teacher works with the other half of each grade
in a resource room in another part of the building.

AWARE Procedure. In the AWARE groups, rules were loosely formulated initially
for the group meetings. The principal investigator presented these rules for
the meetings--sitting quietly, listening to others, and taking turns. The children
also added to the list and mentioned not fighting,'or kicking others.' Usually'the
princippl investigator reviews these rules with the group daily. If each member
of the group cooperates and remembers the rules, then each child is given a rein-
forcer at the end of the 30 minutes. At first stars-were given for good behavior
and the stars were placed on a clown, a turkey, and a Santa 'Claus. Later the
children decided what they wanted-for a reinforcer. After Christmas, children in
the third grade group decided that candy should be the reinforcer for them when
they had followed the rules. This was also the choice in the second grade., In
the first grade the children decided they wanted to put stars on Easter eggs and
Valentines and then later chose candy. Because there are siblings in different
groups a competition has been set up between groups and each group is trying to do
as well as others so that each member of the group receives a reinforcer. Apparently
in the evenings there is a comparison on the activities and reinforgers between
groups. Ca several occasions members of one group have asked to be able to engage
in the activity that another group was doing.

The groups have been given essentially the same programs. For the -older

groups, however, the discussiond. are marb controlled by the pupils. In the second
grade, for instance, many group sessions have been spent on classroom problems.
Several members of the second grade group have behavior problems and reasons for
their Behavior have been discussed with the whole group. There has also been
concern in this group about fighting on the playground, writing words on the
walls, and hippigs. As the topics arise, they are discussed and supplementary
material is brought in by the principal investigator. Approximately one third
of the discussion topics have been decided b the second grade pupils throughout
the year. In the, other, lroups, topics havro been determined by the principal
investigator. The openness of the discus ions depends on the composition of the
group. Many children are able to think of relevant topics for AWARE sessions .

while others are not.

A general description of the topics for the AWARE sessions include:

I. Awareness and Understanding of Self (September, October, November, December)

These essions 'focus on self acceptance and 'the development of the concept-
of self. Initially stories were read to the chDldren which concentrated on the
general idea-that everyone has his strengtht and weaknesses. Discussions5around e

this topic followed each story. Throughout each story the'investigator4would
stop and ask the children to speculate on what might happen in the story. During
the distussions the children are.asked to rethink the sequence of evens, and to
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comment on the actions of the characters. In several instanbes., the children
have role:played the story and used the puppets as characters. After the story
djscussio the children are encouraged/to relate their own,experiences that'are
Similar to-those of the story characters.

In order develop the concept of self each child has made a "ME" book.

. The book contains a self portrait, a".ME" collage, and an individual photograph
of each child. All of the work has been considtred acceptable and no judgments
have been made as to the quality of work. Discussions have been held so that
the chAldren could explain their "ME" collage; the: instructions were to'but out
pictures from magazines which were important and special to them.

Future expansions of this section will 4ficlude a more detailed "ME" book
for all groups. Activtties connected with the book, will hopefully stimulate the
idea of self-identity and self-esteem. tech child.will keep records of his
development in 'all areas, i.e. a diary ofaccomplAshmentS'in the interpersonal
area, records of school progress, etc. If possiiak, the book could be-kept for
the years that the child is in project AWARE.so that he begins to understapd his
personal development.

II. Awareness and Understanding of Feelings,(Nomember,0December, January, February)

Tcese.sessions have provided the children with opportunities to name,
discuss, and explain their feelings. Initially the children were encouraged to
describe how others felt in a situation. One activity has been to view photo-
graphs of people expressing feelings and the children have been asked to name the
feeliqg and give a possible reason for someone feeling that'way. 'Throughout all
sessions if the occasion arises, feelings are discussed. For example, if one
child refuses to sit by another in the group the parties involved are encouraged
to discuss and'explain their-feelings and the feelings of the other bhild.

AsIthe children have become more able.to riae many different feelings, stories
were read to them and the_characters' feelings were discuSsed at length. On
many occasions the children have been encouraged to role play the story and to
explain the feelings of-the characters involved. 1Puppets have been used many
times for the role playing, Several songs arepteing taught to.the 'children
and-discussions of what the songs mean are being heTeLn When it has been appro-
priate, the songs and stories are Presented to-the whole school at the assembly'
Vtime. 0

For the two older groups, a feeling word game has been played. The principalr
investigator holds up a word card and if the child can guess the werd,'he ii -"-

asked to show how someone would look if they felt that way and 'then to describe 63;

a time when he felt that way.
0

Throughout all these sessions the stress has been on the language.of personal
feelings. The children are always encouraged to communicate hpwthey feel in
words and to give reasons for the feelings. Hopefully through the group sessions.
on feelings, the children will see that feelings are .universal and that their .

feelings are similar to other children.

000-41 a



www.manaraa.com

32
4IP

III. Awareness and Understanding of Individual Differences (February, March)

The activities in this section are concerned with children seeing the
significance of individual differences. First of all, the term "individual
differences" has been explained by the teacher to the-children. The children
are encouraged to discuss ways of describing people by physical dffferences--skin
color, height, eye color, hair color,,hatr texture, etc. There hpie been discus-
sions and explanatipns on what these differences mean. The children have also
been encouraged to discuss ways of describing people's personalitiesthe' way
people behave.

Stories hive been told to the pupils which focus on individual differences.
Discussions will follow abOut the significance of the/individual differences in
the stories. Songs will be taught to the children that deal with-individual
differencesv Again discussions will be held to help the children,see the
meaning -of individual differences.

Other discOssiontopids will include - what would-happen if everyone looked
the same, whAt things make us feel like everyone else, what things make us feel
d4fferent from everyone else, etc. During several meetings the children will be
asked to debate the statements--most people are alike, and most people are different,

4-ter-the concept of individual differences seems to be grasped, eacirchild
will be asked to fill out an inventory on his outside self--i.e. my name is--,
I an a girl/boy, my skin color is--, my hair color is--, my eyes are-=. Alto
each child will be asked to fill out an inventory on his inside self, i.e. I

feel happy when--, I feed/ disappointed when--, etc. These will be discussed at
:length on an antonymous basis.

IV. Problem Salving (January,, February, March, April, May)

This focus of this section is on understanding and thinking of alternatives
to problems. The format has been and will usually be for the investigator to
present some stimulus material (described below)--a problem situation--and allow
the children to think and role play alternatives. This will provide the children
an opportunity to "take the role of the other" in problem situations: The decision
making procdss in, the problem situation will help children to realize that studying
a 'Problem and taking time to evaluate all the elements involved will help them
make wiser decisions. 0

0

40. . 'Role playing,solutiiiti to problems will provide a situation where children
can practice behavior under controlled conditiots--and to see the consequences of

. actions without suffering the consequences.of anti-social or dangerous act'.ons;
it gives them a second chance.

Typically the investigator will present ,'problem situation through a story,
photographs gf children engaging in certain behavior, puppetry, magnet board with
paper dolls,.etc. After, the problem has.betn presented, the group will be Wed

,Cr
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to re-think the sequence of events, and define the problem; express how the people
feel in the problem situation, explain the reasons for the feelings, role play the
situation, discuss alternatives to the problem, role play the problem solutions;
and role play the consequences to the solutions.

,During the problem solving whether through discussion or role playing,.the
investigator will be non-judgmental and will try t9 encourage the children to
verbalize the feelings of the characters, and to explore alterndtives to problems.

Problem solving sessions will also be set up when problems arise in the group
or with school-related activities. The children will be encouraged to bring
probl s to the group. Problems in group functioning will be discussed and
Altern ives suggested and tried.

Evaluation of Project AWARE

1111"315ei----)etested:
Role Taking:

t,;`
1. When compared with normative data (Flavell, 1968) 'and, the control group,

4 the experimental children will more likely "take the role of the Dtber.". Two of
Flavelrs (1968) role taking tasks will-be used to measure "taking the role of
the other."

Alternatives to Problems:.

2. Significant improvements in number and type of children's oral descriptio s
of alternatives to problems will be evidenced ,by the .experimental group. '4

Classroom Aipstment:

3. The adjustment of theexperimental group to tie school environment will
be facilitated as shown by ratings of the teachers.

'"`peer AdAlstment:

4. Children in the experimental group All be more accept of peers than
the control group as evidenced by choices on a sociogram.

Academic Achievement

5, Children'tn the experimental'group will show more achievement test
gains than children in the control group.

Playground behavior:.

6. Children in the experimental group will spend less time in physical
aggression, varbal aggression, and isolation on the playground than the control
group. Children in the experimental group will play in integrated groups by race
and sex more than members of the control .group.
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Understanding of Social Interaction:

7. Children in the experimental group will be more,able, to interpret the
.

feelings and thoughts of others tha the control group.

Clinical Assessment:

8. Children in the experimental group will be considered more adjusted by
a clinical psychologist than children in the control group.

All children who are participants in this study have been given the folloWing
measures' as pretest mtasures:

role taking tasks
story alternatives
Devereux Elementary Behavior Rating Scale,
sociograms
achievement tests
playground observations

In the spring of 1972 these measures will be readministered. Additional measures
will include story interpretations and a clinical assessment.

The following section contains a description of the measures:

Role - Taking.

Flavell (1968) devised several role-taking tasks in order to study the develop-
ment of role- taking and communication skills in children. Two of these tasks were
selected as measures of role-taking change. These two tasks were selected because
they appeared to be assessing most directly role-taking behavior. These tasks were
also selected by Selman (1971) in his recent paper concerned with role-taking
behavior and moral development. In future expansions of Project. AWARE other measures'
devised by Flavell (1968) Will be used to assess role-taking and communication.

Role Taking Task #I. Two experimenters are in the room when the subject enters.
ExperTiiigT& 1 shows the subject two cups. One cup has a nickel glued to its bottom
and the other has.two nickels glued to the bottom. Experimenter 1 shows the subject
that under the nickel cup there is one nickel', and under the two nickel cup there
are, two nickels. Experimenter 1 explains the game to the subject. The subject ls
told that in a few minutes Experimeqer 2 is going to leave the room and then coke
back and choose one of the cups. The purpose of the game is tb try and guess which .

cup Experimenter 2 will choose and remove the money from that cup. ThUS iheechild'S
task is to remove the money from either the two-nickel or one-nickel cup, which-
ever one the child expects Experimenter 2 will choose. The important thing for the
child to remember is that Experimenter 2 knows that he is going to try to trick him.
At this point Experimenter 2 leaves the roomsThe child chooses the cup he thinks
Experimenter 2Jvill choose and gives his reasohs as to why he fee)s Experimenter 2
will choose the cup. The responses to the questions posed by Experimenter 1.about
the child's reasoning about Experimenter 2's behavior constitutes the dependent

measure. After the questioning is completed Experimenter 2 returns to the 'room and
makes a choice. The exact procedures are the following:
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Setting: S sees before him two plastic cups, turned face down on a felt board.
One has a nickel glued to its bottom (upturned) side and the other similarly
displays two nickels. Both E's are initially present in the room With the child
and E1 instructs him as follows:

El says: "Now here is a game. You see these two cups? One has one nickel
stuck to the top and the other has two nickels stuck to the top (points r Now
the money stuck to the top tells yoriTow much money is,inside. You see (lifts
cups), one nickel under here and two nickels under here."

"I'll show you how the game works. First, close my eyes and
(E2) will take the money out of one of the cups but I don't know which because

my eyes are.closed" (E2 then silently removes the money from the two-nickel cup).

"Now I'll open my eyes, and choose one of the cups. Now, if I choose the one
with the money still under it, I'll get that much money to keep. If I pick the
one with no money under it, I wouldn't get an money to keep."

"Say I pick this one (picks up one nickel-cup). It has 'a nickel under it,
so I'd get to keep a nickel. What would I get to keep if I'd picked the other
one?" (IF S responds incorrectly0E1 shows him.)

"Now say I close my eyes agairi and say he took away the money from the one-
nickel cup (E2 does this) and then, say, I choose the one-nickel cup, what would
I get? And what would I get if I picked the two-nickel cup this time? You see-
how to play the game? Fine."

"New (E2), please leave the room. (E2 leaves). Now you and
I are going to play tfiTi-game with (E2). We'll take the money
out of either the two-nickel cup the Then she'll come back
in and choose, and if she chooses right, she'll get some money tookeep, either one
nickel or two nickels; and if she chooses wrong, she won't get any moneyV"

"Now,' we'll try to fool her -- well try to guess which cup she'll choose

n

and take the money out of that o

i
. Now you think hard for a,minute and see if

'you can guess 'Which one she'll noose. Now of course, she knows we'll try to
fool her; she knows we're goi to try to figure out which one she'll chooser
Which one do you think she'll choose -- think hard! (S indicates one of. the
cups). Tell me why you think she might pick that one." (Ertapes the response .

and writes it down also)

NOTE: (At this point Et,encourages the child to introspect and give reasons but
tries to avoid all leading or suggestive questions. The only questions to be
asked are those which E2 deems necessary to clarify for the tape record, which
choice S made and its stated rationale.) The money is then dui removed from
the cup S selected, E9 returns to make his choice actua y ma e accor rang tai
a preset pattern across S's), and either "wins" or 'loses".
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'The scoring procedures arelthe same as used by Flavell (1960.. Two people
are scoring the children's responses and a reliability coefficient will be
computed. The scortng procedures are the following:

Strategy 1

This category includes all S protocols which cannot be assigned to any of.
the three preceding categories. Almost all of the 4e protocols were of either one
of two types: (a) S cannot will not *Lite a thoice to E2, despite El 's
urging; (b) S attributes a choice to E2 but is unable to offer any rationale
for it.

Strategy 2
%

S asserts thats E2 will choose a particular cup for one of two reasons:
monetary and other. The former sjmply attrubutes a straight forward, greatest-
financial-gain.motive to E2 and alwayS predicts the choice of the,two-nickel cup

(that is E2 will choose that cep because it potentially yields the most money).
titter,tter, as its name implies, covers all other strategies of the same general

level; for enample, Ep is said to recall that cup X paid off frequently during
the deMonstration traflseand thinks it is likely to continue to pay off now. The
essence of Strategy A, whether mo d y or other, is that it seems to attribute,
to E2 nothing beyond cognition and motives which hear on the game materials
themselves, that is it does n t take into account any cognitions. which E2 might
have about S's behavior in the le of E2's opponent. The following is a protocol
scored as Strategy A (monetary tapes cc,

Pa

"Do you want me to tell you?" (Umhum. Which one do you think he'll choose?),
"The dime." (You think he'll choose the dime cep.- Why do you think he might
choose that one?) "Hel'll get more money - if the money is under there."

Strategy .3

S,begins with a prediction about E2's metives and eesponSe dispositiong
(eigher monetary or other), just as the Strategy A child does. But Unlike the
latter, he then goes on to attribute additional cognitions to 2: the recognition
that S may have predicted precisely these intentions and thathei E2, had therefore
better change his choice, for example, from the two-nickel cup to the less remune-
rative, but perhaps surer one-nickel cep. Here is an ceample:

(S chooses the one-eickel cup.) (Why do you think he'll take the one - nickel
cup?) "Well, I figured *that, uh, if it was.me I'd take this one (two-nickel cep)
hetause of the money I'd get to keep. But he's gonna know were gonna fool him- -
pr try to fool him--and so he might think that weir gonna take the most money
out so I took the small one (the one-nickel cup), d go for the small one."

Strategy 4

This category(' udes all imputed E2 strategies which are analogous to
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Strategy B, but are carried one or more steps furthe . Having first redtoned
according to Strategy B, for instance, S might ti the future inference that
E2 will predict this reasoning, too, and will consequently shift back again
to his initial choice in order to combat it (for example, pick the two-nickel
cup after all). The judge felt that this interesting protocol deserved a
Strategy 4 scoring (other type):

37:

Id' 16

"Uh, when we were, he chose the dime cup the first .time . . -and,uh well,
let's see . . . I think uh that he would, I think that he would think that we

"would choose the opposite cup." (Opposite cup'from what?) "From the, in other
words this cup, the nickel cup, but then might, he might; e,might feel that we,
that we know that he thinks that we're going to pick th cup so therefore I
think we should pick the dime cup; because I think he. inks, he thinks we're
going to pick the nickel cup, Out then I think he k s that we; that we'll
assume that he knows that, so we should pick the oppoSite cup."'(Okay, so we
should pick the dime cup?) "Yes."

Flavell, 1968, p. 46-47.

Role Taking Task #2. Two experimenters greet the child w en he enters the
room. Experimenter 2 then leaves the room. Experimenter 1 p ace before the
child an ordered series ofseven pictures showing a story of boy being chased
by a dog, running down a street, climbing a tree to eat an apple as the dog trots
away. Experimenter 1 asks the child to tell him what story is ol by the pictures.
If.the child has difficulty .Experimenter 2 helps him by going er the action in
each picture. Each child is to tell a story about the,boy walki,, down the,side-
walk, being chased by an angry dog, and climbing a tree where inds an apple
and eats it. Then Experimenter 1 removes three of the pictur he three pictures
that are removed from the series eliminate the fear of dog moti e or climbing
the tree; the dog is still in the story but is not seen chasing th by up the
tree. The other experimenter (2) i then asked to return to the roe Experimenter
2 then asks the child what story th four pictures tell him. The i is thus
requested to tell a story that Exper enter 2 would tell by seeing only the four
pictures. After telling the new sto y that he thinks Experimenter,2 would tell,
Experimenter 1 asks the child why Experimenter 2 would think the boy climbed the
tree.and what Experimenter 2 would think the dog is doing in the last picture.
ThUs the child is being asked to take the role of Experimenter 2 and tell the
story from Experimenter 2°s perspective. The exact procedures are the following:

Setting: El and E2 greet the S. E2 then leaves the room. S sees before him,
after E2 has left, seven picture cards.

E1 says: "She (E2) has left the room and she won't be able to see what we

are going to do, will she? Here is a series of seven pictures which tell a story,
just like the comics in the newspaper."
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(The cards are then place
what's going on. Begin here

roper sequence on the table.) "You tell me
he beginning."
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(If the child failed i dicate these things in his narration, he was
asked why the boy climbed the tree and what he was doing in the last picture.
The story should go something like this: A vicious dog chases a terrified
boy who finds refuge by climbing a handy tree; once secure there, an with the
dog abandoning the chase he takes advantage of the kind of tree he happens to
be in and eats an apple. .

"That's fine. Now
I'm going to call her bac into the room
(cards( I, 4, 6, and 7). I want you to
that you think she would tell.'

"Okay".(Calls in E2). "Now peaki

(E2) then addresses S and say )

2) hasn't seen,any of these pictures.
shot./ her, just these four pictures
d you are site, and till the story

g to E2) these pictures tell a story."
that story do these pictures tell me?"

Again, if S failed to clarify these matters spontaneously in the course of
his story, he was asked: "Why does she (point to E2) think the boy climbed the
tree?" Or: "What does she ;think about that dog there" (card 6) "What does he
IETilk the dog is there-7&?" (E tapes the response and writes it down also7

The scoring procedures are the same as used by Flavell (1968). Two people
are scoring the children's responses and a reliability coefficient will be
computed. The scoring procedures are the following:

O

Strategy 1
0

When asked to predict the story E2 would tell, S gives a more or less straight-
forward presentation of the "correct" four-picture story, that is, the boy is sal0
to climb the tree in response to same non-fear motive (almost always to get an
apple) and the dog is said not to be a motive for climbing (is said to be irrelevant
to the story, "just walking along, etc.). If these curcial points had not been
mentioned spontaneously during the narration proper,-they were readily given during
the brief inquiry afterwards. Here is an example:

"Apparently th
apples on the tree i
case would be just, uh
olimbed.the tree to e

is just walking down the sidewalk and, uh; he sees the
s case and he goes to climb 'em And the dog in this

rby and he's just eatingpe apples. He just
es."

Strategy 2

All responses not scorable for the previous three categories were assigned
to th,i-sfifte It was not simply a "wastebasket" category,-however. In most
cased, it subsumed stories In which (in narrative or in inquiry) some sort of
fear motive is introduced, as in Categories 3 and 4, but the child also says
something which bespeaks some recognition by the child that E2 is operating
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from the', four-picture sequence only, that is, something which suggests at least
a modicUm, of sensitivity to the role-taking aspects of the task. He might, for
instance, include expressions like, "he could tell from these pictures that . . ."

or S might attempt to rationalize the fearypotive on the basis of what E2
might infer, for example, "he's running to tree and there's a dog here, so
he was probably afraid of the dog." As a third example, he might even substitute
some. other) fear stimulus for the"tog ("he's afraid of a ghost or something"),
perhaps as a kind of "compromise" between his and E2's perspective. Although

some resOonses of uncertain maturity level surely found their way into this
residual category, the modal response here appeared to us to show evidence of
more role-dtaking activity than those scored for Strategies 3 and 4.

Strategy 3

Although the fear-of-dog motive is not explicitly mentioned during the
narration, it is readily supplied during the inquiry. In most cases so scored;
the narration is a bare account of the boy's action, devoid of motivational
statements of any kind. But when El subsequently asks why E2 thinks the boy
Climbed the tree, the usual response is the flatly given, "because the dog chased
him." Although categorized separately, we would not try to defend the position"
that these responses really represent a higher performance levd1 than the pre-,
seeding Ones. The absence of a spontaneously given fear-of-dog motive here seemed
in most cases to be due to an indisposition to make spontaneous motivational
inferences in general. He is an example of P Strategy 3 'response:

"He's singing and, then he runs, he sees a tree. He climbs up it and :he's
,,,eating an apple." (Fine. Why does Mr. Wright think that the boy wanted to climb
'the tree?). "So the dog don't get him -- bite him."

Strategy 4

S gives a more less straightforward presentation of the seven-picture story \

rather than-the four-picture one. That.is, the dog is clearly established as
the motive. for climbing the tree during the narration proper, prior to inquiry.
For example:

"Well, he'p walking along with a stick. I mean should I say what-um-um?
(You would say - you want to say%juseWbat Mr. Wright would say, don't you?)
"He's walking along with a sticky and the dog's gonna chase him so he runs - he
goes upithe tree with his stick. The dog's walking away and while he was there
he's eating an apple.

Flavell, 1968% p. 72-73.
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Alternatives to Problems

Stories were developed by the principal investiga to determine how many
alternatives to problems a child can verbalize. The ra onale for this type of
measure came from the work of Shure and Spivack (Shure & Spivack, 1970; Shure &
Spivack, 1971; Shure, Spivack, & Jaegar, 1972). Generally, they have found that
'children who think of many options to-problem situations are children who aref-t
perceived by their teachers, as well-adjusted on the Dever x Elementary School
Behavior Rating Scale. Shure and Spivack have only used problem situations
in their studies. It was felt that a number of problei sto needed to be
presented to the children in the present study in order to rec e a repre-
sentative sample of the children's ability to verbalize alternatiyes to problems.

The following stories were devised by the principal investigator:

1. The boy sitting next to you in class, leans over and tells you that
he is going to beat you up after school. What could you do?

2. You are on the playground and a kid from the sixth grade begins to
to se you and hit you., What could you do?

3. You are playing ball on the playground with your friends. Another
boy/girl comes up to you, and says he/she wants the bat and starts to
grab it from you. What could you do?

4. The teacher thinks that you are cheating on a test and you feel that
you didn't cheat.. What could you do?

5. Your best friend is walking through the hall and another kid pushes
him. The two kids begin fighting. You'sqtthe fight. What could
you do?

6. Your mother becomes angry with you because she thinks you took
. some money from her purse, but you didn't. What could you do?

These stories were ven to a middle-class sample of pupils in ordei to set up
scoring categories. As of the present writing, work has not been completed on
the Categories to be used.

Classroom Adjustment

The Devereux.Elementary School Behavior Rating Scale was devised by Spivack
and Swift (1967) as a measure of classro a stment.

More specifically, the scale was devised as:

(a) a means of identifying and measuring those classroom behaviors
that may be' interfering with achievement

(b) one element in a total educational "diagnosis" of a child with a
learning problem
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'(c) an ongoing school record of classroom behavioral adjustment

(d) to measure change in behavior through time as a function of any
remedial program

(e) a standard form of communication from the teacher to ,school admini-
strators or other professionals who may be involved with a child

(f) an aid in group placement of children in classes

.(g) as a research device for those who wish a reliable measure of
behaviors that appear in the classroom setting and are related to
learning. (Spivack & Swift 1967a, p. 3)

The DESB has been filled out by the classroom teacher. Each teacher using the
scale has been familiar with the student; familiarity is defined as having the
pupil in class'for one month. The 47 items on the scale have been grouped into
11 behavior factors and three additional items (Spivack & Swift, 1967b). The

factors were determined by factor aidyies.
.

-Norms and test-retest reliabilities have been obtained and profiles of
academic achievers and underachieverp studied. In a recent study (Swift &'
Spivack, 1969) it was found that underachieving children displayed significantly
different behavior patterns from their more successful peers as measured by the
Devereux. It was found that 63% of the underachievers and 9% of the achievers
were deviant on four or more factors of the DESB. Additionally 85% Of -the
underachievers were having difficulty in three different areas as measured by
the DESB.

The instrument was chosen as a device for measuring behavioral adjustment
in the classroom. Also it is hoped that the relationship between verbalizing
alternatives to problems and classroom adjustment can be studied more fully.
The data of Spivack and Shure is suggestive that the ability to verbalize
alternatives to problems is a necessary step for insuring classroom adjustment.

Adjustment

Kohlberg, LaCrosse, and Picks.(197b) have reviewed the literature on
predictors of adult mental illness and have concluded that one of the best
predictors of good mental health is how a child is liked and accepted by his
peers.

A sociogram was chosen as a measure of the effectiveness of theprogram
because it was felt that choices on a sociogram would reflect each child's
ability to accept individual differences and understand others in his classroom.
It would also give,information on how each child was perceived by others.

The measure chosen was the Birthday Test, developed by Northway, Weld,
& Davis (1971)x.
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The procedure is to ask each child whom he would invite to his party and
then a series of six situations is presented and his choices of whom he would
like to share certain experiences is recorded. The data will be analyzed
according to how many choices the child makes, his choices of adults or child en,
boys or girls, blacks or whites, and neighbors, classmates, or siblings.

The procedure is the following:

Tt'. cxrnd-cnter says to the subject

"Let's pretend that you are having a.birthday. You are going to the country
for a picnic for your birthday treat, and you can invite people to go with you.
These people can be children and grown-ups.

I. Think of all the childrin you'know at home, or at shcool, or in the neighbor-
.

hood, or anywhere else. Which children would you most like to invite? (After
child has named a few, say, "Anyone else?")

II. The grown-ups can be any grown-ups you know andvant to invite; grown-ups
you know at home or at school or in your neighborhood, or anywhere at all. If

you want to have your mother and father, be sure to choose them. Who are the
grown-ups you are going to ask? (After child has named a few, say, "Anyone else ? ")

THE PICNIC a
(1) All the children and grown-ups meet at your house. To get tothe picnic,
you are going in two taxis. Since it's your birthday, you are going in the
first taxi. Vou sit in front with the taxi driver. There is room for other
people in your taxi. Who would you like to come with you in your taxi?
(unlimited)

(2) When you get to the picnic spot, you All decide to go .exploring. Everyone
wants to know what the place is like. So, you decide that some will walk up
the river and some down. You want,to go up the river because it looks exciting.
You can choose anybody there to goith you. Who would Au choose? (unlimited)
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(3) When you come back, you a1i tell each
saw. Then you decide that you will have a
with you, but you can't remember where you
help you find it?

CZ,
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other about the interesting things you
game of ball. You brought your ball
put it. Who are you going to ask to

I

Suppose that person is busy and can't come. Who would you ask next?

Suppose that person also couldn't come. Who would you ask next?,

0

(4) Now it's time for supper. There are two small tables at the picnic
grounds. You are going to sit at one and invite anybody there to sit with
you. Who would you ask? (unlimited).

(5.) Aft6. you have had all the good things to eat and cut the birthday cake and
opened your presents, you decide that you will walk over the fields toward a
farm hove by yourself. After you have crossed a field, you find you have

get over a fence. So you climb it, but you get stuck and can't get off.
So you call to someone to come help you. Who would you call?

Suppose that person didn't hear you, who.wo'uld you call for next?

And suppose that person didn't come, who would you cat for next?

(6) So they help you get off
get back to the picnic,place,
taxis come to take you home.
eaten too much birthday cake,

the fence, and everything is all right. When you
you find that it is getting dark. Soon the
You are tired now, and you feel as if you had
and you hope maybe you can go to sleep on the,

0 0 0 53
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way home. VW get into your taxi, and you choose the people who will ride in
the taxi with you. Who do you want to ride with you? (unjimited)

When you get home, everybody wishes you many happy bir,t.hdays, and you think
it Was the nicest birthday you ever had."

Academic Achievement

First grade. T e chi en in the first grade were given the Metropolitan
Reading Readiness Te t in the fall and will be given the Metropolitan Achievement
Test ary 1, Form F, in the spring. Differences between experimental and?
con rol qro s wil e compared by gain scores (percentile rank charges) on the
basis of the cores:ill the fall and 'spring.

Second i..adthe children in the second grade were given, the Metropolitan
Achievement Test, Primary 1, Form F, in thespring of 1971 and will be giver the
Metropolitan Achievement Test, Primary 2, Form F, in the spring of 1972. Differences
between experimental and control groups will be comapred. Gain scores (percentile
rank changes) will be compared for the experimental. and control groups on the
basis of their scores on the two measures.

Third grade. The children in the third grade wer' given the Metropolitan
Achievement lest, Primary 2, Form F, in the spring of 1971 and will be given the
Iowa Test of Basic Skills, Grade 3, in the spring of 1972. Differences between
experimental and control groups will be compared., Gain scores ( percentile ,rank ,

changes) will be compared for the experimental and control groups on the basis
of their scores on the two measures.

Playground behavior

Each child was observed for five minutes on the playground. The obsdrvation
was a behavior sample; every 30 seconds the child's behavior and the composition
of his play group was recorded.

The data was collected in the fall of 1971, Four categories of play were
recorded:

a

Physical aggression--child engaged in non - playful hitting, kicking, etc.

Verbal aggression - -child called another names, shouted obscenities, or
argued _angrily
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Non-Aggression--child playedinteractive gees and activities with others

isolation- -child was by,himself and was not interacting with others

The composition of play groups was also ecorded (number of blacks and whites,
number of boys and girls).

our observers established a'ieliability of over .80 for at lash 12 obser-
vations before they obseOved a_thild independently.

The questions to be answered by the observations are:

What per cent of time is spent in physical'aggression, verbal- aggression,
non-aggression, and isolation?

Are. play groups integrated by race and sex?
a".

Understanding Social Interaction

Each child will be told a story in the spring of 1972. After the story
is told, each child will be measured on his ability to interpret the feelings
and actions of the characters.

The story has not been selected.

Clinical Assessment

During the., last month of school a clinical psychologist will be asked to
"\,rate each child on his adjustment in relation to other children. -The .rating

scale to be used has not been devised asof the writing of this paper.

Future Plans fdr Project AWARE

Project AWARE meetings will be expanded into the five-year-old room, the
fourth grade, and the fifth grade. One half of each group will be presented
with the AWARE programs and the other half of the group will be given,another
program, i.e. health, social studies, etc.

The principal investigator will be in charge of coordinating the effort
at all levels--five-year-olds, Primary I,II9III and the Primiry fourth and
fifth grades. A research assistant will be selected and trained to work
with two of the groups; the principal investigator will work with four groups.

f
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The evaluation of the program with the new groups will follow the same
lines as the present study. There will be further expansion of role taking
assessment at all levels-7J New measures will include communication measures
for the fourth and fifth grades. Also The Tasks of Emotional Development;
a projective test, (Cohen and Weil, 1971) will be used to assess the
emotional and social adjustment.of children'in the Primary and .

fourth and fifth grades.,
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THE LANGUAGE EXPERIENCES AND ACTIVITIES PROJECT

Richard Elardo

Introduction

50

This paper. repr sents an attempt to review and summarize current theory and
research,on child .nguage acquisition for the purpose of deriving implications
for educationar.ractice. It also i a progress report on project LEAP (Language
Experiences and Activities Project), which was designed.to incorporate some of
the above implications in an experimental language training curriculum for-
two- and three-year-old day care children.

. . A considerable amount of thisa er will be devoted to explicating a
rationale for the language experiences rovted in project LEAP. As Brottman
(1968) noted in his iiionograph on language rOlediation for the disadvantaged
preschool child, rationales underlying the then existing language programs for
disidvantaged.children were not readily apparent and it was necessary to infer
them from the methodology employed. One underlying rationale, structure vs.
non-structure, received the most discussion'in Brottman's monograph. While
this dimension is certainly relevant, it doesmt answer the question of what
the focus of a language program should be. The following discussion is directed
to this topic.

\

The Acquisition of Grammar

One aspect of language which might serve as the focus of a compensatory
program is grammar. The question of whether or not disadvantaged children
suffer from deficits in grammatical ability is a complex one, Which requires
a distinction between competence and performance. According to Chomsky (1965),
competende refers to the speaker-learner's intrinsic knowledge of his language.
Linguists work chiefly in this domain as they attempt a characterization of
set of rules that express this knowledge of a language. The descriptive research
strategy of the grammarian has been outlined recently by Shulman (1970). He

explained that when a linguist confronts the problem Of writing a new grammar,
he generally begins by collecting a large corpus of speech from informants who
are designated a priori as "native speakers" of that language. The assertion
is then made that the speakers' capacities to perform the operations of speak-
ing and hearing their language rests upon the internalization of an underlying
system of rules. These rules are'usually said to be known tacitly or uncon-
sciously and Ore said to constitute the grammatical competence of the speaker.

if Once the linguist has collected his corpus Of speech, his taSk is then to
analyze it carefully in order to discover and make explicit that underlyttig
'rule system which is called the.grammar of that language (Chomsky, 1965P4

Performance v on the other hand,'refers to the use of language in actual

situations. Herd.the rules contained in a theory of competence are said to
operate to produce and to understand actual utterances, with factors such as

:memory span and social context playing a role.

The nativist position.. Linguists such as Chomsky (1957, 1965), Psycho-
linguists such as McNeill (1970), and Menyuk (1969, 1971) have, within the
framework of Chomsky's generative grammar, attempted to describe what rules,

OOOGO
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of grammar the child acquires. Their studies are typically observational and
consist of analyses of children's verbalizations at various ages. However,
these students of language have not been content to describe only what it is
that children acquire when they learn language, but they have also theorized

o s
about the ontogenesiTidered

to be the modern outgrowth of classical ration-
alism,

language. In general, their position on language

acquisition can be c
alism, in that they r

li

egard as important intrinsic structures in Mental opera-
tions and tend to support notions of innate ideas and principles /in learning.

Chomsky's 4(1957, 1965) theories of language acquisition have followed this
tradition. He has attempted to explain how children who are only four years
of e have the competence or theoretical capacity of generate an infinite
numbe) of novel sentences. According to Chomsky, this competence in innate,
is not a product of learning, and consists of an intuitive, tacit, and
unconscious grasp of the rules by which sentences are properly generated.
Because all normal children acquire essentially comparable grammars of great
complexity with remarkable rapidity, Chomsky, reasons that 43.an-bitRgs are
somehow specially designed to do this, and that they are born with a 'data-
handling' or '.hypothesis-formulating' ability of unknown character and

complexity. He discussed the form of a "Language.Acquisition Device" (LAD).

This othetical construct was said to receive primary linguistic data (a
cor s o speech from fluent speakers) as input, and to have grammatical

competenc as output. Diagrammatically:

Primary Linguistic Data .4 LAD ---) Grammar

51

In this manner, the child's knowledge of basic grammatical relations is
hypothesized, by Chomsky to be part of an innate linguistic capacity.

The linguistic-psycholinguistic position on thecontribution of experience
to language acquisition has been summarized by McNeill (1970). Focusing on the

acquisition of grammar, McNeill relates that what is known is largely negative:
"Learning does not take place through imitation; overt practice with linguistic
forms does not play a role" (p. 105).

In explaining the psycholinguistic position, he states that while children
imitate the speech of adults, this does not mean that the process of acquisition

is imitation. Similarly, overt practice on the part-of-the child is not felt to
be essential to the development of,a more advanced grammar, due to studies such

as the one by Ervin (1964). In her investigation of ,structural changes in
children's language, she noted that the regular past-tense inflection in Englis

was rare in the children studied, and that it appeared first on the frequent

strong verbs. However, in spite of the fact that their verbs Fad been us for

months with their correct irregular inflections, they were swept away by he

appearanceof the regular inflection as a rule of the child's grammar.

Psycholinguists have criticised learning theorists regarding the proper
interpretation of reinforcement in language acquisition. Assuming the commonly
accepted notion that parental approval often functions as a reinforcer for

various beh Tor of young children, Brown, Cazden and Bellugi (1968) examined
their records and recorded all instances of approval that occurred with their

three subjects. They found that approval was actually contingent on the truth
value of a child's statement, and not upon its grammatical form. For example,
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a child who said "That's Popeye's" would pe told "No" if it wasMickey's, but
could say under the same circumstances "That Mickey" and be told "Yes." Some-

. one has pointld out that in light on these circumstances, it amazing to note
that children grow up to speak grammatically, but not necessarily truthfully!

Presently, there seems to be partial agreement (an exception will be cited
below) that in terms of basic syntactic competence, disadvantaged children are
not significantly different from middle - class_ children. This conclusion may be
drawn from studies by Cazden (1965), Shriner '& Miner (19681: and Baratz (1968).
Cazden (1967) concluded that children's syntactic development does not appear
to be sensitive to differences in the quality of their mother's speech after an
examination of the acquisition of noun and verb inflections, and, similarly,
La Civita, Kean and Yamamoto (1966) reported that seven , nine-, and eleven-
year-old children from divergent social classes registered no differences in
knowledge of several grammatical rules.

Data provided by Osser (1966) appear to be discrepant with that just cited.
Osser studied the.. speech of twenty "grossly deprived" Negro five-year-olds in
Baltimore and performed a transformational analysis identical to that of Menyuk
(1961, 1963). He found that his subjects exhibited a much narrower range of
syntactic structures than did Menyuk's White middle-class children of Brookline,
Masachusetts. He also discovered extreme individual differences within the
group observed, Oser concluded that theoretical positions which downgrade
environmental factors in favor of maturational factors in language development
must take account of certain very great intragroup and intergroup. differences.
in language patterns. Nevertheless, those of the linguistic-psycholinguistic
position maintain that the'majority of evidence supports peir contention that
language acquisition and development occur because the child brings sufficient
innate conceptual capacities to the language learning situation, and then uses
experience (language input) solely to eliminate his false hypothesis about the
rules of language. Furthermore, they believe that there are no important
differences among children of different social classes with respect to the
rules that comprise their grammatical competence or in the speed with which
children acquire these rules. A study of the evidence on this topic has con-
vinced both Plumer (1970) and Moore (1971) that differences in syntactic
competence are not important barriers to communication for the young disad-
vantaged child and should not be the focus of preschool language training.

Dialect Differences 40

Another aspect of language which could serve as a focus of a preschool
language program is dialect. Recently much attention has been devoted to the
question of whether or not nonstandard Negro English is in some way linguisti-
cally deficient when compared to standard English (see Baratz & Baratz, 1970).
If so, then perhaps language programs should attempt to change the Black pre
school child's dialect.

Currently debated as the- "deficit- difference controversy" (see Williams,
1970), the issue involves those who on the one hand view the language of the
poverty child as deficient, (Keutsch, 1965; Hess & Shipman, 1967; Bernstein,
1965; and Bereiter &Engelmann, 196) and those who on the other hand feel
that much language should rather be termed "different" (Stewart, 1965*, Labov,
1970; Shuy, 1970). This latter group, comprised of linguists and sociolinguists,
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admonish the others that.speech variations among groups of people should, not be

assumed to be variatip4 in linguistic. complexity, sophistication, or development

and that such variatibm. instead reflect distinctions among quite normal and
well-developed, but different, linguistic or dialect systems. As williams (1970)

observed, the deficit Ortion puts the onus of the poverty problem on the poor,
whereas the difference position puts the onus on all of society in the sense of

discrimination. Many complicated issues are obviously involved in this contro-

versy. -One involves a'possible confusion of cognitive deficits with linguistic

differences. Frequenty, the disadvantaged Black child comes from such an
unstimulating environment that he lacks the cognitive functions of language even

in his-own dialect.

One can, of course, accept the notion that the speech pattern of certain
groups may not necessarily be deficient, but nevertheless believe that they
should be changed to approximate the patterns of standard English for other

reasons -- i.e., the chance for increased social mobility in a predominantly

white-middle-class society. Attempts to alter non-s andard dialects,however,
have consistently failed (Cohen, 1966; John, 1967). n one attempt, perhaps

the most intensive and, long -term effort to alter diale t (three years), Lin

(°l965). worked with college-freshmen four days a week, employing tapes, role
playing, and other supplementary materials for pattern drill, largely on noun

'and verb inflectioh and agreement. Results were inconclusive, but Lin admitted

that a nine-month period was insufficient to produce a single completely

bidi- alectical student. In terms of the much younger preschool Black child,

who is likely to be even less motivated than-Lin's freshmen to alter his dialect,

it appears that'constant dialectical "correction" is quite likely to lead to

frustration.

As Horner (1968) cautioned, a danger inherent in continuous "correction"

of speech is that effort is wasted on form at a time when it is far more impor-

tant to help the child become proficient in the use of language.- Therefore, it

must be concluded that preschool language programs for the disadvantaged should

not focus on altering dialects. This does not mean, however, that programs in

elementary school should necessarily refrain from attempts to produce bidialecti-

cal students. After all, many elementary school pupils learn More than one

lan ua e, which appears to be a more .difficult task than mastering' two dialects

of the same language.
0

Cognitive' Aspects of Language

Another aspect of language which could serve as the basis for a preschool

language program is- cognitive in nature. Adherent of Piaget's position (see
C--Sfinclair-de-Zwart, 1969) prefer to conceptualize language as an aspect of cogni-

tion and refer to it as only one part of a totality within the symbolic system.

Piaget is said to believe that language is not the source of logic, but rathe?'

is structured by logic. Thus, intelligence is not viewed simply as a set of

linguistic structures. Studies supporting Piaget's hypothesis (Hatwell, 1964;

Voyat, 1970) indicate that an emphasis on the cognitive aspects of language is",

desirable in preschool language programs. Several studies (Jeruchimowicz,

Costello & Bagur, 1971; John,1963; Templin, 1957 }'have indicated that disad-

vantaged children are more likely to obtain lower vocabulary definition scores

than middle-class children, and some recent preschool language programs (Engel-

mann, Osborn & Engelmann, 1969; Blank & Solomon, 1968) have attempted to con-

centrate on the cognitive-linguistic-semantic aspect of language discussed here.
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While these attempts will not be critiqued here, further delineation of Piaget's
position may enale the reader who is familiar with them to devise his own
critique. Piaget would view the vocabulary problems of the disadvantaged child
as arising from a lack of social experience: ,this is derived from his view that
language is a part of.overall intellectual activity. The implication for educa-
tion to be drawn from this notion, according to Furth (1966), is that schools
should strengthen the foundations of thought upon which any particular learning
is based. This implies that preschool language programs should make provision
to not simply teach words, but conce ts. Voyat (1972), in a discussion of
thinking before language, feels t at caution must be exercised in the teaching
of vocabulary. He does not question the teaching of words, but rather their
premature imposition upon the child before he'Vnas acquired the concepts that
underlie them.. In terms.of the proper pedagogy for preschool vocabulary train,..,
ing, as far as logical concepts are concerned, the implication is that the child
should be allowed to act upon the environment and not simply engage in passive
listening. This will enable the child to structure his action on objects in
such a way that the logical process, and thus the linguistic pocess, will be
meaningfully enhanced.

Functional Aspects of Language /c

Bernstein (1965) described the linguistic backwardness of lower-class
children not in terms of their basic competence, but rather in terms of func-
tional or performance handica . e believes that the cognitively simpler
demands for communication lower-class environments leads to the development
of a restricted language ode. He stated, The most general condition for the
emergence of this code is a social relationship based upon a common,extensive
set of closely-shared identifications and expectations self-consciously held by
the members" (p. 455). Restricted speech is said to lack explicitness in
reference and description, with meanings likely to be concrete.

Bernstein feels that/kiddie-class children tend to possess both a restricted
and an elaborated code; where many lower-class children are said to be limited
to the restricted code. Elaborated codes are said to be possessed by those who
frequently symbolize their intentions in a verbally explicit form. Whereas the
restricted code is bound closely to a particular situation, the elaborated code,
with its more frequent adjectives, clauses and phrases, is more able to communi-
cate independent of specific contexts. Experimental work has tended to substan-
tiate Bernstein's contention about the class relatbdness of the codes, and also
about their linguistic characteristics (Bernstein, 1962; Loban, 1963; Krauss &
Rotter, 1968). Typical of these studies was that ofjIeider (1968). He fotind

that his lower-class subjects often employed metaphorical description when asked
to communicate (It's like a boat") while the middle-class children employed a
more analytic style involving more verbalization of detail ("It has a little
opening at the top and there are sharp points on both sides"). Support for
Bernstein's notion of language codes came from Cazden (1965) who reported that
one of her lower-class subjects had more advanced grammatical development than
did her middle-class subjects, yet he was poorer in terms of reference and
explicit description. 'This highlighted the notion that theiower-class child
may possess satisfactory linguistic competence when compared to the middle class

`child but is likely to be deficient in aspects of language performance -- i.e.,
he is more likely to employ a restricted code.
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According to Moore (1971), this functional aspect of lan age should serve
as .n impo tant focus for preschool language programs for the `disadvantaged. He
note, tha the following circumstances require the use of an elaborated code:.

"(1) Speakers cannot rely on previously accumulated shared information.

(2) .The speaker is required to take his listener into account by
specifically naming referents which are not present or about
which his listener lacks information.

(3) The bulk of the communication load falls on the language code
itself, as opposed to such extra linguistic activities such as
pointing, voice intonation, etc." (p. 21)

The implication from the above position for those involved with planning a

language program for the disadvantaged would be to design learning tasks which
would successively impose more and more of the above cognitive demands on a
disadvantaged child, so that he might develop an improved language of reference
which becomes less and less dependent upon visual "props" Vn the communication
situation.

A further aspect of language function which Moore (1971) recommended be
dealt with in a compensatory language program involves the evidence (see Hess
and. Shipman, 1965) which suggests that lower-class children exhibit a hestancy
to-question, to initiate verbal interaction with adults, and, in general, to
gain information thre.0 verbal means.

Focus of the Present Study

The Language ' xperiences and ActivitiesoProject was designed to identify
and provide a language-stimulating environment for children ranging in age from
18 to 40 months. The experiences and activities which constitute the experi-
mental treatment have not been totally designed in advance, but instead arise
and evolve weekly, in an attempt to match the abilities of the children. An
underlying rationale, was, however, agreed upon in advance. That was to focus
daily experiences and activities on the cognitive and the functional aspects
of langua as described above.

Strategic to facilitate language acquisition were derived from both
transformations and S-R theories of language. That is, children were provided
with a rich and v ied sample of adult speech, with the adult verbalizing the
child's actions to him, as well as expending and-modeling the child's u er-
ances -- these suggestions are derived from transformational theory (see Cazden,
1965). Also included in many daily exercises. were suggestions from behaviorists
for facilitating the acquisition of language concepts, as the reader will note
below when the Su --)R 3 S114- paradigm is explained. Therefore, an eclectic
approach to pedagogy was employed in this study, in an attempt to draw useful
ideas from both.theoretical positions.

As the reader will note from the followirig procedure section, exercises
designed to stimulate functional language use were not employed with the two-
year-old group, and were introduced only dul.ing the'fourth month with the
three-year-old group, sine it was a this time the staff felt that the children
were finally "ready" to work toward these difficult objectives.
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Method

Subjects: Two-Year-Old Groua

Thirteen children ranging in age from 17 to 26 months of age participated
in this part of the study. Tables I and II contain further demographic data ,

on these children, all of whom are enrolled in the educational day care program
at the Center for Early Development and Education.

Three-Year-Old Group

Sixteen children ranging in age from two years, two months to three years,
eleven months participated in this part of the study. Tables III and IV contain
additional data on these children, who also attend the Center for Early Develop-
ment and Education.

Experimental Design

A pretest-posttest control group design (Campbell and Stanley, 1963) was
employed for both the two-'and three-year-old groups:

R 01 XE 02

R 03 Xc 04

R = random assignment to groups

01 and 03 = pretesting (see Tables I-IV for data)

02 and 04 =lsttesting

XE = the groups that received the experimental treatment

Xc = the control groups, which received a placebo treatment

The Experimental Treatments

The exper ental treatment for the two-year olds consisted of daily (except
Fridays) one-h if hour sessions of language stimulation (to be described in
detail below) conducted by the author and a research assistant. The adult-thild
ratio for the two-year-Old experimental group was one to three.

The experimental treatment for the three-year olds also consisted of daily
(except Fridays) one-half hour sessions of language stimulation (as described
below). The adult-child ratio for the three-year-old experimental group was one
to four. These children were taken out of their regular classroom for the
language training, while control children remained in the regular classroom.

1

In an attempt to control for experimenter effects and the effects of extra
attention, a placebo treatment was employed with control children of both age
groups. On each morning during the experimental sessions, one of three research
assistants assigned to this project on a rotating basis spent the one-half hour

. 00066



www.manaraa.com

'a

57

period with the control groups. When with the control children, the research
assistant asked this teacher for direction as to how to interact, as well as for
curriculum materials: the teacher might, for example, provide a book to read, to

the children. The principal investigator interacted with control children also;
however, this typically occurred later in the day. In summary, it is possible
to say that any experimental effect which may be obtained in this study is likely
to due to the curriculum employed during the experimental language training
sessions, and not to teacher variables or the Hawthorne effect.

Evaluation

The do-year-old groups were'pretested with the Bayley Scales of Infant
Development (Bayley, 1969) and the Preschool Language Scale (Zimmerman, Steiner,
and Evatt, 1969). This data is presented iniTables I and II. A Language Concept
Test for two-year olds is being devised and will serve as an additional posttest
for this group%

The three-year-old groUps were pretested with the Illinois Test of Psycho-
linguistic Abilities (Kirk, McCarthy, and Kirk, 1968), the Stanford-Binet
(Terman and Merrill, 1960), the Assessment of Children's Language Comprehension
Scale (Foster, Giddan, and Stark, 1969), and the Expressive Vocabulary Inventory
(Stern, 1968). This data is presented in Tables III and IV. An additional
posttest for this_group will be a story-retelling task adapted from Blank and

Frank (1971). Stories retold by children of the experimental and control groups
Will be analyzed for mean length of utterance and mean number of different words
per utterance, which will be combined to form a language complexity score.
Data on this measure have been obtained from the previous year's three-year-old
class at the Center for Early Development and Education. This class will
therefore serve as an additional control group, since it was comparable and

did not have a formal language development program.
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Procedure (Two-Year-Old experimental Group) \

During the first month, language comprehension was stressed. When three
snack items were placed before them and they were asked,,"Take your milk,"
"Take your napkin: etc. their task was to- learn to select the proper item.
They learned ,what tit do when asked to "Throw away your garbage" by being led to
-the can and helped to throw away'their trash hile all the time the adult was
labeling the evert verbally and praising the child's performance.

.A geneeal procedure was next followed whibh involved the adult's labeling
the actions the children liked to perforai, If a child was dialing the phone,
the adult would say "Oh! You can dial the phone"; if another was throwing a
ball the adult said "Throw the ball to me! Over a period of several wee14,
the children came to comprehend these sentences and others like them -- such
as "Turn,t*pages," "Kick the ball," "Sweep with'the broom," "Pat the dolly,"
".Write on the board," "Put the blocks in the can" etc. That is, if the sen-
tence athne was said to a child'and the object referred to was in the room,
the child would (usually)go and perform the action.

During the second month, children were shown specially prepared 8 1/2 X
11" cards with two pictures on them. Pictures were cut from magazines and
were of common items: a dog, 'a car, a baby, a house, a bird, etc. GI-he adult
woOd wander from child tb child, staying with each as long as interest was
maintained, usually about:five minutes. A child was shown, for example the
card with the dog and the-baby on it and asked "Point to the doggie." tier
a two-week period the children satisfactorily learned to do this with 15
different cards.

At this time, children also learned to verbally imitate the sounds of
kseveral different animals.

During the third month, employing the same general procedure of approach-
ing a child during free play and prompting and modeling the appropriate perfor=
mance for him, the children all (at different rates, Of course) learned to do
these actions when asked: Blink your eyes, roll over, put youi. hands in the
air, touch your nose (and other body parts), crawl on the floor, clap hands,
'lie down. They learned to point to various parts'of their room when asked:
the table, the door, the window, the light, etc.,

During this third month work on language production was begun. A good
part of this involved encouraging the children to imitatb common'noUns: The
experimenter sat at the children's table with a bag full of various kinds of
r6i,p, and the children squeled when he produced a piece from the bag.
the children were toia'"This is an apple" and took turns trying to say "a p e"
and touching it. This was a procedure which the children enjoyed, as evidenced
by the fact that they voluntarily remained seated in a group for 15 minutes.

o
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At the beginning of the ourth month of work with the children, operant
conditioning techniques we'- employed for the purpose of increasing the iumber
and quality of the children's utterances. This was the general paradigm:

Light Swttch:
Child sees light. switch
and waits to bejpicked
up to play with'it.
Adult asks child to'say
"Pick me up," or-simply
"Up" for the less
advanced children.

Blocks:
Child sees .adult has
made pile of blo4s.
Child approaches to
knock pile down.,
Adult says "Say
knock em down!"

S

R

Child says "Up"

f

o S
R+

Adult lifts child to play
with light switch

Child says "Knock Adult lets child tumble blocks
em down!"

17

Car: Child says "Push Adult pushes child
Child sits in car me please."
waiting to by pushed.
Adult says TSay push
me please"

Airplanes Mobile:
Child looks up at
'Planes. Adult says
"Say see airplanes"

This technique makes use of the Premack prjnc4le (see Premack, 1965) in
e that one behavior (playing with light switches, cars:%blocks, etc.) is usedto

reinforce mother behavior (vocalization). Coupled with the principle of sha in
(see Skinner, 1953), which provides the means to in ividualize instruction, t e
two principles provided a 'broadly generalizable ped gogical technique which was
incorporated into the language program from this po nt:onward. It was not
instigated until he experimenters had become well nown to the children; it
appears that good rapport is crucual to,Ithe success of thistechnique with two
year olds.

During the fourth month of the study (February, 1972) the additional
stimulation technique of sociodramatic play is being employed. The children
were at first apprehensive 011 the morning the principal investigator appeared
in a home-made monster mask, but soon each child asked for a turn to wear it,
and all learned to say the three word combination "go

' way, monster:"

Child gays "See Adult lifts child up and lets
Airplanes" him touch the airplanes.
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Procedure (Three-Year-Old. Experimental Group)

The first two months with the three-year olds were spent working
exclusively on aspe;ts of language comprehension. During this period, no
child was placed in a situation in which he was expected to talk. Instead,
sessions were devoted to expanding the children's upderstanding of language.
Activities were varied so that children were not expected to always remain
seated. For example, seated exercises typically involved responding to earn
an item,of food on the daily snack menu. Fifteen common items from the
children's room were obtained, and first two, then three and more items were
placed in front of each child. If the item were a comb, a black, and a doll,
the experimenter might say "Give me the block." Incorrect responses were
followed by practice naming each item and an immediate repeat of the question.
This procedure was also used several times 1ditfi pictures of objects, including
items- from the "Assessment of Children's Language Comprehension" Test -- some
teaching of this test was employed. An example of a less restrictive activity
employed during this time involved giving each child a doll sand getting the
child to make the doll follow a list of verbal instructions: "Make the doll:
stand up; run, sit on the floor," etc. During the third month we continued
with work primarily centered on language comprehension exercises, which were
by this time increased in difficulty from Acognition type items, "Show me
the ball" to more difficult items requiring the comprehension of description,
"Show me the one that can bounce." Exercises were also increased in difficulty
by adding more elements to the request., "Give me the rubberband,and the block"
was asked when the child had an assortment of objects from which to choose.
At this point, the concept of TOR' was taught by saying "GIVE me one thing,
the pencil or the da11."

Stories were told to the children at least once a week. The author,
devised ten short stories which could be concretely epresented in front of
the children-r-and these were employed."This is Sus is one such story),
five lines in length: "Thisvis Susie. She can and up, and she can sit
down. She can walk slowly, and she can run qiiic ly. Susie can wave 'Hello."
Sometimes Susie stands on her head, like this." Children were given the doT1,
Susie, after Hearing the story several times, and then helped to perform and
urrate the story on their own. This general procedure was followed with
all stories.,

The fourth month's exercises included many involving more complex
communication situations. The three-year olds were gradually given practice
in describing objects to others in the absence of the actual objects. For
example, iif a child were shown a piece of paper and could successfully name it,
it Was removed and the child was then asked to tell h\ow paper can be used,
or what he likes to do with paper.

Another tituation which proved to work well and which imposed some of
the cognitiv6(demands previously discussed involved taking one child away
from the group into anAther room, where the experimenter performed some action
which the child was to go report to the others. For the less advanced
children, the adult verbally labeled his own actions: "See Johnny, I'm
cutting this paper in half." Johnny would run back and report, "He be cuttin'
that paper." For other children, the experimenter would merely say "Watch
me and go tell them what I do." Some of the actions were: Stand on chair,
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drink a coke, jump up and down, draw a picture, put a flower in hair, read a
book. This task was varied in'several ways in succeeding weeks to maintain
interest in the activity -- the experimenter in one instance wore a mask,
and on.cseveral other days the experimenter employed puppets to perform the
actions. Other exercises of this'nature were devised.: One activity centered
around the construction of a doll house. Shown a pile of disassembled pieces,

children were asked "Waht is it? "What shall we do with it?" "How can we

put it together?" Later, while leaving the room and with the doll house put
'away, each child was asked "Waht did we do in here today?" All except the ,t

youngest boy were able to say at least "We made a doll house." Some could
,

answer "How" with "We used some tape."

Presently, during the fifth month, the above types of procedures are
being continued. Additionally, another exercise has loen initiated for the
purpose of pr viding practice in initiating verbal interaction%with adults.
Instead of th procedure followed to this point during language lab, in
which childr n were typically expected to answer a question to earn a part of
their morning snack, they were now expected to ask a question to get their

snacks. A separate snack table was set up in 6ecorner of the room, and a
research assistant reminded the children that it was snack time. She said

to go over and say, "May I have my napkin please?" The experimenter, while
sitting behind the snack table, would speak (and produce the snack item) only
when spoken to. After one week with ithis procedure, the 'children enjoy it
and it has become routine. Ways are now being devised to increase the
cognitive demands inherent in this situation.

0

Ak)

Future Plans

Future plans include, of course, the post-testing and analysis of results

of this project. Additionally, many visitors,to the center have expressed an
interest in the language-building experiences and activities which comprise
the experimental treatment of this study. These daily exercises will therefore

be assembled into a booklet for distribution and possible publication.

It is also the author's intent to expand the Language Experiences and
Activities Project to include four- and five-year-old children during the

next school year.
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chapter III TRAINING

The Center training program covers the traditional categories of pre-service
and in-service and is designed to be comprehensive enough to cover all staff members
of the Center.

\,

Pre-Service Training

This is a fairly r ef (either one or two weeks), concentrated period of
training offered in late summer for all persons on the staff. It is scheduled
the only time each year when child care is not provided (although there are
usually one or two cOldrenof staff members sitting in on the sessions), and the
topics introduced and those that are appropriate at each time period. That is,
the pre-servi.ce sessions held in 1971 were quite different,from those offered in
1969, as 9 large proportion of the current staff has been with the project since
the begifining and no longer needed a review of the philosophy and-objectives of
the project. However, there are always some new staff members joining at that
time, so some of the sess.i.ons will review basic facts about the project and will
be attended only by incoming staff while others will deal with current topics and
will be offered to the entire group. For example, last summer it appeared that not
all the staff fully grasped the ethics of intervention research, and one full day .

of the training period was devoted to this topic. *.

The format for this training involves staff participation as much as possible.
Although initially we brought in some outside speakers to cover special topics for
these sessions, we are now more prone to have someone on the staff lead a discussion
on an assigned topic. Toward the end of this period the teachers spend part of the
time (letting their classrooms ready for the children.

VS

In-Service Training

The major thrust of our training involves contjnuous staff training at all
levels throughout the year. As described in the paper in Appendix A, it is not
always easy to find a time when all staff members can get together. However, with
skillful deployment of available staff, we have succeeded in making arrangement
to have almost everybody together once a week and. tb have relevant subgroups
together at other times.

We have at least four regular training seminars that are on-going through-
out the year:

1) Research Staff Seminar. This is a weekly meeting for all research
e personnel, and has alrea y been discussed in Chapter II.

2) Workshop in Early Childhood Education. This is a weekly training seminar
offered by the project director and attended by all the preparatory teachers and
practice teaching students. In this seminar we cover relevant topics on an ad libitum
basis. For example, during the spring of 1972 our outline includes: a review of
basic Piaget; comparative aspects of play; ecology of early childhood settings;
current evidence on the continuing controversy betweeen structured and unstructured
ptograms.
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3) Aide Seminar.
1

The aides'training program is an essential component
of the Center activities. Adults who have the regular responsibility of teaching
and caring for the needs of young children should have a continuing inservice ,J

training program which allows them tg discuss problems and learn new techniques
with the assistance of professional personnel.

The aides'training is planned toogive a brief condensed overview of the
objectives of the project followed by basic concepts of child development. The
positive approach to child care is foremost in our training sessions.' These
training sessions are designed to give the aides a feeling of,worth and dignit
in their roles as teaching assistants.

Some of the weekly training sessions are planned to:

Develop a. psychological attitude which allows children to develop to their
maximum potential without pressures o resentment;

Establish a sense of responsibility for the learning environment;

Demonstrate the use of new and unfamiliar jeaching materials;

Review and discuss current issues in child development and education;
0

Give aides exposure to experts in the field of child development, and
education through lectures, movies, literature, demonstrations, and
observations.

Each aide has done a special research project on the age group that she
is assigned to work with. The results of each studyAave been discussed in our
weekly meetings.

Ways of dealing with common problems of children are shared, and group
knowledgels brought to bear on Persistent problems that occur in allIgroups.

4) Faculty Forum. This iv our weekly period when all of the elementary
and preparatory teaching staff and most of the other staff members get together.
Some of the sessions in this Forum are devoted to trouble-shooting. For example,
at the beginning of this semester when the new practice teaching program was
introduced, it was riot met with immediate acceptance. Quite the reverse; several
teachers did not like it at all. Accordingly the next session of the Forum was
turned over to a discussion of how we could modify it in order to meet the ,

objections of the elementary teachers who resisted some components of the plan.
The Forum has been every effective in working through situational problems that
come up from time to time.

By far most of the sessions of the*Forum are devoted to a joint exploration
of topics of interest to the staff. Topics are chosen by a committee th tates r
each year. We have been amazingly successful in bringing in for these s ons
(usually with no honoraria) many of the community's outstanding leaders. For
example, in recent sessions we have hosted the director of the Arkansas Art Center,

1
This section was written by Mrs. Faustenia Bomar.
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the head of the local Office of Economic Opportunity, a dynamic social worker
from Yale University, who demonstrated techniques of holding class discussions
with children, the state director of Title I programs, etc. In forthcoming
sessions we will be hosting.one of the lawyers from the firm that is generally
the plaintiff in all desegregation suits against4the local school board and, in
an "equal time" arrangement, the lawyer (recently elevated to national proffinence
as -a Supreme Court nominee) who has represented the board. Because such speakers
have much to offer the community, and because there is no comparable training
program to this in any other Little Rock school, we have opened these sessions to
persons from the entire community and always have from one to a dozen non-staff
persons in'attendance.

Student Training

Every semester there are approximately ten students enrolled in the University
of Arkansas'who do their practice teaching with us. Beginning in January 1972 we
introduced a new format for this vital learning experience. Most of us on the staff
are quite excited about this, as we feel it offers a truly unique training experience/
to the young men and women who will staff our schools of the future. The plan was
not instituted without opposition, as there were objections to parts of it from
both our parent department (Elementary Education) in the University and from supervisory
personnel in the Little Rock School District. It was thoroughly discussed at the
November 1971 meeting of the Center's Institutional Advisory council and approved
for a trial run during the spring semester. Thus at this point in time we are just
about half way through the first trial of the plan. Our plan is to evaluate it at the
end of the semester (in terms of university student reaction, Kramer teacher reaction,
and Kramer pupil reaction) and revise it as necessary for next fall. A quick
summary of the early reactions is that the students lOve it -- in fact, we have not
durifig our existence seen students so excited about anything -- but some of the lead
teachers (really only one) object strenuously to it. We would appreciate reactions
from any of the review panel members who have had experience in this:type of training
to the major ideas of our plan.

Mr.Stephen Lehane of our staff was primarily responsible for the design of
the program and was the author of the description which follows.

Student Teacher Training Program

The y ung men and women who choose to participate in the Center's Apprentice
ship in Teaching Pedagogy will for the most part bring with them an unchanneled
reservoir of idealism, hope and commitment. We who have-assumed the responsibility
of channeling the reservoir must extend our energies and talents in order to chart
the best possible course for these apprentice teachers. The following 'represents
such a chart that should provide apprentice, master (i.e. cooperating teacher) and
supervising faculty a rich and rewarding course of action.

Basically the apprentice will be guided through two channels, one dredged
deep in theory and the other in practice. The former, a seminar, will consist of
an-integrated course in Developmental Teaching Pedagogy, for both the master and
apprentice.
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The course will encompass the three integrated spheres of the child,
ile4thool, and the teacher with.an intent of revealing how each is undergoing
a dynamic evolvement, though at %filch different intensities, that gaps result
which ten4d to undermine the harmonious integration of these spheres. Of the gapsthe most obvious ones are the generational distance between child and teacher and
the ideological chasm separating those who champion the old and new pedagogy;
although less obvious but perhaps more threatening is the gap or lag resulting
from the disparity between the traditional conceptualization of the teacher's
role and the burgeoning new role being assumed by the school in its attempts to
Meet the complexNveds of a highly technological and continuously evolving society.

With the seminar representing such a collage of participants (apprentice,master, and professional educator's) it is anticipated that these gaps will be at
least analyzed and perhaps even bridged. If possible it might be desirable forcredit and/or an honorarium to be negotiated for the master for his or her partici-
pation' in the Seminar.

It seems fitting that the apprentice's training should refledt the Center'sm6st unique feature -- its developmental population, an aggregate of children who
range in age from infancy to adolescehce, the span which has been tradittonally a

employed to demarcate the "whole of childhood:" Historically the spirit that-has
germinated the enlightened concept that the whole child is necessary for.teacher
preparation preparation can be traced from Comenius to Dewey. However, it is rare
for students to have the opportunity for exposure to'a wide age spread of children
during their training.

. . .

Extensive exposure to the "whole child" is indispensable, as teaching is an
art form fashioned through extensive contact with its medium, the child. "While
substantive and methodological coursesiflas William James asserted, "provide the
scientificground rules which determine the admissable and acceptable norms that
this art can assume, these rules would invariably govern a silent vaccum if the arthas not been cultivated." rt is unfortunate that most new teachers are products of
institutions which either by necessity or by choice segregated them from children
while immersing them' in ground rules. Similarly, most practicing teachers graduallyspecialize in an-age group thereby becoming increasingly entrapped in a situation
which prevents the maturing,of a genuine developmental orientation.

The child-centered position as enunciated above is not unprecedented; however,
what is unique is our desire to feature it at the,center of our teacher education
program. Its centrality is predicated upon the proposition that systematic and
extensive exposure to the whole child provides the necessary foundation for'
developing a teacher who, can creatively manage both the social order and scholaStic
learning. Despite the fact that the whole-child experience' must be tqueezed into
the prevailing certification lquirements, its integrity can be maintained by adhering
to the plan which follows:

The plan fundamentally entails allocating the apprentices time to the following
age quadrants: Quad I, 6 months - 2 years; Quad II, 3-5 years; Quad III, 6-8 years;
Quad IV, 9-12 years. Some time during the semester will be spent in each Quad. The
amount of time that each apprentic allocates to these different Quads will depend
upon his Major and his Minor levels of concentration.
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The Major represents the age level or Quad that the apprentice wishes to
specialize in; thus he will allocate approximately 2/3 of his classroom' time to

f
the Quip f his specialization. The Minor represents an age level or Quad of
SecondaV interest; thus the apprentice will consign approximately/1/5 of his
classroo time to his Quad of Secondary interest.

The Major, which exposes the apprentice and master to leach other's pedagogical
styles, is intended to result in a synthesis or bridging of styles. The Minor
willallow the apprentice the opportunity to design and execute methods and materials
that are relevant to the teacher's Changing role as augured by our highly technol-
electronic changing society. For instance an apprentice can fashion/a humanistic
model of teaching tiat could mirror Dr. Phyllis Elardo's AWARE program.

Though the Minor relegates the apprentice to a Quad other than that of his
Specialization, it is to be fiiiiiafnat any general concepts he deve7ops in one Quadcan be extrapolated to another. The Minor, by virtue of its experimental nature, willthrust the apprentice into a collegality with the res'eafch members of the Center,as well as with other teachers and stud,nts.

The Narrative Case Study

In addition to the continuity made possible by exposure to children ofdifferent ages, each student will have an oppirity to do an extensive case studyof an individual' child. This will involve a se ster long exposure for the apprenticeof both the school and home life of the child. During this time the apprentice willbe.-composing a diary describing his relationship with the child. To enhance the
apprentice's sensitivity of the child's perceptions an ecological frame of referencewill be applied to the diary. The bases for this ecological analysis will be drawnfrom Lewn's (1951) psychological

ecology advanced by Ortega Gasset (Commanger, 1950).The application of the latter two conceptual tools should add a unique dimension tothis case study.

As the reader wades through the text it will be obvious that this is a highlycompacted and compressodlorogram that ideally should be protracted over Iwo semesters.However in light of the present arrangement between the University and the Centerthis protraction cannot be immediately realized; thus the program will be portrayed-

as 'a one semester experience.

The Quads and Levels of Concentration will be orchestrated in the following
faihion:

Phase 1: Week§T=4. Practice: This initial experience will consist ofrotating all the apprentices through the 4 Quads, one Quad per week. The morningsof this phase will be utilized by the apprentice to observe and also to carry outunder supervision plans designed in advance by the master. These plans will ensurethat the apprentice has the opportunity to participate and not merely observe in thevarious Quads. As this phase is consumated the apprentice should have dec d hisMinor and Master.

Theory: Week 1 - Three one hour afternoon sessions
will be consumed by aSeminar that will consist of presenting the philosophy of the Project by membersof the Center, School District, University,c7d_lcommunity. Some of this orientation
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Week 2-4 will entail the introduction to the Developmental Teaching Pedagogy.It w e employed s a frame of reference to analyze the classroom practices of theappr ce and maste teachers while also providing mopportunity to discuss social,.
moral, and developmental issues related to Pedagogy. iThe Seminar mill' meet for 3,one hour sessions er week 'at approximately 2:30 - 3:30. One of these hours will .be

o consumedbyparti ipating in the Faculty Foram. The latter an inservice component
which consists of weekly'presentations by'eminent Speakers jw se topi s are intendedto probe issues ital to the child, teacher, and the school.

Phase 2 'Weeks 5-8- Practices: Half the apprentices time will be'devoted'to hts Major hd the other 1141f to ,his Minor. All the apprentices who Major i rS oneQuad will resenpa po 1. "Ileachers who have children reflectthg each of the Quads.may,dEpwmpki 'these pools; no apprentice is to consign more than 3/4 of this phase
to any CM aster teacher in his Quad,. This will assureAthe apprentice a variety of
exposUrp to teachers, within his Major. Schedules will, be organized to 1l ow
appre4tices to spend theirmornings in the,Quads.I an I e pr school.

1W
ek 5. Each day the apOrentiCe w411 jointly design with the master,maste

but,sal y execute the daily activities for one group cdmooted of 3 to 4 children.
One vi eotape of each apprentice will be made for crAtiquing in the Seminar, For hisinter m nt in tie minor the apprentice will adhere'to plans solely developed by thete he ;

Week 6. ,Jointly design and solely execute.for ,groUps. other videotape)
be made. .

Week 7-8. Jointly design and solely execute for 3 groups not to exceed'mor4'.'
than half of the classroom's children.

.'

i
.

Theory: The theme of the Seminar for this phase wi I be on learning as it is
.introduced°by teachers, processed by children,and used bi thee)school and society.

A\ 0 ,

Micro Teaching as pioneered by Allen (1963) will be used to analve the teacher's
instructional role. (One session per week can be dmoted to crittquing.)!*

Cognitive D
if.

. .

lopment'of the child as expretged by Piaget, Vygotsky, Bruner.,
Kendler, et al (A ) will be employed to describe'the chiid's.developmental learning, processes.

, .
.

.

Sociological Analysis inspired by Durkheim and Parsons (Dreeben, 1968) will
explore the way the school its into the 'larger society and plays,an economic as well
as an academic role.

,,

*! (Video tape ana sis and feedback for apprentice and master teachers Will be the
format Used througho t a,11 the phases 'fur the teacher sphere.),

**. The critique's could onene by the masteror the principal.: This would save
survival time, but wed have to find others.
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Phase 3: Weeks 9-12. Practice: Two thirdg of the apprentices time'will now
be-allocated to his Major and 1/3 to his-Minor. 1-4e scheduling of Major and MinOr
times will be individually negotiated in such a way that 'one apprentice may have a
complete day for. the minor.

Weeks 9-10. Jointly design and solely execute two complete classroom days
1-67BV-Aiing the entire class.

eMeeks 11-12. Solely design and execute the above.'

Theory: The Seminar's theme for this phase will consist of analyzing the Social
concepts under which teachers, children and schools function.

Molar Teaching as researched by Flanders and Bellack (Simon and Boyer,.1967) will
be used to analyze the teachers social role as will become evident as one/reads.. Through
this program the study of teaching will begin with an analysis of Very small or micro
behaviors, then progress to molar or larger purposive social behavior and Tinally
Culminate in an analysis of the macro elements (space, time, materials, etc.) that
influence teaching.

-Social Dpvelopment as conceptualized by Erickson, BettelheiM, et al (Ausubel and-
Sullivan, 1970) will bp used to characterize the social role of schooled children.

An instrumentalist philosophical position will be used to analyze the social order
that schools impose on children.,!

,

.Phase 4: Weeks 13-15. Practice: The major, will consume the. apprentice's total
time, with the 'exception of his hourly case stuci)

Week 13-15. The apprentice and master will jointly plan and execute/the'week
for the entire class. However,'the master teacher's role dui" g execution will be
ancillary and subordinate to the apprentice who will assume-t e teaching leadership.

Theory: This phase will involve seminars concerning the extenuating environ-
mental influences upon teachers, children, and.schoors.

Macro Teaching will analyze the ecological classroom factors reported by GuMp
and Barker (1963) and Caldwell (1971) that influence a teacher's functioning.

Emotional Development is important dimension of the child -which i,s utpally Beyond
the direct influence of the school will be analyzed. The prevailing humanistic
morality of our culture will be used to analyze the morality promoted by schooling.

Phase 5: Week 16. Practice: Mornings assigned to Field Trips encompassing
alternative modes to contemporary schooling.

Theory: Afternoons will concentrate on the teacher's proTessional role as
,

it
relates to Educational change and innovation. Each apprentice will discuss his case
study in diary form. ,

9

Supervision and Evaluation

All supervisors will be drawn from the Center's professional staff, and all
will participate in the Seminar. Final evaluations for both the theory and practice
sessions will reflect a composite drawn from the different participating supervisors.
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Chapter IV OUTREAMACTIVITIES

The Kramer projettiaNad the good fortune of not having to exert itself
for outreach activities; rather the world has come to us. We have been continuously
humble at the steady stream of visitors who come to find out what we are doing, how
we are doing it, and then go back°to their communities to try to develop similar
programs. Such visits make us all the more aware of the areas in which we have not
lived up to our own collective expectations and increase our resolve to wolk through
these problems.

The major piece of publicity the project has had came through an article
written hy Mr. Ted Irwin for Parade, the magazine supplement included with many of
the Sunday papers distributed throughout the country. A copy of this article is
enclosed as Appendix L. The response to thiss4rticle has been overwhelming, even
though we were aware of the wide distribution of the magazine. To us it demonstrates
convincingly the interest in this type of project and the responsive chord struck
by our public school-university model.

9

In addition to this national publicity, we have received a great deal of
local attention. One of the Little Rock neWtpapers featured an article on Dr. Elardo's
Project AWARE for Valentine's Defy. Even though t could have overly sentimentalized
the project, we felt that it was very sensitively wri ten and gave a good distant
lockat the aims of the project. A copy of this articl is enclosed as Appendix M.

Recently the project directordelivered one of the four lectures on day cark
sponsored by Pacific Oaks College in Pasadena, California. The text of the lecture
is enclosed as Appendix G. 'Whilein the Los Angeles area, the project director was
interviewed for'several radio programs and also interviewed by a reporter for the
Los Angeles Times, Mrs. Ursula Vils. The article appeared in the Times several days\
after the Pacific Oaks lecture, but4we,-Telt that it, contained some important ideaS
for the lay public to have about day care. A copy of the article is enclosed as
Appendix N.

The SACUS workshop on Infant Day Care has already been described, so no
furthe space will be givento it. Here it is significant to note that most of
the 20 participants visited Kramer during the workshop. Our philosciphy and our
ideas re heavily represented in the pOlication, and we consider it another
important activity.

Although we have no publication to show for it, an important international
type of outreach occurred last May when the project director was one of the four
,faculty members for the Inter-American Symposium on Early Stimulation, sponsored
by the Panamanian Institute for Special ducation. This provided Anique oppor-
tunity to introduce the Kramer ideas to presentatives of pediatrics, psychology,
education, physiotherapy, social work, B occupational therapy from all over,Latin
America. For the project director, this seminar was one of the highlights of the
year.

Our greatest concern in outreach activities for the future is to increase
our local impact. It may seem ironiap but we are probably better known Panama,\
and California than we are in Littld7Rock. Our Faculty Forums have become e, such
high quality this year that we feel selfish On keeping the meetings to oursel\es.
Therefore, we have decided to open them to the local educational community an
now routinely invite all elementary peincipals and teachers who can attend.
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number of private citizens particularly int este'd in early child development
have been attending regularly. During our ext year, our major thrust of outreach
activities will be oriented locally.

\) Several people have asked us a question that is always upsetting to
scientist or a professional: "Who handles your public relations?" Nobody handlesour public relations, and we are not sure we could absorb all the attention ifanyone did! We are convinced that the attention the project ha's.received is simply(related that ours is an idea whose time has come. And when that happens, people
discover you.

r\
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future Plans

How will Kramer develop i-n the future? At this time we are half way through

our third year (really-only our second year in the elementary division), and

we have only twd-years remaining under the original five-year plan. We now have

our research program so well-organized that we confidently expect to have major
contributtons to make in terms of increasing our understanding of child develop-

ment. Thi excellent organization of the research gives us some time and energy

to apply to our greatest challenge--making our school into the "school of the dream."

Education Division Plans

Throuqhout.this year the staff has been undergoing a fairly Intense (and

not always comfortable) internal evaluation. At a number of sessions/ 9f the

Faculty Forum ye have made suggestions, considered alternatives, aired grievances,

and in general' applied our collective talents and energies to the task of improving

the school., Yet, in truth--and why even in a progress. report should one tell

other than the truth--we are not certain that we have succeeded. We know that

we have not reached anything like the goal we set for ourselves. Parents in

general are very pleased with the school and our efforts to improve the educational

environment of their children (witness the comments made by several parents -to

the author of the Parade article); the kids are happy and can regale you frith

reasons why they would Tather to be in Kramer than any othAschool (see th
comments in Append-TX A); all of the teachers are committed to the importance f'

ourItask, and most see this task with something of the project.director's evan e-

lical fervor; and yet we have not yet "put it all together."

The Advisory Council' Retreat

In preparation for this progress report, the project director arranged a

two-day "retreat" in early February for all the major persons serving in an

institutional advisory capacity to the project. No parents attended the meeting,

as we do, not perceive any real problems in our relations with parents. All of

the supervisory staff attended part of the time, and for the remainder of the

sessions only the'project director represented the staff. Although not.an official

member of the Advisory Council, the new Dean of the College of Education attended

the full time, and Little Rock's new Superintendent of Schools attended at least

half the time. sAlso invited to attend was Dr. Marvin-Fairman, a new faculty member

in the College of Education, a specialist in eduetional administration.

In the opening session of this retreat, every member had an oppo'rtunity to

make a position statement and to bring up any problems or issues needing attention

froth the group. Interestingly, there were no problems brought up that related to

the conduct of the research. We-seem even to have solved the traditionally
difficult pf.oblem of conducting research in a public school.without making people

feel uncomfortable or defensive.
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During this retreat'it became increasingly obvious that our major problems,
if .we have any, are administrative.rather than conceptual. Each sponsoring organi-
zation is fully behind the project, and each feels pride in our accomplishment.
However, both the personnel from the College of Education of the University and
from the Little Rock School District share the project director's conviction that
our administrative lines are too fuzzy to permit the most efficient operation of
the project.

In no place can this be seen more clearly than in respect to the project
director's role in relation to the school principal. Within the guidelines of the
Little Rock School District, the principal has the full responsibility for the
operation of the school. Within the gUidelines of this research grant, the project
director has the final responsibility for the conduct of the project. Is the
principal responsible to the project director? Is the project director responsible
to the principal in terms of decisions that directl affect management of the
school? Fortunately there have always been amicable relations between the principals
who have been assigned to Kramer and the project di ctor. . But should that not be
the case, how are difficulties to be arbitrated? Anticipating this role ambiguity
at the outset, we conceptualized one and the same person as principal of the
school and education coordinator of the'project. In general, th1.2s has worked
.very well, and there has never been any sort of true confrontation between the
"project" and the "school." .BUt it could happen, and we allfeel the need for
greater role clarity in this respect.

This ambiguity of role definition is nowhere more apparent than in the
elementary teachers. Although all teachers who have been appointed since the
project began have been approved by the principal'and the project director, there
are still several teachers in the school who were there when we began and who
did not necessarily choose to be affiliated with the project. Most of these
teachers, we feel, would, if given a choice, remain at Kramer rather than 11 e

another school. (One of the decisions made at the retreat, incidenta , was
that every teacher would be privately interviewed and given such a choice before
the end of the current school year.) However, even for'those Who asked for an
assignment to the project scho61, the lines of authority are confusing. To what
extent do they rely on project supervisors' to assist in their ed ati al and
disciplinary problems, and -bp' what extent do they look to perviso
personnel of ,the District? pp such conflict is appar for the preparat ry teachers,
as they do not fall within /he boundaries of the D' rict supervision and hus must
rely, on project personnel.

Such ambiguity is no problem when al opinions about what should be'done are
in harmony. Nor is it a real problem en one needs something that cannot be
obtained from one source--one y tries the other source: But it is a very
real and present danger there is a differe9ce of opinion about what is to

e -. en o discipline the children, how to group into classes', whether
or not to cooperate.with a new and unliked practice teaching plan. At those times
the oneness dissolves into the "We's" and the "They's"--"They are doing something
in our school." A case in point: Recently when one of the teachers felt she had
a legitimate complaint about the practice teaching situation, she talked about it
to the principal (as she should). The principal reminded her that the plan had
been approved by the Advisory Council of the Center, which has three representatives
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of the Little Rock School District on it, including the man in charge of practice
teaching in all Little Rock elementary schools. As the teacher was still not
satisfied, the principal asked for a meeting of the teacher, the principal, and
the, project director. At this meeting the complaint was heard, and it was indeed
a legitimate ono. The teacher has a large class of under-achievers with a grade-
level spread of` approximately five years. Because all practice-teaching students
during the first month of the program spend some time with children in all age
groups represented in the school, no teacher has a teaching Intern full-time
during this time. Obviously, the teacher needed help, and the project director
indicated that the help could be provided by utilization of other project resources- -
having one of the preparatory teachers help out every day during nap period, having
more of this particular teacher's children spend part of the day in the resource
room, etc.--but that the student teaching plan could not be chandeCto allow her
a full-time student at that time. We had agreed to try it for a full semester
and then re-evaluate it, and had we given up at that time we would,have never
known how well it would work. At first the teacher accepted this decision,
agreeing that what she needed was help, not merely another student. However, the
next day she decided that she shoul call the Director of Elementary Education
for the District and register a complaint--which, according to our understanding
of the boxes op our administrative chart, she should not have done. No har as

done to either the project or th training plan, as the Director of Elemen ary
Education backed up our decision to try the plan for a semester. 'However, the
anecdote effectively illustrates why we are concerned about administrative ambiguitie

0

Dr. Marvin Fairman, who participated in our planning retreat, is doing a
study of the Kramer-project administrative structure and is making recommendatiOns
to those of us with responsibility for making future plans. These will then be
reacted to by the Center's Advisory Council and be put into effect during the
summer of 1972. We feel that this is an extremely important task and'one which
should notbe delayed. A

Research Plans

Several of our major research, endeavors will continue right on through the
summer and fall--LOIS (Longitudinal Observation and Intervention Study), AWARE

(Human Relations program), and LEAP (Language Enrichment Activities Program). In

the lattttwo'projects, the summer will be spent analyzing data obtained this year
and planning future strategies. Next year AWARE will be extended downward to the
kindergarten and upward toward the fourth grade, and LEAP will extend downward to

the infants.

One of the major changes needed in 04--,research design is a way to cope with
the flact that we have much greater mobility than had been anticipated. Families -

move into'and out of the Kramer attendance area, and our goal of following a stable
population of children all the way from preschool through the elementary years is
proving unrealistic. Accordingly, we have been thinking about ways of continuing
a high-impact type of subsequent enrichment for our children who have had the early

childhood intervention. Although our concept is still a bit fuzzy, we should like
to describe it at least briefly.

p
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It seems to us that what is going to be necessary to test the major hypothesis
bf this study--that early intervention plus sustained enrichment will accomplish
more for a child than either type of intervention offered in isolation--is sustained
contact with the child, regardless of where he goes to school. Thus, even though
we will not diminish our efforts to upgrade our elementary program, we cannot
accept the loss of so many children whd have been in our early childhood program,
Obviously the families who move out of the Kramer area do not go to any one geo-
graphic area of-the city or to any one elementary school. Thus it seemed to us
that,an individualized type of post-preparatory support was going to be necessary.

When thinking'about the kind of person we needed for such an endeavor -- someone
who could help the family obtain needed resources or services, one who could tutor
(like Doonesbury) who could help keep the motivated, who could be a special friend- -
the co cept of thp child advocate came to mind. It seemed that what we needed was
a pers n who could, for an individual child, play the role of the child advocate.
As we ow conceptualize the task, we, would,like these advocates to work first
with the families. However, if the families do not or cannot mobilize themelves
to provide what the children need, then the advocates should offer direct help

.

to the children. A homely example can be found in the time-honored custom of -

parent-teacher conferences in lieu of a report card in the primary grades. If
the parent does not respond, the advocale will do everything possible toget the
parent to attend. However, if the parent, fails to appear, the advocate will be
there for the conference. We will be working to refine this concept over the summer
and plan to institute it on a pilot basis in the fall.

Improving Reading Instruction

For over a yearnow we have been eager to strengthen our reading program.
Learning to read is a major task for the elementary school, and we have many
children with.moderate to setere reading problems. None.of the original members
of the'senior research staff is a reading expert, and we have needed help friom
someone with competence in this field. We were delighted when Dr. Anna Heatherly,
a new assistant professor in the Department'of Elementary Education-, expressed
interest in being involved with the project and in strengthening the reading
program. Beginning in the. summer, Dr. Heatherly will be with us half-time, and in
the fall she will initiate her own research into the reading process. We are
particularly delighted with this arrangement, as'we not only needed greater strength
in this,area but also find her approach to reading tOMpatible with our own guiding
developmental theory. Dr. Heatherly has prepared the following description of
her proposed researchf

. Conservation and Reading Readiness

A recent article by Athey (1971) has stated that no model of language as
it functions in reading presently exists, specifically, models relating
language growth to the emergence of. cognitive maturation.

Since reading is a product of both cognition and language,a clarification
of the relationship between these two functions is necessary to understand the
mental processes involved in reading.
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The ideal model of language is one that will recognize the interdependence
of coghitive maturation'and language development,, will clarify the respective
roles of genetic factors and learning, will account for all the variables involved,
and will take cognizance of the interaction among them. jhis research is designed
to provide a partial model to explain how language functions for children of
different ages and backgrounds in different social and educational contexts.

The research will not 'View reading as a "skill" or even a bundle of skills,
but a system of social communication. In this view, the task of learning to read
is not a matter of breaking down the reading task into a number of component
.skills and determining tthe order in which the.se skills will be taught. Instead,
it involves above all the realization that the printed word is anather system of
communication analogois to speech. Hence as in spoken language where the child
learns to behave according to a set of induced rules, ldarning to read means
learning strategies for attacking and solving problems of recognition and meaning.

The research is based on the theoretical formulations of Piaget. The Piaget
model suggests that beginning to read is an integral part of an overall language
development.

That the attainment of conservation as measured by performance on Piaget6
tasks may be related to beginning reading instruction is only suggested in the
literature. Almy (1966) reported .a high correlation between conservation ability
and success in reading achievement .for first-grade children in a middle-class
school. A recent article by Raven and Slazer (1971) has suggested that the attain-
ment of conservation may be what constitutes readiness. Ausubel.(1962).has
stated, The child who has not achieved,reversibility in his thought processes
and who does not understand reciprocal relationships may lack the stability of
perception necessary for formal reading instruction (p, 93)." It is reversi-
bility, an essential component of conservation, which has been* referred to by
Henderson (1969) as the operation necessary to apply meaning to the printed page.
One by-product of the work of Elkind-and Deblinger,(1969) in constructing perceptbal
tests based on Piaget theory, was the observation that the children who performed
well on the tests were also better readers.

The major hypothesis to be examined through the research is that the
attainment of conservation, which is a characteristic of the stage of concrete
operations, is what constitutes' readiness for learning to read. This criterion
has been suggested by Raven and Saltzer (1971) and Heatherly (1971).

In terms of Piagetien psychology, the stage pf concrete operations makes
,possible idea testing rather Allan sivle word association. Herein lies a power-

2,ful. implication for the concept'of reading readiness--that comprehension, not word
recognition, is the prerequisite for beginning reading. One should not, expect
children to begin to read in any meaningful sense of that word, until this necessary
cognitive function has developed.

In order to examine the major hypothesis of the studY,'the following
experimental conditions will be included in the research:-
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1) A series of conservation tasks will 4-administered to children in the
study to determine the conservation status of each child. A Standardized
conservation test by Goldschmidt will be used as pre and post test measures.

2) Other variab1 such as chronological age, sex, IQ scores, and socio-
economic status may be considered.

3) Two groups of children will be'grouped as conservers andnon-conservers
and will be taught to read using identical methods and materials.. Differences
in performance between the two groups will,be examined.

4) Other groups of children grouped as conservers or non-conserves will
be in other reading situations such as: basal readers,language experience
groups, and materials of the Bereiter-Engleman type. Their language to a standard
stimulus will be analyzed as well.as their performance on pre and post measures
of conservation attainment.

5) Specific experiences designed to help children achieve conservation
status are also panned. These include experiences involving classification,
seriation, and ciao inclusion problems. Other activities designed for conser-
vation inducement rill be based on placing the child in a situation involving
social interaction. This would include activities such as reading to a child,
mapping the behavior of the child during the activity,,and interpreting the
behavior in terms of Piaget psychology. .

Summary

In this chapter we have highlighted a few of tile plans for our project for
the forthcoming year. Many other plans are in a formative stage and will be
described more fully in future reports. Our main tasks for the period immediately
ahead are to (1) obtain greater clarity in regard to our administrative structure,
and (2) to adapt our research design to a population that is more mobile than
we had anticipated. Without letup, we shall continue our efforts to create in
Kramer a "supportive environment' for all the children, for their parents, and .

for the staff.

O
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KRAMER SCHOOL -- SOMETHING FOR EVERYBODY

Bettye M. Caldwell
1,2

There is an old journalistic slogan which suggests that the way to write

a guaranteed best-seller is to write about God's mother's dog's flag. As each

of these topics is in itself appealing, all of them together should be irresis-

tible. In some ways, this formula, applies to Kramer School.-- or, more formally

to the Center for Early Development and Education jointly operated by the

University of Arkansas and the Little Rock Public Schools. We have come to be

known as the Kramer Project because the public school in which our program

operates, is the Frederick W. Kramer School. We are content with this designa-

tion, as the label accurately describes our functional identity even if it

does not connote our full range of activities.

Some Background Information.

The Kramer Project came into being ini1969 through.what was known:As the

"Special Facilities" grants program of the Children'sBureau. Each,fUnded

facility had to have demonstration, research, and training functions, and each

had to relate in some way-to the goal of improvement of the general welfare of

children and families.
0 "

The author had previously directed a research-based day care and edication

:program that offered comprehensive services to infants and young children and

their families but which lost contact with the child in when they reached public

school age. During that time her conviction had g wn that early childhood

0
education w uld never significantly impact the children of America until it

became part of public education. Also she was becoming increasingly aware that

the chasm between early childhood education and elementary education had to be

'bridged, Accordingly she was resolved to try to help design a new progran a
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special facility indeed that would proOlde age-appropriate developmental

guidance from early infancy tough the end of the childhobd years.

A move to Little'RoCk, Arkansas proved to be propitious for the pursuit
.

,'of that goal, as perSopnel in the Departmedt of Elementary Education of the

Uniersity of Arkansas expressed. interest in theoidea and established contacts

with the, administrative staff of the Little Rock Pubric 8chools,,who pledged.

cooperation provided outside funding could be securecW Ap agreeMent was

reached to designate one of the Little-Rock elementary schools as the project

school for a period of five to.seven years: Responsibility for implementing
O

in that school would be shared by the director of the prOjectand

of the'school with the help of guidance offered by an Advisory

the program

the princip

Couhtiqcons

.

P

isting-of representatiyes of the*Unil.fersity, the school district,

and the State Departkent of Education. For the better part of year a plan-

ning comMIttee (see Footnote 1) mat to Work out detailsOf the/project, and

0 0

finally a proposal was submitted to and approved by the Office of Child
.07

Development.

Selection of a Pro ect Site

7( The project school was to )e one which.' (1) was located in a section of

the'city'likely to have a size

2

ble,proportion of low-income Tidents; (2) had
0

a racially integratedpopulationi (3) ws in reasonably good condition,' and'

(4) 'had incomplete occupancy ich would allow'room for the,early.childhood

units. There was really only one school in the community that met all of thdse
.0

'criteria (extept the one aBbut be ng in reasonably good condition!) -. !Grazier

F

,

O Y
. °

School, situated squarely. in downtown. Little Rock;- built in 1895 of an,archi-
,

.
tectural style that can perhaps best be described as "Ameri8an Ugly." The

neighborhood itself is very interesting. Although technically integrated, it
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really contains assorted pockets of whites and blacks. It is surrounded on

two sides by luxury hotels and apartments, and on the other two by a church

and reasonably adequate 'housing. Around one corner is a fire station which

every Wednesday at noon tests the city's civil 'defense sirens at such a

decibel level that anyone having a tendency tooaudiogenVoeizures had beet

go for an early lunch, One block distant is the city's Museum of Natural

History, and just beyond.that a beautiful art muse

direction we cross a busy interstate highway which

Moving in anothet

ficially bisects the

community into east and-west (and our population into black and white).

Moving ih another direction we have the main hangout for the local hippie
0-

colony and the publication headquarters of the underground newspaper. In

another` direction we find Little Rock'd most famous house -- an ante-
,

bellum mansion occupied by a gracious and alert 90 -yea -old woman who graduated
.

before 1895 from the wooden school which preceded Kramer-on its site and which

burned down b0fore the present school was built. In short, it is an interesting

neighborhood, with many exciting thithgs to see and do within walking distance.

There is no compara8le neighborhood in the entire city.

Krader contains 13 classrooms plt3 an auditorium and a cafeteria and is

. ,considered a 500-child school. At the time the project was iaunched, there

were only 150 elementary4hildren rn_attendanceY.We have now added to-that

total approximately 100 children under six. This involves a total of 127

families and two foster homes. In addition to these children 'who are enrolled

,

in the school, oh a daily basis, approxiMately 150 additional families are

involved with the project through home visits and other research'activities.

Thus, altogether, the project touches the lives of approximately 400 children

0

and'their families. Of the total number of children, 60 pe.rcent are black and
o
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'40 percent are white: One-third of the children are from families receiving some

type of welfare (AFDC, PA), and onlythree-fifths of the children reside in two-

parent-families. Sixtvpercent of the mothers areemployed or in a training :

program. The modal occupation for both mothers and fathers is semi - skilled'.

cnly 35 percent of the mothers and 59 percent of the fathers have a high school

education or beyond,:

Components Of the,Program

Ip Kramer we have blended together a.number of program components;, each of

which in isolation would represent a worthwhile educationalendeavor but:all of

which put together in the right combination repreteni something more an.

exc ing p ogram model worthy,of consideration for 'adoption in other communitiee

concerned with deigning a school environment capable of meeting the needs of

young children and..064ii faMilies.
.

What are these components that make Kramer a special school? No one in

itself is unique., but, at the time the program was launched in 1969 (and even

at the time of this writing insofar as the author knows), no school had put

them all together in precisely this way.

1, Acoarehensiveearlchudhc2Era!Deinninininfanc. ..For over

a decade now we have been aware of t importance of experience during the early

years of life in enabling children abhieve their full develbpmental potential

(Hunt, 1961; Bloom, 1964). During this decade early childhood education, always

.01

either a step-child or a petitioner for educational legitimacy, has gained h new

lease on life. qaxperimentaleearly enrichment programs 63ordon and-Wilkerson,

'1966). appeared in a few settings during the early sixties and with. the launching

of Project Head Start in 165,-bIcame available to large numbers of children in
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xnerica for the first time. Almost-never, however, have prOgramsfor children

younger'th ',five been accepted do an integral part of public education.

Aocit. o the new programs "backed down" gradually front public school

entrance age which, depending on whether the state had public'kinde*artens,

meant either five - year -old S dr four-year-olds. An interesting, paradox in this

order of program-develdpment ru that Hunt and Bloom were widely quoted as

%

having marshaled evidenCe for, the validity of educational intervention in this

upper range of the traditional preschool years. Yet, 'Bloom's widely 'cited

apothegm -reminded us that approximately 50, percent ofthe'development of a

child'd intelligencerred 12X age four, not between fdur and five. Simi-
/

larly, Hunts(1964) speculated that from about 18 months onward the social
. .

environment was particularly important in shaping the behavior of the your
e

child. Had we not at that point in history been so justifiably phobic about

the possibly deterious consequences of putting children younger than three

into groupo,more people would probably have moved promptly to design 'programs

based on correct inferences from the data summarized by Hunt and Bloom.

These were especially meaningful in terms of conceptual analyses of early
F

development of the situation of the young child from underprivileged b'ackgrounds.

It is during the early years of life that the child'himself has the leaSt

II.

apability of selecting or influencing his environment and is at Yea t physi-

cally speaking, a prisoner of his home environment.' For yearp t'was assumed
0.

that most home environments.were equipotential in thqir patternof influence .

during infancy and that is was onlly in later years that differential influence

patterns could be detected. The absence of food descriptive data about t1e

early home environment permitted this stereotype to persist. Now, however

(CalEToIl Heider, and Kaplan, 1966; Wachs,.Uzgiris,lind'Hunt, 1971), we have,

evidence that, quite apart: from any inherent dimension of "goodness" or
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"badness, early environments contain as much diversity as is found in social

and physical environments available to older childken.' It is'in environments

that we have come to designate by that curiously misleading term, "middle class,"

that those characteriotic4-associated with developmental acceleratiOn are found

with -greater'cilosistency and in gr6ater abundance- Quite apart from any argil-
.

mpnt as to.whether home environments that lack these characteristics are

deficient or pimply different, one needs to be concerned'with arranging for

these characteristics if it cah be, demonstrated that young children need them

./
in order to )lave an opportunity to develop skills, and personality charcterio-

.

tics adaptive in the larger society to which all subcultural groups within a

region belong.

'Such is the strategy of the early education ampo eneof Kramer School.

It is based on a literal
o-

reaction to the lines of evidence that give us a

rationale-for early intervention programs (sge Caldwell,. 1970) and-that

evidencunistakably implies that the earlier the 'intervention the better.

d

Although at this point'in time we do notliave empirical evidence (Caldwell,

1971) that enrichment efforts begun in-infancy accaMplish,more than appropriate

intervention begun later in the early childhood period -- say at age three or
CI

four -- in terms of the theoretical xationale for such endeavors the potential

value of beginning during the earliest years cannot be ignored. Accordingly,

Kramer does not involve backing down,from first grada.but rather moving forward',

from bikth with activities designed te provide age-appropriate developmental.

supports.

In the early childhood component of our program, carefully arranged

0

educational experiences are provided young children from early infancy right

up'to the agg of formAl entry into public school. (In Arkansas this is still -

00101
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age six, ac public kindergartens are permissible tath r than Mandatoryoand are

k
available largely through private sources or through fe erally funded programs

for.children in low-income families.) From the age of c ti,months onward this

may be either in the form of home intervention offered on a biweekly basic or

in the form of enrollment in the formal educational program offered on .the

school premises. For those p9rticipating in the on-cite <schoo program, enroll-

ment may be either for half a day'or for the full day, depending 'op the family

7

employmentsituation. In terms of the amount of physical space aI'ilable in

the building and the size of the available staff, approximately 100 Children

can be enrolled in the school. program.
..,

One ok the things that makes Kramer Uhique is that these 100 chile an

younger than six go to school right in.the came building with their olde
p 1/

brothers dnd sisters. This, of course, has been true for public kinderga

. for many years and even for pre-kindergarten groups (usually just four-year olds,
A

though occasionally including three-year-olds) since the establi5hmentof

Had Start. As Krameris essentially a big cube holding up an assortment of

the turrets and towers andgables considered architecturally stylish in its

IP
day, there are no separate wings into which the little ones can be secluded

and no Iprtitionable playgrounds that can be assigned separately to older and

younger groups. Rather the, classes for the younger children are geographically,

contiguous to those- of the older children. 'The only exception to' this' arrange-

ment Wthe contingent of babies, who, because of lack of szitable space in

the main building that met fire and safety-standards, attend in a portable

classroom situated 'the school Campus. This immediate proxiMity of younger.

and older children facilitates many types of cross-age activities which, in a

more architecturally ideal physical setting, might. be arranged only with

W102
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difficulty. -It means that two or'three children from special education can help

, in the toddler room during snack time or lunch, that several kindergartenera

can do.theaame thing for the babies, that the fifth graders can arrange and

give a Valentine party for the three - year -olds, and soon. And, indeed,

activities such as these are everyday occu4renceo at Kramer. It also means

8

that when we have assemblies or apecial programs, the sixth graders can give.

the caregivers f;om Baby House a rest, and feel very grown-up and nurturant at

the °am° time, by holding babies on their laps during the program. AntPit

means that parents who are also encouraged to attend all ouch programa can

gather together all of their young Children and participate,,in the experience

as a family group.
C,,

In terms of the static aspects of the early childhood part Of the program,

the zhiadren,are enrolled in groups.thaf are reasonably hom9geneous in term

of developmental level -- babies, toddler°, threes, four°, and fives . There

are 12 babies and 16 toddlers in the two youngestgroups, and anywhere from

20 to 25 in each of the three temaining groups. The adult-child ratio is

kept at 1t4 in the two youngest groups, 1:5 in the three and'1:6-8 in the

-7

two oldest groups. JAE; absenteeism tends to he high in the youngest children,

we deliberately over-enroll in both the babliand toddler units in order'to

avoid under-utilization Of the facility.

If in bur old building we had more open space areas we woula encourage

multi-age grouping More than we are now able to do. However, in many ways we

had to design our. program to fit our building, and our cube.,,is divided into

self-contained classrooms. In such a setting,.activity and rest - ,cycles corre-
,

fated with age are hard to ignore, no matter how much one might:wish'to group

Chi;dr7n heterogeneously with respect to age. .Last year?, for example,,we found

ourselves in a diaastro& situation with our infants and toddlets who were
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together in the same i)drtable-olassroom. One pall bedroom containing six

cribs had been partitioned off so that the younger infants in the group would

have a Separate place to sleep. On paper it should have worked. But what

defeated the arrangemeht was the fact that most of the, babies wanted to go to

sleep around 11:00 6r 11:30 a.m. -- whiGp they were permitted to do -- whereas

the toddlers were not ready for a nap until 12:30 or 1:00 p.m., by which-time

the infants were.ready to get up and begin to play. In the absence of an area

_ o
large enough to permit separate sleeping areas for both the early and the

late resters, tee incompatible activity cycles made it necessary to divide

the infants and toddlers into separate geographic areas for the major home
. -

base assignments. Howefter in our settiog it is easy to find opportunities

to bring various groups together for parts of the day. In fact, all of the

Children except the youngest infants who come to school before 8:00 go into a

common receiving area, and all who remain after 3:30 are'regrouped into a

heterogeneous age group where they remain until their parents come to take

them home.

Because our entire educationa effort, including our home intervention

program, operates out of a public school, ige have eschewed the labels "pre4

school: and "preschoolers." It seems rather foolish to speak of our toddlers

as ".preschoolers" when they attend school every da , just as do their older

brothers and sisters. Also, as part of our conscious effort to unify the

. I

9

entire program.ond to break down the implicit chasm that all too often appears

to separate early childhood education from elementary education, we did not

0") wish to refd to part of the program as "school" and to anotber part as

"notschool" (which is a logical translation of "preschool"). Occasionally,

however, it.is neoessaryktal refer'to that part of the program which deals, with
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children under six, and unless we wanted to remain unified to the point Of

semantic absurdity. we had to came up with a descriptive phrase. Accordingly

-,

we refer to th9 children simply as "younger" and "older" and the program

components as "preparatory". and "elementary." Although the term "preparatory"

has within it some of the same contradictory elements as does the term "pre-

.pdhool" (we ard not technic,;ly preparing the children for school or lifed as

they are participating in school just as they are lilting life), it was the

best compromise we could cane up with at the time we needed a designation.

We rather like it.
A.

2. .ILazitaupanrofferAAayMIamicelemezamIcontinuitofdeveloeiltal

support. A few years ago'many of us who were impassioned advocates for more
'

early education made it sound as though we believed that enough programs

would solve all of Vie problems of poverty, would eliminate school drop-outs,

'and would make equal educational opportunity more than empty rhetoric. By
o a

d

creative intervention duridgthe early years of life, the child could possibly

be changed in such a way as to make him theeafter more receptive to whatever

educational fare might be forthcoming. This assum pti9n rested on the transla-

tion of what has been called the "critical period hypothesis" into the field

,of human developth-ent (see Caldwell, 1972). Asthe early years were Critical

for supporting cognitive and motivational development, corrective programs

instituted during this critical period would hopef ully produce changes whidh

would sustain the child through any subsequent experiences. When early evi-
,

.dence began to accumulate that it was not that easy (Karnes, 1969; Westinghouse

Learning Corporation, 1969), `same pushed the panic button and Vegan to claim

.

that the early experience was not critical after all. But, with the wisdom

that comes with hindsight, it now seems naive to have assumed that a small

0 OTO 5
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slice of enrichment early in the life cycle could have produced permanent

,changess If behavior at any point in time is an integrated functionl of the

individual's genetic potential, his pool.of accumulated attitudes and skills,

and of his current environmental situation, then it is fallacious to assume

that one could ever expect the work of the environtet to. be completed.

)7 The program implications of this point are obvious: no matter how

effective an early enrichment program might be, it must be followed by exposure
Air

to an environment offering a proper match between, the child's prevAks achieve-
,

ments and the experiences offered in the new environment. If children who do

make substantial gains in an early childhood piOgram are placed in an elementary

. ,

program planned on tile basis of,prqvious expectancies rather than on the actual

achievements ofrthe children, then the Samerate of ipgress should not be

expected.

This continuity is the second major component of the Kramer program.
.

Upon completion of the early childhood program, the child simply goes right on

up the educational ladder. By conscious design the kindergarten and the first

primary'classroom are adjacent to one another, and some children move back and

forth between the two areas for part of the day. In our setting this made more

sense than having the two classrooms duplicate one another in certain respects.

Fpr example, there are several children in the kindergarten who, by any standards,

are "ready" to learn to read. Likewise, there are a number of children in the

priMary who need a gfeat deal of readiness work. Rather than either permit each°

D
teacher to ignore these indicators of develbpmental progressrin the children or

require each one to complicate her teaching strategy to accommodlte the children

whose deviation from the performance level of the reMainder,of the group is

extreme, we have arranged a simple exchange. The main work period in the
.,
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kindergarten happens to coinc(de with the reading period in the primary Classroom,

do the kindergarten readers and the primary non-readers .simply4thange places.

The teachers an either side of the exchange repair alert to indicators that the
a'

arrangement is indeed providing a proper match for the children's continuing,-

development, and change can be made quickly in the event it should.be needed.

In limited space, it is not possible to describe all components of our

.elementary program. The underlying educational philosophy is identical to that

° which guides the preparatory program. We hay referred to our program as repro-
,

oenting an ecological model -- one whic/i i.concerned with environmental

design rather than curriculum development. Our ambitions for that environment
0

are quite expansive. We wane it to be one in which the children can develop

maximally as integrated social- cognitive- emotional- physical -moral human beings -7

in short, a supportive environment. .Pdrthermore,,we want them to be happy in

the process,.anawe want their behavior to be so rein forcing to the teachers

and other personneliin the school that their jobs are perceived as rewarding

and fulfilling,

. Me conceptualize the school environmentas consigLng of 'When, physical,

and temporal factors, all'of which taken together comprise the ecological system-

of the school.

Human factors involve all the 'social interactions4between adults and children,
SP

children and children, and adults wOh one another. They include the emotional

tone of the interactions, theextent to,which encounters between children and

teachers will be pleasureable rather than painful, and whither they convey mutual

respect and love or disdain and hostility. Physical,factors include all the

baching_materials and equipment and the-arrangement of space in the school.

AlthoUgh we think of physical factors as being less important tha the human

.0-1
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factors in the school-, they do indeed set limits'for program operation and must

be given careful consideration in environmental planning.. T6mporal factors

refer to the o anization of, events throughout'the school day,, to the way-things

are put together. They'can thus be consonant or dissonant with the child's

needs for .activity and rest and with limits of attentiveness set by his own

phypiologiCal maturity and'style of reacting.

The ecological system of the school overlaps and must be coordinated with

the ecosystems of the home and.the larger community. One of ,our operating

premises is that the greater the consistency among these ecosystems, and the,

greater the e*tent to which all encourage and support the sameNpatternd'of

development, the easier will be the developmental task of the children. In

all training endeavors, an attempt is made to help staff meml)erg think creatively

About how these factors can be programmed to help the children progress at.their

optimal rates.

-Our planning for the elementary program'has been sensitive to the voices

of responsible criticism of public education (e.g., Bruner, 1960; Cremin, 1961;

Goodlad, 1966;, Schaefer, 1967; Berman, 1968; Silberman, 1970)., It might be

escribed as currently lying about midway on a continuum ranging from a highly.

,

% str timed program on the rLght to a completely open program, acid moving towa4d
,

. the left. Our task-in the elementary division has been entirely different from '.
..;i .

.,

our early. Childhood task. The.latter-program we deve/oped and.started; the
4

former we have had to influence. ',It is not easy to change a school, as thousandS

of people who have tried ifr,the. past will testify.

e
We ha4e been at the task for about 18 months at the time of-this.writing,

and we have many tangible results to show for Our efforts. The'tOtal elementary
r-

asehool is now non-graded, d there is considerable movement of children from

. 0018
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one classroom to Another for participation in activities that might more appro-

r interests and achievements. The ollibrary has been

-converted-to a Learning Center (similar to What is called a Media Center in

most schools) where remedial work is offerecPin reading and math and where.

children can pursue interests individually.. We'have added an exciting iand highly

9,
'priately match the

appealing physical education program and an'art program. We have arranged weekly "

assembli during which ethnically relevant and culturally enriching programi-
4

tare presAted with the children themselves ihvolved in many of the programs.

One classroom has beenset up and called the Alternative Room. The activities
A

. .

of this room are highly fluid and last only as long as needed to trouble-shoot
4,

"4-*
some particular problem. a?or example, for n entire semester it operated as

a transition classroom for approximately half of the early primary childien who

were not able to respond to instruction in reading and math within the range
e

appropriate for the remainder of the class and who were so volatile and impul-

e- a,
sive as to need a more carefully con rolled classroom and more behavioral supports

. .

in order t&show developmental progress. This year the Alternative Room is-being

used forhildren who are simply unable to function in their regularly assigned

home classroom, generally because of behavior piroblems. We find this an extremely

valuable adjunct to the program and now wonder how,any school can function. without

0

such a service.

°

,Teacning activities for both elementary and pwaratory divisions are guided

by a lengthy list of 'Objettivesformulated in the area of communication (reading

and language arts), math, social living (social stvdies), and personal development.

The objectives are stated in the first person and are intended to serve as pro-

gress reports to children and parents as well as teaching guides for th

, instructors. The lists of objectives are not considered to be exhaustive, as it
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a.

is expected that every creative teacher will permit the children to pur ue their

own individual interests in.evefy aspect of the, curriculum. Mor in mar}yy instances

. k

are they presumed to have been sequenced perfectly. Most emphaticallyt a stated

objective isno't expeCted to carry with it a prescription of,how the objective

is to be achieved: Quite the cont; ry. One of our instructional premises is

)Tat thefe is no one"techniquathai.will work with every.child,And- we are,organ-

izing a curriculum library around thepe objectives to provide hints as to mu tiple

wags of approaching each objective. Furthermore, it is expected that, insofa as.I\

possible', achievement-of the objectives should permit the child to take the

initiative, with tacher intervention offered only as needed.

As stated above, we still have a long-way to.go 'n making our vision for

the element ry division become a full reality. It will be some time before the

full educe ional impact of the program can be understood. At this time, for

example, we have achievement data on only one group of children who had partici-

pated in at least one year of the preparatory program and Who have gone through

at least one level of the elementary program. These children' tested higher on

a group IQ test than a comparable groll'of cont*ols attending another Little

Rock school but did not show any substantial acceleration in reading or math,

We are convinced that there are dramatic differences in the children's attitudes

toward adults and toward authority in general. Almost every visitor comments,

for example, on how friendly and loving the children are to their teachers and

iother project staff members. As we are constantly monitoring their development

In many areas, we will soon be able to subSfantiate what kind'of change is

occurring, how muck and what type'of this change is associated with par

/
icipa-

d
1)

tion in the early childhood component of the schoOl and how Much is ue simplyw
to-changes being instituted at the elementary level.
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One of our most disconcerting problems is that there is less geographic

stability in the participating families than we had expected. Recently, the

Little Rock Rousing Authority took over 'six square blocks that lie within our

attendance boundaries, an act which involved 77 children enrolleein Kramer.

3.6

An interesting comment-on the extent to which the families perceive our-program

as offering them something of value can be found in the statistic that the
(")

3

families of 83 percent of the children under silfp2und,wayt3 to continue to

bring their children to Kramer, whereas only _20 percent of the elFentary

children were returnea,f,even though in some instances a family might have been

transporting younger children to the school. Granted that there are important

Iy-iactors in the situation (wanting children to7,establish friendship pat.*
7 -

.terris_in the new neighborhood, convenience associated with attendance at a
(

'school closer to the.new address, etc.), we have interpreted this as'indicating

that as yet we do not have a community image of being an_elementary school worth

taking extra effoA to attend whereas we apparently do have'that image at the k-

preparatory level.

3 a care for all children who need this service. ThOse who are at all

familiar withvthis author's point of view that,day cake can most logically and

economically be.expanded by.est'ablishing a liaison with public education (Cald-

well, 197].a, 1971b) will not 1cprised to learn that Kramer is an extendedAir

day school. The school opens at 6:30 a.m. and closes at 5:00 p.m., and all

children of,whatever age are welcome throughout that period. As would be

p expected, greatest use of the day care component is made by the parents of the

very young children, although a number of primary children remain for the

extended day. One of the c&terla by which the appeal of the school for the

children can be determined is,that the great, majority oT them arrive by 7:30
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6 U.
. ;.4}.

. C

to 7:45 in the morning, although 'School does not officially begin until 8`:30.

.
:

Breakfast is served to the*early arrivals who indicate that they were not fed

' at home. In the.late aftenoon many children who do nOt actually need after

.schoolcareremaininordertoparticipsteinthe organized playgroundactivi-
,

-,

, . rs. .

activi-

ties., The boys have had an opportunity to participate in'a city Boys' Club
,:. :

intramural sports program, and, because of the 'expert coadhing-they receive

from their physical education instructors, haye walked away with most local

sports trophies since the program.began.

We had originally planned to use the surplus. time in part to strengthen

the cognitive program - i.e., offer tutorial help, remedial'classes, etc.

During our first year we found out what we should havelpeen wise enough to

anticipate even without the experience -- tutorial help is not iihat the children

want at that time of day. The older children in particular need to be active

and free of too much supervision, cand we have tried to accommodate those needs

whileNetill ensuring safety. The most popular late day afestivitigs are organized
4,7.4 0

gamed and recreation, usually followinga seasonal pattern, and art: Sesame

Street havens to 'be telecast in our area in the late afternoon, and the younger

children who remain late are encouraged to watch that.

The school is licensed as a day care facility by the Arkansas Department

of Social and Rehabilitation Services, andoall the traditional day care supports

are offered as a regularepart of the program. 'In our early days we ran into

sdme'interesting problems associated with the fact that Health Departr,5ent

requirements are not identical in school facilities and day care facilities.

Sometimes we could meet one-but not the other, and, whenever there was any

disparity, we were expected to meet the more stringent ofith4 two. Reconciling

itch differences was actually a fairly easy jobYhowever, and we heartily

recommend more unions of thisort.

00112
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It has not been a marriage without problems, however. For example, when

school holidays come around, it is always hard to remind-the staff that%the
`to

day care. facility must stay open in order, to be of service to our families.,

Similarly, those who must come to work very early can feel resentment when

thevsee other staff members come in later and possibly leave earlier. AlEio,

, JO

, for the first year of our qperation, it was-hard to get across the idea that,

it was all right for the elementary children to remain after the formal school
P

hoUrs. In mo't of the schools across this n'tion, there is almost always one
.

staff member whose duty it is to get the children out the door ayd off the

campus as quickly, as possible! It_is not easy to break up old patterns such

as this one.

18

New ideas usually sell themselves when-they are recognized. as offering

something of value, and the day Care componeme\of the program has gradually won

converts from =brig the traditional School personnel in terms of the service it

offers.. Before the project began,.the principal used to come to work and find

50-75 children standing outside the door wanting .61) come inside, no matter what

the temperature or weather. Similarly, in the afternoon, there were hazards

associated with unsupervised play activities on the school grounds. Now the

availability of qualified personnelto provide a program for the children early

and late so that the regular teachers'need not feel either gUilty at not

responding to the children or frustrated that they cannot plan and get ready

because of the premature presence of children in the classrooms has Convinced

essentially everyone that all schools should offer extended day programs..

One final point shotld be made about the day care program. Unless their

parents work so that there is no one at home to care for them, children are not

encouraged to remain at school for the extended day. This applies to the younger
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as mell as the older children. That is, we have as a strong component of our

philosophy the importance of strengthening family-ties, and we do not wish to

encourage dilution of parent-child contacts merely by the avilability of the

extra school coverage. An occasional exception is made for children who

especially need to be in the program whose thothers.might decline to enroll them

. ,. .

for alialf-day only, claiming that'A is too much trouble to get them dressed

for such a short time
0

As stated earlier,admission to Kramer was originally determined solely

by geographic residence. Previously the population was me11171anced racially,

imt.during the present year there has been a plight decrease in the proportion,

of whites in attendance. As we want, to keep a population that includes a social

class mix as well,as a racial mix, we felt.the need to enroll a fewmore middle

class white children. Sevdial, of our teachers.who were securing day care for

their own young children elsewhere were very eager to enroll them in Kramer.

We saw in their interest an opportunity both to be of further service to our
, P

staff and help maintain a racial balance. This is workinso well that we

would like to evangelize so that the service could be available to all young

teachers. There is something very heart-warning about seeing a young mother-

teacher go to play with her baby on her break rather than rush to theVlounge

for a cup of coffee.
.

4. A broad research rogram n child develo ment and education. Reference

was made earlier to the fact that th= Kramer project is jointly sponsored by tb&.

University of Arkansas and the tittle \Rock School District. Although the univer-

sity was obviouSly interested in the challenge offered -by the opportunity to

influence public education and participate in the endeavor to design a model

school, the opportunity for the conduct of significant research in the setting
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was an even more powerful determinant of unive sity interest. In this paper it

is not possible to give more than a brief description of the many research

A -
activities that are part of the project. They range from the macrostudy -- the

development and evaluation of the impact of

microstudies which may be carried out over

which deal with circumscribed questions of

otal project concept --'to

fai ahort periods of time and

relevance for the total project.

The leitmotif of the research program concerns thedinfluence of the

environment on the development of the child. MorOlspecifically we'are'concerned

with such research topics as: home factors influencing early learning, ,inter-

relations among different types of learning (cognitive, social, emotional); the

predictability of early performance; the development of internalized behavioral

controls; naturalistic studies of classroom and home behaviorl-the'relatiVe

effectiveness of different types of enrichmentmodels;
,

the deveiopmecit of a

D
.

human relations program for the elementary school; the utility of pre-reading
4

,

training designed to foster the acquisition of conservation; thd'eveloPment of
. . ..

.

-,,- e
a language laboratory two- and three-year7olds; consonance anddissonance.

J,.,
.

. . .

between values for young children espoused by parents,and advocated by the

school. 1Different people on the staff are responsible for the direction and

conduct of the various studies, and reports will be forthcoming as the project§
0

are completed.
4

We are especially pleased that our research is conducted as/an integral part

of the school program, not as an extra feature that'has to be grafted on to the

regular activities. A possible reason for this is our dedication to a funda-

mental policy relating to all research personnel: everyone, including the

director,, is expected to give some time to working directly with the children

in a service capacity. All full-time research staff are required to spend at
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least one hour per day in such work. This sharing of what the teachers clearly

regard as the most demnding part of the work load helps create and maintain

good morale and helps to keep teachers and researchers attitudinally on the

same side of the fence. Weifeel that it helps to avoid the friction that can

d *
4,

develop when one group is seen as "doing research" on the other group. This

improved cameraderie is essentially a bonus from the policy; it was instituted

primarily because of the director's conviction that one learns about children

and generates researchable ideas only by interacting with' them.

5. A comprehensive array of supportive family services.. As. would be

expected from the description of the Xiamer neighborhood, the school is tnot
o

situated in a part of the city with cohesiveness among the residents and a

strong. feeling of community: 'Although the school is racially integrated (as
_

are virtually all of Little Rock's schools, contrary to the national stereotype)r

the neighborhood is not. Rath it contains pockets of white housing, and

pockets of black housing, sections inhabited by stable, long-term residents, and

sections where people come and go when the rent is due. In addition to the

lack of cohesiveness, it is an area in which most of the mothers work. As

the situation changes from time to time it is difficult to give a definitive
0

figure, but about 75 percent of our mothers are employed most of the time

one of our current classrooms, for example, we have one non-working mother, and

in the Baby House all mothers either work or are in training. These data are

. mentioned at the outset to make itrclear that it has not been easy to develop

a dynamic family service program.

The staff assigned primarily to family-oriented work consists of two

social workers, one school psychologist, and one aide. Within the project they

I
are referred to collectively as representing "supplementary services." One of

0 0 1 1 6
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the social workers handles the enrollment of children into the prograM, serving

as an information officer who lets the parent6 know what can be expected in the

school,' fills vacancies when,,they occur, makes home visits both to obtain and to

give information.

Internal duties involve such things as enrolling children in the program and

maintaining contact with families on the waiting list, contacting familieff of

chronically absent children (of whom we have very' few), helping acquaint families

with community resources that-the family might benefit from, arranging for

clothing and food distribution to needy. families and coordinating periodic

rummage sales, mainiainin4, and operating a-toy 14Ading library, providing a

o schodl guidan service tfor all childien showing learning or behavior problems,

offering.individual or group therapy to disturbed children, coordinating coffee

hours for all parents -- and on and on.

But the supplementary service personnel also Ilve duties which deal with

the interface between the community and the families. Monthly meeting6 are
0

held with a small group of parents who serve in ,the capacity of a "parent

,,,,.mounding board" (the group was originally designated by the formal title of
X

Community Advisory Council). The purpose of this group is to bring to the
1,3

attention of the family service worker who serves astchairman and thence

the project director any developments within the community that have relevance

for the project. Although subtle efforts have been made.to encourage concerns

with the larger community,, most of the tdpics brought up by this parent group

11,6.J.;t1 to the school. -- whether the teachers are too sasy or too hard on the

children, how the groups can be monitored as they walk to or from school,

what can be done to improve the playground, etc.

0 6 1 1 7
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In a program such as we have at Kramer, it c possible for family - 'oriented

activities to touch many familiea lightly or a few with intensity. Although

hopefully there is come impact'in even the fairly si..1pQrficial contacts we have°

with families'in such activities as enrolling a child or checking on an.absence,

our own perception is that our pattern of significant influence involves a very

small number of parents, mainly mothers. Essentially it ig the Dame mothers

who habitually volunteer to help arrange coffees, who turn up for the parent

discusaions, who sit on the advisory group, who check out toysfor their

children. From what:we have read (Chilman, 1972) and heard frOM others engaged

. ''
. in similar ventures, most other programs have the same.experi.en How to

.!. . .

teach the unreachable-families'remains a big challenge for the future,

G. A training program for staff and students. Our training activities may

be divided into the traditional pre-service-and in- service activities. As the

school. virtually never-closes, it is difficult to find a'time for the pre.service

program when all staff members can attend. Wejiave managed to find this time
-1)

in the late Summer each year. This is a time when many.famines 'are away on

vacation and when the need for, day care is dimiLshed. At this time the :1111.

ing c2ean'ng an: '71,,,rs are freshly varnished, and the staff
.

holds a ode or two-week training workshop. here are always some carry-over

personnel and some new personnel, so'in these training sessions an attempt SS

made to give new.personnel short courses in the history and philosophY of the

project and then have all participants consider together the important plan-

- ning and learning and preparation that need to be undertaken prior to the fall

opening. aC,

The in-service training goes on throughout the year. To be on the staff

of Kramer is to assume the attitude of a student -v we are ail learning all

00118
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the time. / attitudg appears to come rather easiliwto people in early

Childhood education, as, having been step-children of formal education for so

long anyway, they tend to be a bit self-effacing and,to caesurae that they cannot

know anything very important! Facetiousness aside, in the author's experience,

most teachers of young children appear to enjoy'-seeking new knowledge and trying

to develop new skills. Our credentialing system makes things somewhat different

with our elementary and secondary teachers -- they know how to teach, and they

have certificates to prove it And, of course, they are right. They do know

how to teach,. , and the educational. Cassandras who are crying out that they are

doing everything wrong probably have spent precious little time in A classroom

and have perhaps not coped without interruption for a single day with a roomful

of children.

Even though this author does not consider herself to be a harsh critic of

our school system, and though she decries dramatic declarations that our

schools are sick, or dead, or are killing our children, the very idea of this

project implies_that somehow the elementary school must not be doing a good job

or there would be-no need to try to modify it ,in order to provide continuity of

enrichment for the children who had been in the early childhood program. Thus

it would appear that a social scientist might expect from the outset differences

in the attitudes,toward the project.shown by the preparatory and the elementary

teachers. To the one group, the idea of the project translates to the third ear

as "what we do'is great. There is not a program in existence that gives enough

children exposure,to our talents and skills; therefore, we must develop such a

program." To the other group the project concept translates more like this:

"were is somethpg drastically wrong with the way we are now doing things. If

this were not so, the children who go through our classes would not have so much
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tiouble and demonstrate so many learning difficulipleo. If we were doing thingoo
474. e4

properly, certainly the little childri who have the necessary experiential back-

ground would continue to makeprog ess and would not develop academic and

behavior problemth"
dy

r4

Thesb hypo&tibal messages are elaborated here, as is our conviction

thatour aim of developing a unified early childhood- elmentary school program

was placed in jeopardy from the outset by theSe different implicit attitudes

called forth from personnel in the two divisions. Therefore, one of our major

training aims has been to help us all see our task from the same vantage point.
0

In a day care school, this is not-as easy as it might,sound, as it is

virtually impossible ever to get' everyone together, Our partial solution has

been to arrange movies for the children once a week an hour before ,x.egular

." dismissal time so that the bulk of the staff can get together for a FaCiilty

Forum. Teacher aides and the part-time physical education teachers supervise

the children during this time. This does not solve the problem of getting

teachers and aides together at the same time, but it does at least get the

teachers from the lower and upper diiiisions together.

Topics for this Forum are about evenly divided between sessions in which

new ideas are introduced (either by a staff member or an outside speaker) and

sessions inyhich problems al.e discussed and solutions sought. because of her

own lack of experience in public school settings, the author was unaware of the

extent to which this sort of "luxury" was unusual (at least in our community)

for elementary teachers. Most schools have faculty meetings only once a month,

and these are largely consumed by announcements and discussions of assignments)

they are seldom forums for the exchange of,ideas. In our meetings we have pro-1

ceeded from polite.listening to a willingness to bring up controversial topics
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and to be critical of some aspect of the program. (There must still be some

feelings of inferiority on the part of the preparatory teachers,'for1 w ile I

can think of instances in which an elementary teacher critiVized oometh ng

being'done in the preparatory division, I cannot recall any instances of reverse

criticism.) These peopiono in general have beentextremply,stimulating and

rewarding, so Much so that they are now being attended by supervisory personnel
n.

from the Little Rock School District and by other interested persons in the,

community. In addition to these large group sessions, many ad hoc training

sessions are arranged throughout the week to make neW plans or try totwork out

problems. Finally, staff training includes the provision of training modules

of varying dimensions on request e.g., a four-week unit on behavior mccafi-

cation, -a ten-week refresher on methods and materials, a semester course on

underotending elementary statistics. It has been our goal to arrange for all

.staff members who participate in these training sessions to receive appropriate

univeroity.credito for their involvement to date, however, this has not been

possible, It is eaoier to inflUence an elementary school than a. university!

Although it unpleasantly suggests a "separate but equal" philosophy, the

necessity that someone must always mind the store has mandated a different

training program for the teacher aides.. This is true only of in-service train-

ing, incidentally, for in the annual pre:service workshops the entire staff

meets as a single body. Our etience has been that, short of having a skilled

discussion leader symbolically pull their teeth, the aides will?not talk when

the training session includes the teachers and other professional staff members.

In the Aide's Forum, practical skills have been emphasized, but at the same

time they have received an excellent background course in child devdlopment. At

the time of this writing, the aides themsellies are in the process of writing a

training manual for others in similar situations.-
..,
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The remaining major component of our training endeavors involves Urciversi

6 A

f,

o $fildents. These are either graduate studepts,who take courses taught J?1, one

of the staff members.who'also hold academic positions in the university,.. z,

advanced candidates doing their divertation fesearch under the guiddnoe'

k i'.:-. . ,
. -, .: '

.

of the author, Or undergraduate Students doing practice teaching. -it is only

With the last group that our training program is unique and merits description

here.

The practice teaching students 'come to us during their&last semester --
et

after having completed all their foundations and methods courses but often with

little or no practical experience in working with children (certainly. Witti no

sustained ekperience). All students deolare in advance the grade level` (though

we are nongraded) with which they prefer to work. In addition to their teaching' -

4,nternship, the students also take with IT a nondescript course called "Senior

Seminar," intended to bean introduction to the world of the professional teaches.

Obviously the most salient feature of Kramer is the wide age range of

children participating ii the program. What better environment could one find

to help give students that often Praised but seldom achieved "developmental

orientation"? Thus, even though the students had requested a particular level

advance, we wished to expose them to children throughout the available'age

range. The two major divisions (preparatory and dlementary) were each subdivided

again, resulting in'four quads: babies-toddlers, three's to five's, primary,
61

upper elementary. Each student elects to major in one of these quads and to

minor in another, and each is assigned to all four quads for some period of

timg during the semester. For the first month the students rotate among the

quads, getting to know the children and mainly observing the teachers, During

the second month they move into their major classrooms for three days a week
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,and spend the remaining days in their minor quad. their respOnsibilitiee

4.

are limited, and they mainly carry out assignments given them by the master

the third month the major -mined division becomes 411, and theyteachers.

,28

are given pgogressively more responsibility both for planning and execution.

Their classroom assignments will for the most part be direCted toward one or

another subgroup of children. In their final month, they are expected to

demonstrate their ability to plan daily programs independently, though their

glans must still be appro ed by the master teacher. This gradual build-up of

respdnsibility reaches it culmination during the last two weeks of their

4

assignment, -during wh h t me they handle the class independently.

'Throughout this tim ap attempt is made in their seminar to relate their

classroom experiences to philosophical and theoretical formulations to which

th have been exposed previously (or to which they need expsure). They are:

videotaped twice during the seme ter in'a microteaching sit ation, and these

tapes are critiqued in the seminar. They also participate n the regular

Faculty Forum.

An additional feature of the training regimenis that early in the semester

they' select one child in. the school (not one in their major quad) with whom

thelybrm a'"big sister" or tutorial relationship. They are expected to get

to know this child eet his family, help him with assigned homework, tare him

'on a snebial o ting, etc. 'Their experiences with this one child are then

. written up as a case study -- the traditional child development assignment --

with inferences drawn frorn what they learn about thatichild to' the kinds of

educational experiences that we need to try to provide for'similar children.

We have just completed the first sender in which this training program

has beer implemented; - undoubtedly we will make minor changes in the future.
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1P1'. ,Although the teachers have reservations about

student early in the semester and keep him ,or

about it-. In fact, tk.;-are .so cOMpliMentary
.'

be wrong -- students are just not that'pro

0

its value (they prefer to get-a

her) , the student's are ecstatic

,that we think something must

.

e to, approve things these days:: We

hope to be able to follow the careers of these young people who have had their

initial exposure to '-the world of teaching via thislleirelopmental approach.

Qnly then will we be able,to know whether it has accomplished-our aims for it.

29

,Dissemination of,,the Model
.

O

-There is something veli'yrewarding -- if a bit burdensome 4- about involve -
o.

ment in a program that everybody finds intriguing. Stivh has b en our experience

at Ktamer, for, "to be sure, it represents 7a.n.idea whose time had come just when

we-got it started_ We have noPublic relations person on the,staftPbut get

calls from the local newspapers and television stations asking us what is.

halling that they might report. Under thir official title*(Tfe Center for

iy Development and Education) we were selected by the National Center for

Educational Communication as one of 'the Model Programs in Childhood Education

deicribed in a brochure At tgi970- White House Conference on Children-

c3

have personally described the-program to thoUsands of people all over the

country, and have written about some aspect of,the program for both scientific

and.popular publications. Our wider and most powerful diffusion came from an

article in Parade magazine published early ip 1972; the response to that

article has to us been almost unbelievable.

During our first two years of operation we have hosted over 2,000 visitors

who have seen the program,and talked with various members of the staff. We

like to think that each of those persons is now an ambassador for the concept.

Although we enjoy the visits of other parents in the community who have heard
p
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about Kramer and waht the.same kind of opportunity for their children, of persons

who want jobs, of classes of nurses or home%Conomists or undergraduaee teachers

4a.

or psychiatric residents, we are especially pleased when we have school superin-

tendents, model cities coordinators, Department of Welfare personnel from
.

other 'states, Four-C coordinators, legislative aides, and others who can directly

luence their communities to try to establish such programs in other areas.

Their que ns are always.cogent: How much poeS it cast Per:child? (A lot.)

How did you get the university and the school district to cooperate? (It was
0

0 .

easyd How do you manage in a building like this? (It isn't easy.) Where do

yOu get your money? (The Office of Child Development mainly, with &Snip from

both operating sponsors.) How do you staff the long day.? (Stagger the work

hours; find some people who can work split shifts if possible.) What would °

you do differently if you, could start all over again? ,(Either begin with a

totally new elementary staff that would not have previously taught in the
A

project sahrl, or else involve all existing staff in the planning from the

first stages.) For how/long w your grant approved? (Five years.) What

will you do when it runs out (Like Scarlett O'Hara, I'll think about that

tomorrow,) Do you offer consultation to of 5V communities that want to try

to do this kind of thing? (Have 'speech, will travel,) a They all imply that

someone is going to go right home and get to work.

,io

Summary

In this paper I have attempted to present the major features Of one

orotOtype of a school for tomorrow which has the good fortune to be in

operation today. In the words of my title, it is the kind of school which

offers something of value to everybodyisdOciated with the endeavor, to the

staff no less than to the children and parents. /n its program design the
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school links together early childhood education and elementary education,

"education and day care, education an research, and the home and the school.

each of these linkages forms a symbio elationship in which eacy component

enriches its opposite. Although keeping-it all together has not been gasy,

one could hardly claim that it has been truly difficult.

This description is being written before enough time has elapsed to

demonstrate whether the major question posed by the facility can be answered

viz., can an environment Le designed whichawill provide the experiences neces-

sary'to,,nourish development during the early years and necessary to sustain

that development during the years of-middle childhood. Therefore, perhaps it

would be appropriate to conclude with a paragraph from our original proposal

which, better than any we have managed to write since that time, effectively

communicates just what it is we -are trying to do in the program here described:

"Before being promoted out of the school, it is hoped that
each child will have acquired a love of learning, will know hot./ to
adapt to group experience, will have mastered thoroughly the rudiments
of reading and mathematics, will have experienced a cultural milieu
rich enough to enable him to meet all stbAquent school experiences
without apology, and will have made substantial progress toward
becoming a responsible citizen, Similarly it is,hoped that each
child's family will have realized that education Is not something that
is done for a child by a school system but rather is a continuing
process in which the child, the parents, the school, and the com-
munity work cooperatively toward the goal of further development
for all who are involved in the process,"

4
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Footnotes

1 Center for Early Development and Education, College of Education, University
of Arkansas,,814 Sherman, Little Rock, Arkansas .72202, The author's work is
supported by'Grant No. SF-500 from the Office of Child Development, Department
of Health, EduCation, and Welfare.-. Although this paper carries a single author-
ship, the project described represents the work and the ideas of many people,
at least some of whom the author would like to mention. Important contributions
to the original plans for the project were made by Dr. Irviril,. Ramsey and Dr.
Robett M. Roelfs of the University of Arkansas, by Mr. John Fortenberry, Mr.
David C. Wallace, and Miss Imogene Hines of the Little Rock School District;

' and Mr. Lowther Penn of the Arkansas State Department of Education. Within the '

staff special appreciation is expressed to Dr. Phyllis T. Elardo and Dr..
Richard Elardo of the Research Servioes,.to Mrs. Elaine Barton and Mrs. Faubtenia .

`Bomat, Principal and Vice-Principal, respeCtively, of.the'schOol, and to Mr.
Stephep.Lehane, Training Coordinator. The author would also like to acknowledge,
the contributons of former staff members Dr. Jerry D. Perrin, Mrs. Martha Jane
Moose, Mrs. Rosanne Gmuer, and Mr. William S. Parker. Most imp tautly it

fshould be recognized that the project could not opOite a sing], day without
the work of the dedicated teachers, aides, research assistants, supplementary
service oleridal personnel.. Finally, to theKramser "flaxen and their
parents goe my appreciation for remaining such goed- orts'abott being
visited, interviewed,. and innovated. From all of these components has the
Kramer model emerged, and without any part the system would break down --'
-"E pluribus unum." . (.

2
appear as a chapter, in Braun, S. J., and Edwards,cE. P.0 Hi...2t52Exsna

Ekpioircafalazjghiojljaorl. Worthington, Ohio: Charles A. Jones
Co., 1972.

3 Children's perceptions of operational realities are always interesting.
Recently I interviewed a group of our sixth grade children, all of whom had
attended,before Kramer became a special project echool, to find out what they
thonght about the school. In response to my question, "How is Kramer different
now from the way 4.ft:sea to be?" the children gave the following rehonses in
the order given: "We change classes more; we go from room to room; we get to
watch TV same; we go on educational trips; the preschool; we got two coaches;
we changed the rules WOM girls playing on the girls' side and boys' on the
boye' side to all the kids playing everywhere; the art; day care; and the
eqhool is open all summer." No talk about a supportive enyironment, but -

they seemed to be picking up the concrete changes'that reflect our attempts
to develop a more flexible program of greater freedom to the children.

-0
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Some Guiding Rrinciples and Practical Suggestions

for Infant Day Care Programs.

Bettye H. Caldwell
1

man

In a 'brief paper it would be impossible to describe even superficially the

kinds of teaching activities likely to be useful to persons who will work

with the infants-in a day care environment. Accordingly, in this report I

shall concentrate on principles which should guide program development rather

than on specific program activities themselves. To me it seems much easier to

plan the individual activities if we understand the underlying principles than

it does if we simply search in a random manner for activities likely to be help-

ful and appealing to young infants. In present;They some of these principles I

will in effect be describing those which guide the operation of our program at

the Center for Early DeveVoKent and Education.

The Centel Model

0

Our infant day care program does not follow a rigid curriculum. In fact, a

major element of the philosophy which 'guides the program is that( the atmospheVe

in the total environment is more important 'than any specific element of the
0

'curriculum. We see ourselves as trying to "design and create env} onment,"

not as trying to "devi'se a curriculum." In this concern for eating a supportive

environment we are involved with what has come to be designated as ecological

issues. Thus we have come to describe our model as the ecological model of early

developpent.

1
Author's address: Center for Early Development and Education, College of

EdUcation, University o'f Arkansas, 814 Sherman Street, Little Rock, Arkansas
72202. The author's work is supported by Grant No. SF-500, Office of Child
Development, Departmemt of Health, Education, and Welfare.
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Planning the Dgily Program

The daily program for our children is derived by asking ourselves two

fairly simple queStions:

2

(1) What do parents, and what do we as staff members acting in behalf

of parents, want infants to learn to do during the first three years of life?

And, similarly, what do the babies themselves want to learn? Stated otherwise,

what are the individually and socially approved objectives for children in

this developmental period?

(2) What do we know about the ways in which the environment can influence

development? This question requires some knowledge about how children learn .

and about environmental characteristics that are conducive to learning. If

such characteristics can be identified, and if their counterparts which distort

or stunt development can also be,recognized,then the task for the adults who

have the responsibility for developing and organizing programs is to create an

environment containing as many of the former and as few of the latter as.possible.

Such an intense concern for identifying growth inducing environmental characteristics-

is in no way intendedto minimize the importance of intrinsic developmental. or

maturational factors which also influence children's learning. We accept such
f,

charact tics as inherently given and consider one aspect of our ecological

S'
,c,

task to be he identification of environmental characteristics that will fit most

adaptively into the individual's own intrinsic developmental schemas.

Over the years we have, come to know a good deal about characteristics of

the environment that help children learn. In the first place we know that children

learn from adults who "teach" them.. But vie also know that they learn from self-

initiated interaction with materials'and from stimulation that comes inadvertently

without the planned intervention of anyone (as when they fall out of a swing, or

when another child pushes them down, or when a fire engine rushes down the street

with its sirens at full volume). Thus the planners is broader

00132
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tfian that of merely talking about how to "teach"; rather it consists of asking

how we can more efficiently arrange the learning environment so as to facilitate

the acquisition of culturally Approved patterns of behavior. Partof this involves

programming the adults' own behavior in such a way as to strengthen responses /e

want to encourage'-and to Weaken those we want to discourage.. In terms used by

learning theorists, this refers to reinforcement on non-reinforcement of behavior.

It also means,havinb the adults realize that reinforcement g1411 :e physical (as

in offering a hug or a piece of candy) or social (as in smiling at or praising

a child who has done something praiseworthy). When an adult uses Or withholds
)

reinforcers, he or she is 'clearly trying to influence the behavior of the child.

Therefore a good term to apply to any behavior which the caregiver may use to

try to encourage or discourage behavior is 'influence technique'. Influeice

techniques are in many ways the roost important component of the classroom ecology

in that they subsume all other aspects. That is, selection of educational materials

and arrangement of the physical-spatial environment do not just "happen." Rather

these selections represent important choices made by the people in the environment

who have responsibility for the child's current well - being, and for guiding his

future growth. Thus the behavior of the people who plan and implement programs

can be viewed as part of the total ecological system.

Two of - the major aspects of our model -- developmental objectives and class-

room ecology -- will next be discussed more fully.

Developmental Objectives

In, collaboration with parents, and after a review of the literature in

the field of child development, we have formulated for our children a minimal

set of objectives which cover the full range of behaviors which will 'hopefully

appear in time in a child's behavioral repetoire. There are many ways to classify

these objectives, but they fall roughly into the following areas: Persohal-social
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development, cognitive development: including such functions as language,

perception, and problemiolving,motor development, (fine and gross) and indepen-

dence and'self-help in carrying out routine behaviors.

The objectives which guide our program vary greatly in breadth and specificity.

For example, there is a world of difference petween an objective that reads,

"Accepts, enjoys, loves teacher," and one that says "Can point correctly when

asked...to show his eyes." Attainment of the first objective would be expected-to

reveal itself in many ways both subtle and direct, and two persons asked. to make

a judgment as to whether a child has actually achieved the objective might'not

completely agree with one another. The other one, however, is sharp and clearcut,

and; if a teacher or other,observer did not already know whether the child had-

achieved this one, he or she could prove it for himself in an instant by asking

a simple question. Note that the second objective does not say, "Knows where

his1eyes are." The latter wording can easily draw us into a trap when a child,

4

in response to the request, turns and walks away or perhaps shakes his head

negatively. Does he really know where hiss eyes are but simply does. not want to

;tell us? Or does he know? As toddlers often acquire more than a modest amount-

4_.0 negativism about the same time they acquire rudiments of language, we have

tried to predicate successful achievement of most objectives in terms of some
.

clear behavioral outcome (pointing, saying, walking toward, arranging, etc.)

rather than on our having to judgment about whethdr an internal cognitive

change (knowing, understandfn as occured.

We have formulated over 150-objectives for the infants' and toddlers in our
4-

,program. Thits list is contained in the Appendix. The list is loosely sequenced

in terms of increasing difficulty level within areas; however no claim is made

for the exact accuracy of the placement of an objective in the series. Twice

each year the children are rated by their caregivers on these objectives, and

areas of strength and weakness in their developmental patterns are noted. These
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appraisals are then used to guide program activities for each child. :EN strategy

behind this kind of progrp design is based on the premise that anything which

helps the staff individualize program planning for different children will be

to both the teachers' and the children's advantage: It permits the.

selection of activities that capitalize on areas of strength for each child.

And particularly, it helps us to note areas in which the child might be especially'

Vulnerable or in which his major needs are not being met at ,all. Thus if we find

a child who can successfully replaqp all the pieces in a three-hole formboard
9=,

but .has never been judged as having achieved the objective that. reads, "Seems to

'feel good' about himself," then we have a Mgnal that perhaps ouf entire program

emphasis needs to be shifted in the direction of helping this child to enjoy

his daily experiences and the people with whom he interacts.

Classroom Ecology

A day care center, linked with the home from which its children have come,

cowprises an ecological system which in its entirety will influence the develop-

ment of youngchildren. This environment maybe described as having three

major components: social,_±1.2121:2221ial, ghd organionall. The social

;components refer to the interactions between the adult caregivers and the

children, between caregivers and parentsamong caregivers, and among children.'

' The physical-spatial components include'the indoor and outdoor,p*sical space

in which activities are conducted, the equipment and materials used by the

adults and the children, and, the arrangement of these materials in the living

environment. Organizational components refer to the way ft is all put together -

to planned or accidental time sequences in the introduction or availability of

social and physical-spatial components of the environment -- i.e., to the pattern

and schedule of daily experitnces. Planners of day care programs need to be

aware of these components and of ways in which they can.4se_them for the benefit

of children and for the enjoyment of the adults who work in the program. These
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things w that can hell us achieve our objectives

for children -- our own behaviors, our personalities, a wide range of influence

techniques, the almost infinite variety of interesting teaching materials, the

building and grounds' where we operate programs, and the reedom with which we

can pattern the timi9g and arrangement of events and objects and people so as

to maximize interest and minimize fatigue and monotony. In..program planning,

one needs to keep all these components of the ecological system it mind; none

can be omitted if the resulting environment is to be maximally growth-inducing.

This\s a ortial explanation of the cdMment made earlier than one should not

restrict one's an to Idevising a curriculum." The total environment in which

development occurs must receive our attention. Let us examine further these

three components of classroom ecology.

Social ecology. Although one cannot at this juncture specify every feature

of developmental environments which would be conducive to optimal growth for

children, we feel that a great deal is known and can be provided. In terms of

social ecology,.here is ample evidence for the necessity of having infants

cared for by a relatively small number of peopfe and of maintaining anuadult-child -

ratio of about one adult to every four or five children for the parts of the day

when children require a great deal of attention. The behavior of the caregiver

should communicate to the child that he is a person of worth and thereby JAlp

shim come to 0W-himself in this way; the adult must demonstrate to the child

that they nd the total*Ivironment can be trusted, thus helping each child

develop,a sense of trust in the adults who providecare for him in his world.

The social environment must be sensitive to the needs of the child and must

try to provide an optimal level of gratification -- enough to avoillbnotional

frustration for the child but WA so much as to inhibit steps toward higher

levels of competence and'self-initiated behavior.

Responses made by the adults through all modalities (physical contact,

emotional behavior such as a =smile orjroWn, verbal comments offering praise or

0013A 0
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information) must be appropriatefor the child's develdpmerital level.. We
. D )

. .

operate on the assumption.that the-yo`unger the child, the greaterphis needs

for physical contacts' with-his caregivers. Iesuch responses adults..sh.quid cue.
.

children about the, kinds of behavior which are valued by the society in which
I

thevire developing and should reinforce those behaviors when t y occur. In

their modeling for and guidance of the child's develo,pment, caregivers should
cl

apply as few restrictions as possible, on the child' n attempts to explore
e.

and apprehend his world. However, adults should not tiuri their responsibility
A s't)

to arrange-experiences for children that will increase the likelihood of new .

learning which will offer more, opportunity to feel competent and fulfilled.
i.,

One of the most important aspe is of the social ecology'of the day care

environment to which we are commit ed is the use of 'influence techniques which

are largely positive and which minimize punishment and force in tr)ing to

modify, the child's behavior. Caregivers should be trained to give their attention

to the child whois behaving acceptably or commendably and to withdraw attention

as much as possible from the misbehaving child. We recognize that in group
0

settings it is sometimes necessary to intervene immediately in order to prevent

an?lbfant from hurting himself or another child or adult. However, caregivers

need to be, aware at all, times of the potency of their own behavior as models

for the behavior of the child entrusted to-them. Th; environmental strategy

is thus to try, by careful organization'of the total learning environment, to

Maximize the likelihood that approved behaviors will be emitted and to minimize

the likelihood that undesired behaviors will occur.

Physical-spatial features. A great deal of attentiovis currently+beng

given to Improving our understanding of the--(types of physical- spatial environment

Which willbe conducive to the-optimal development of young children. We know

first of,a11,that the physical environment must be safe and healthful, that it

must not contain hazards =that immature minds will not recognize and avoid or \an

k_r.)
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undue concentration of sources of infections and other diseases. Unless the

environment gurantees such conditions, no other aspect of the program will be

successful.' Weknow also that the environment should not be too crowded, that

both children and adults should have enough space to move around freely. ,In

both animals and humans, chronic crowding is associat with increased aggresOon.

,Furthermore; the-arrangement of the space that is available and theanner in

which objects are anchored in the space will affect the behavtor"Ofyoung children.

For example, apiece of equipment (like a sand box or water able) which can

,accommodate as many as eight children will, if it is placed where,the children

cannot freely move up to it and around it, elicit quarrels ar ag6ression rather

than sharing and cooperation. As important as the way space:
'

Is arranged'is the
,;;

extent and variety of materials available for the children Development of
)

children is fostered by the provision of varied,and patterned stimuli which

have sensory appeal, are enjoyable and provide an opportuntty fOr children to

act upon the materials and receive feedback information from them. The available

sensory stimulation must, however, remain within an-intensity range that does

not overload the child's capacity to receive, classify, and respond.

Temporal organization. The final ecological aspect which we recognize

the organization of mevehts into a schedule that is comfortable oyable 4- is

in many ways the most.; hallenging task for the program planner. For Vs this

aspect of program design that will strongly inlilence whether the children are

happy and involved or fatigued, irritable, bored, or withdrawn. Many people

write about day clre_from the standpoint of early childhood education -- from

the experience of having children in groups two or three hours a day. The long

day -- the eight or nine -hour day -- is quite another mattK.

day must be organized so as to provide cycles of intense acti

staff-initiated-activities and child-selected activities, of

We feel that the

vity and rest, of

large grOup activities

and solitary or small group activities. This type of scheduling must, furthermore,

0 0 i 3 8
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be based on each ifidividual child's schedule rather than on some hypothetical

group average. This is not to suggest that the day's activities should be so

rigidly programmed that there is no give or stretch in the schedule, no, opportunity

for following the unexpected show of interest in a particular typeof play activity,

no room for spontaneous expressions of desire. Obviously we are referring to

broad planning done with the childrens attention'span and interest level in

mind. Children begin to,develop a sense of time at a very early age. They

need a certain degree of predictability and regularity in their daily schedule

to enable them to anticipate that their expectations will be confirmed.

In the organization of the day, program planners should seek to provide

the children with rich and varied cultural experiences that are meaningful in

the'children's families, and also experiencei which will begin ta introduce them

to the broader culture of which we eventually become members. In this gradual,

broadening o the child's world, the well-organized day care program will ensure

the proper match between what the child has already experienced"and assimilated

and the new,experiences to which he is being introduced. ideally-each new

experience should entice the child to stretch and grow just a little bit, but

it should not be so far ahead of his current,developmental level that it cannot

be assimilated into his existing level of cognitive, social, and emotional

organizationA

Putting It All Together

Integrating these concepts into a daily operational program is not difficult.

We feel' that a,,grasp of the principles is essential to successful performance

as a caregiver; it is easier to improvise a teaching activity than it,is a

rationale. -In this final sectionwe would like to offer some practical sugges-

tions to implementing such a model.
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The Physical Setting

As explained previously, the infant care program that we are describing is

'part of a special extended day school. The building which houses the infants,

however, is slightly removed from the remainder of the school building. It

is 'Iodated in a portable 24 by 40 foot classroom colloquially talled "Baby

House". The interior contains NO separate bedrooms 9' X.10 and a separate

bathroom. In-addition we have reserved an area of 4' X 6' fora visitor obterva-

tion area. A sketch of the building shown as Figure 1. The entire building
k,

is carpeted, heated, and air conditiorile4, The purchase price of the building in

1970 was approximately $12,000. The building is by no means perfect for our needs;

most especially we need one additional room. But groups needing a place in

which to start a program should be aware of the possibilities inherent in such

a 'prefabricated building.

INSERT FIGURE 1 ABOUT HERE

Our building has 960 square feet of living space. On the basis of an

average daily attendance,of 16 children, this gives us 60 square feet per chi d.

When we add in the four adults who are always in the building, this cuts it

down to 48 feet per person. We are almost afraid to compute our available

space after subtracting ermanent pieces of furniture like couches and

sand tables. By any criterion, however, wezare crowded. The only thing that

saves us is that our children are not limited in their dy care experience to

What goes on within the Baby House. That is, the facilities of the entire

school are available to them frop time to time.

C0140
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Enrolled in.our infant program are 18 children1 from homes representing a

wide range of parental educatiopand social status. Of the 18, six are babies

and two are toddlers whose age range at Vine of enrollment was six months to two

years. Although we like having a wide age spread together, and although most

of the time it works well, this arrangement (within the limits of our physical

space) occasionally causes problems, especially at nap time. We .41most never

have more than 15-16 children in attendance on a given day. On the basis of

what we knew about attendance patterns, we deliberately "Over-enrolled" in

order to 'avoid having the facility under-utilized.
6

These .children are regularly cared for by four adults; a lead teacher or

nurse, a co-teacher, and two teaching assistants. This establishes an adult -

child ratio of 1:4, and we find we cannot manage with fewer adults. In addition

to these regularly assigned staff members, a young man works with the children

two hours daily during the prime cognitive teaching time from 9:00 to 11:00 a.m.

All the participating staff received extensive pre-service training, and all are

involved in continuing in-service training sessions.

Our health program is supervised by a nurse who is full-time in the

school and who checks on tae babies daily. In addition she makes certain that

safety and health practices are, consistently followed. Nutritional supervision

comes from the dietitian for the public schools. Diets for the youtigqt

children, a few of whom were on formula when they-first came inta the program,

are worked out in consultation with the'children's parents.

1 Since this was written we have increased our infant-toddler population to
.36 by making available one classroom` located inside the main school.
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'The family service personnel af the Center staff provide a link between

the home and the Center. Most of the children remain in the Center. all day,

but we4ry to remain alert to changes in the.parental work schedule and

encourage part :-day enrollment whenever this is feasible. Transportation is

provided by the staff for a few families, but in most instancesle parents

transport their children to and from the Center. The day care service is

available on the same basis as the elementary school is to the older children.

That is, if the.family lives,,in the area Intified as within the geographic

attendance zone for Kramer School (the elementary school which houses the

Center), the children in thatfamily are eligible jor day care. The only

fee charged for the service is the cost of lunch and snacks, and even this is

waived if the family cannot afford to pay.

The Daily Program

Although no attempt is made t schedule the day too tightly, and although

there will be some variation from day to day, most days look roughly like this:

3:00 a.m. Early arrivals taken to Baby House. (Children who arrive

before 8:00 a.m. go first to One of the preschool classrooms

in the school where early morning day care is provided for

children of all ages. Thus during this time there is wide

multi-age grouping.) Records are played, and toys made available

that require a minimum of supervision. This is essentially a

period for friendly interchanges between staff and children

and staff and parents who bring the children.

9.00 a.m. Snack time. (.Some early arrivals will have been given a full

breakfast, prior to this.) The toddlers sit at small tables,

the older babies in feeding tables, and the tiniest ones are
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held. Sometimes a story is read' during snack, but. the usual

input is friendly conversation -- talk about the weathers

the clothes the children or adults have on something that is

going to happen during the day, etc.

9:15 a.m. Special learning time. This is the prime time for teacher-
..

initiated activities with the older children who usually work

in groups of 2 or 3 with one teacher. Special activities with

the younTest babies are much more on a "catch as catch can" basis.

10:15 a.m. Outdoors.in good weather. Free play, with encouragement of

gross motor activities inside Baby House, or in indoor gymnasium

in the school in the event of rain.

11:00 a.m.

11:15 a.m.

11:45 a.m.

Preparation for lunch. Wash, change and "cuddle babies.

Younger babies go down for naps around 11:00 (this changes

during the year as the babies become more nature).

Lunch. Again, conversation is the main teaching technique, and

self-help for the children is the main behavioral objective.,

Children are toileted and washed with Ahose capable of doing

so taking as much responsibility as possible. Children who

are in the program only during the morning are dressTd to go home.

. -

Cots are distributed and naps begin as the children are ready.

Most children are on their cots by 12:30 - 12:45.

1:00 p.m. Younger babies begin to wake up and are changed, washed, and

loved individually. In good weather they mafbe taken for a

walk in the strollers. Staff members have planning and training,,

sessions during this period.
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2:00-2:30 p.m.

14

Toddlers wake up from naps'one by one,go to bathroom Jielp get

ready for snacks. Atmosphere is toned down, subdued. finail all

/.
children are fully awake; activities'are quiet and 'individualized.

Most are fully awake by 2:30, although a feW sleep lon.

2:30 p.m. snack, story, conversation.

3:00 p.m. Preparation for dismissal for those-who leave when school is

out at 3:15.

3:15 p.m. The last period of thee day involves outdoor play and free play

indoors plus one-to-on teaching activities; there are only 6

children in the Center at this time. ring this period the

major goal is to reinforce the morni 'ties and to keep

the babies happy. It is easy to over-stimulate them at this

time of day.

5:00 p.m. Baby House closes for the dAy.
0

Achieving the Objectives

It will be recalled that we have classified our objectives as falling into

the categories of social, cognitive, motor, and routine behaviors. _In order

to achieve most of the social and routine behavioral objectives, no special

programming is necessary. That is, t -e training of the caregivers is oriented

toward helping them to understand how they can manipulate the social, physical,

and temporal aspects of the learning environment in order to facilitate the

infants' development. To some extent this is also true for most of our motor

objectives. That is, the kinds of equipment we place in our day care center

will to a great extent specT the types of motor learning we expect from the

children -- a slide in the classroom or on the playground lets it be known that

we want the children to learn to slide doWn it. And, as the normal young child

is so much in motion, we can be certain that he will use whatever we put into
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our environment to encourage gross motor activities" small climbing frames,

tricycles, slides, up and down steps, swings, etc. We try to supplement the

. opportunities provided by the equipment in a number of ways, however. One such
.

supplementation is verbal -- "My, you're up high"; "Your car goes fast, doesn't

it." Another is frequent improvisation using packing boxes and regular classroom

equipment, such as making an obstacle course with something to go through, around,

over, under, etc., drawing circles or other shapes on the floor with chalk

and having the children crawl or march around them. Then, of course, we help the

little ones learn games that involve gross Motor coordination (plus language,.

plus learning to share, and many other desirable behavioral by-products). These

are so well-known (Ring Around the Rosy, London Bridge, etc.) as o-require no

elaboration here.

It is in

to describing

the achievement of the cognitive

what
r

is generally referred to as

consider our curriculum ever finished and are constantly trying to devise new

teaching techniques appropriate for this age group.

6bjectives that p come closest

"the curriculum." We do not

427

vs,
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SUMMARY

This paper has presented the outline of the model for infant day

care followed at the Center for Early Development and Education. The

objectives of the program and the ecological factors which guide its

operation (social, physical-spatial, and organizational) were presented.

Finally, practical aspects of program operation were described.
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DAY,CAR: TIMID INSTRUWNT OF BOLD SOQIAI- POLICY

Bettye M, Caldwe ill .

Abstract

-The terrn "day care" has undergone significant conceptual revisions during

the past ten years. Earlier restrictions on the service as one which differs from
education and offers primar4y-care and protection have been removed. It is now

recognized by parents and prgfessionals alike as a developmental service par

excellence for children and families. ThoSe who represent the field must accept

the responsibility for ,influencing policy that should reside in such a potentially

powerful social institution. D

1 Author's address: Center for Early Development and Education, College
a

of, Education, University of Arkansas, 814 SherPnan .Street, Little Rock,

Arkansas 72202, The author's work is supported by Grant Np. SF-1500,

Children's Bureau, Department'of Health, Education, and Welfare.

n Press, Saturday Review, February 20, 1971.
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DAY CARE: TIMID INSTRUMENT OF BOLD SOCIAL. POLIGY

Bettye M. Caldwell

In recent months "day care" -- an awkward and somewhat insulting term which

few people used in either their professional or personal vocabularies as recently as

five ,years ago-- has become a househogl term. Widely heralded by its advocates

as a near panacea for many public ills, demanded by women ae kt civil right, °offered

a.$ an employment lure by companies hiring large numbers of women, requested by

ityplannts and boards of anti-poverty organizations, and recommended as an

essential first step in reducing the large numbers of persons receiving welfare --
how could the field have more status? E3ut this pleasureable situation is very new,

Day Care, the Poor Relation

Until recently, day care was but a poor, relation ofboth social service and

education. Neither field seemed disposed to embrace it fully or recognize its
legitimacy. But, historically speaking, day care has been much closer to the field
of social welfare thanJ.o education. In fact, it is from the. field of social service

(child welfare, in particular) that day care received its definition;' yet ironically
the conceptual deftnition offered by the child welfare field may have servedto

restrict the 4:there of influence of the day are movement. This restriction operated
in at least two areas: the designation of the major function of day care as care and

0
p-roeFtiOn'and the implication that the chief recipients of servic.0 show:ild'be children

from families with some type of social pathology.

Care and Protection

Early literature on day care generally took special pains to differentiate day

care fromeducation. For example, in the 1960 edition of the ChildWelfare League
of America St rds for Day Care Service (the vide mecum for all workers in the
field)'one fin he day care field delimited as followsL

"Day care service has to be differentiated from the nursery school_ or kinder-

garten, and from'extended school services- and other programs for school-age
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children' offered as part of elementary school systems. These have education of

young children as their main purpose. The primary purpose of a day care service

tg the care and protection of children. This purpose, the 'reasons for which a

child and family may need it,, and the responsiWlity shared with parents, distin-
,

guish a day care servic-from education programs."

No Challenge to the importaNce of care and protection is intended here. Eiut

the meaning of care and protectlion is derived from the time and place in which the

child to be cared for happens to live; then constancy of meaning should not be

expected. At the time the day dare movement gained adherents and momentum

in America, the types of haza*Is from which we Wanted to protect young children

were things like inadequate supervision, insufficient food, lack of shelter, and

physical abuse. As today's knowledge about the importance of experience for early
ffdevelopment was only faintly limned in our consciousness at the time the above

definitioA was formulated, it is not surprising that the prevailing ccncedi pfaquality

'day care would fail to recognize education as an integral part of "care and protec

hon." Now we hale a clearer recbgnition of the necessity of also protecting children

from toxic, inadequate, or inappropriate early experiences i.e., of recognizing
education as a necessary component of care and protection.

The 'Day care Clientele

A second factor which undoubtedly kept the day care field slightly outside the

1
,ands of general respectaWlity was the designation of the family with problems

s the primary group for whorn the service was appropriate. To quote once again
2

from the Child Welfare Leag e's irintiential Standards:L.

"Day care, as a child we l are service, is an expression of then community's

concern for the welfare and protection of children whose parents need help in
3.

providing the care, protection, and experien`ces essenaVor their healthy deve-

lopinent."
The pamphlet goes on to identify such children as those whose mothers work?

whoSe fathers might not be in the home, who have illness or emotional problems,

or'who live in poor hoeising conditions. This tendency to associate use of day care
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with family pathology has been aptly labeled the "residual" approach by Florence

Ruderman. Certainly if families must see themselves as exemplifyinb social

patholo y in order to use day care services, the field is-not likely to be embraced

by tho who could give it status in the larger society.

Day Care, the Parvenu

Suddenly day care is "in," and quite naturally the grqups that once 'neglected

it now claim it as their own. Money that cannot be obtained for "early childhood

education" may possibly be found for day care. Fundamental child welfai"e pro-

grams that cannot be launched independently can possibly be made'available as

riders on day care appropri ions. And the current popularity is characterized
by a healthy program diversity. There is certainly no one model day care which

is pushed as the model today. Still the biggest suppliers of day care are family
members (other than the mother). Next in line dome those inforMal arrangements

w orked out between consumer (parent and child) and entrepi.eneur (identified collo-

quially by the disparaging term, babysitter). Fairly far down the list of potential,
sat:pliers of the service are the organized programs generally called day care
centers. It is these programs which come under the

and which receive the highest degree of surveillance.

through state or federal monies provided for service,

research centers, supported and controlled by the parents Of the. children in attendance,

offered as a public service by a church or secular community organization, provided

as an employment lure by industry, run for profit by a private operator or as a
franchise unit of a national organization -- and on and on. Still relatively scarce
are programs such as the one directed by the author and which involve a complete

provisions of licensing laws

Such centers may/be supported

operated as demonstration and

blending of day care with education -- i.e., extending the age of admission down-

warcrto the first year of life and extending the school day both directions to,accom-

modate work schedules of parents.

How do we explain the sudden popularity? 1 would suggest that it can be

accounted for by both pragmatic and conceptual considerations.
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Pragmatic Explanations.

Day care and maternal employment. One reason that the number of day care

centers did not substantially increase for many years was the implicit fear that,

if more such facilities were available', more mothers would be tempted to work

outside the home. Yet more mothers have gone to work outside the home, including

mothers with children younger than six. And these are generally conscientious

mothers who want good child care during their working hours. Although relatives

and neighbors still constitute by far the most frequently used child care resources,

more and more women have learned about day care, especially educational day

care, and have come to request or demand such facilities for their own children.

Furthermore, whereas national social policy formerly endorsed financial subsidies

to permit mothers with young children to remain at home and care for their children
(the Aid a Families with Dependent Children program), this policy is currently

b eing re-examined. That is, training and employment of the mothers are being

urged as a more adaptive alternative, with quality day care recognized as essential

if the policy is to avoid being self-defeating from the outset.

Interest in day care as a me`ans of facilitating employment is not limited to

potentially employable mothers and government policy makers. Employers are

also turning to day care programs as a possible way of enticing female workers

into employment and as a way of reducing absenteeism from the job. The best

known modern program exemplifying this interest is the day care program operated
0

in conjunction with the KLH factory in Cambridge, Massachusetts. Similar programs
were funded under the Lanham Act during World War II, only to be discontinued at

the end of the war when returning veterans dramatically changed the employment

picture and displaced large numbers of women from their jobs.

Day care and Women's Liberation. A second pragMatic,consideration that

has helped enhance the status of day care is the rapid dissemination of the ideas

rand feelings of the more vocal advocates of civil and personal rights for women.

It has taken this group to strip day care of its "residual" social pathology orienta-

tion. Stressing that personal fulfillment is a right to be shared by men and women
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alike, and that child care is net the only valid avenue through wihch women May gain
*

fulfillment, pi-dponents of what is currently known colloquially as the "Women's Lib"

movement have demanded quality day care as a means to that personal fulfillment.

Such demands have not been delivered sotto voce, and with time they will crescendo

to a much higher social decibel level.

At the recent meeting of the White House COnference on Children, a fairly large

number of the delegates to Forum 17 (Developmental Day Care) represented various,

Women's Lib groups, and they were among the most vocal in their demandS for the

availability of child care around the clock throughout the year. Similarly; a repre-
sentative of the group was sure to challenge any, implication that, in increasing day

care facil.ttie-s to the level needed, priority be given to indigent and for minority

groups. Such delegates were also vehement (as were many others) that plans for

federally supported day care should be completely divorced from public assistance --
thus officially removing the taint of social pathology from day care services.
Conceptual Considerations

In spite of the importance of these pragmatic considerations, the most fundamen-

tal influence has undoubtedly been the steady flow of information about the importance

of the first few/years of life for normal development as a human being. That is,

evidence has gradually accumulated that certain kinds of experiences during the early

years are associated with behavior considered adaptive for the children and benefi-
cial for society. Although the generation of available data is a short one indeed

(about 5 years), the results have filtered out from scientific laboratories to popular

magazines and thence to parents of all social classes. And the net result is that the

parents are clamoring for more such programs for their children. And, as many of
these same parents need child care, the request is generally fore day care rather than

"early education" per se.

Adaptive Conceptual Revisions

The professionals who give semantic shape to social trends have not been

indifferent to these pragmatic and conceptual considerations. In 1969 the Child

Welfare League's Standards were revised, and it is significant to note at least
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threemajor conceptual changes in their definition of'day Care and in their specification

of eligibility for the service. A first has to do with the range of services legitimately1

offered as day care:

"At present, a wide range of resources and facilities, including informal arrange-
.

ments and organized programs yndei4 various auspices, is used for the care of chil-

dren outside of their hoMeS during some part of the day. These resources and facilities'

have been established tdbserve many different purposes. They place,differing,emphases,

reflected in their programs and the children whom they serve, on the respon ibility

for care, protection, child development, education, or treatment.n

This new statement recognizes that care and rotection involve a inh ent

d4Velopmental and educational component. bay care can no more be sep ated from

4

eduction than it can from welfare or health. In breaking away from earlier narrow
concept which tried artificially to separate the two patterns of service, the day care

movement in this current definition has now given itself a new charter. This is no
small and insignificant conceptual change.

In 'a second radical departure from the earlier concept, the new Standards suggest

that day care services may be offered more as a service to the mother than to the

child. The pamphlet states:
"Day care programs are promoted and used for purpos,es in which the interests

of the child may be a secondary consideration. Day care is provided to allow mothers,

particularlyhose who are unmarried, to complete their schooling or to train for new
careers; to help financially dependent mothers attain Self-suppOrt and to reduce

public assistance'expenditures; and to recruit women for, and retain them in the labor

force." The League knot an organization which which can lightly take the

subordinatiOn of the needs of children, hoWever, am:ithe report goes, on to caution:

"Under these circumstances, it is necessary to ensure that day care is in the

best interests of the individual children, and that the daily experiences are of bene-

fit to them, or at Least'not detrimental.n
In a subsequent section of the new Standards, a third subtle but major conceptual

shift 18 encountered. This relates to the verb that accompanies the "care and pro-

tection" charter. While the old Standards used a nominative statement ("The

primary purpose . . . is the care and protection of children"), the new revision
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adds an important infinitive and prepositional phrase, viz., "The primary purpose of

day care service is to supplement (italics mine) the calve and protection that the child

receives from his parents (italics mine)." It is as though the field were more

willing to share the responsibility at this time, or else more cognizant of the reality
that care and protection for the young child attempted in loco parentis .has little

opportunity of providing much of either. The, implication -is that the family carries
the major burden and the day care service only supplements the family's endeavors.

The-Next Generation Versus the Now Generation

To this author these subtle changes have far-reaching implications to which care-

ful attention needs to be given. They reflect a shift in orientation which is at once

both honest and refreshing and yet just a little alarming. The new Standards have t.1e

audacity to suggest that day care is more than a noble service to the next generation,

being in addition an important service and convenience for the now generation. The

League is to be credited with recognizing the validity of that orientation. People do

tend to get just a bit sugar-coated in talking about services for children. In my own,

vernacular I sometimes get over-extended about what day care will do for the chil-

dren to whom it is available z,-"all the social, affective, and cognitive gains that

will accrue as a result of the experience -- that I tend to forget about the families

of the children. And often, when I have remembered them, it has been in terms of

concern with modifying their behavior in order to facilitate our goals for their

children.
csiA day care program can effe ively serve both generations, but in my

experience professionals tend to be much more comfortable in conceptualizing

their endeavor as being primarily for the benefit of the next generation. Were it

otherwise, many of our daily routines would be modified. For one thing, we would

eliminate once and for all the awkward term "day" care and call our programs

"child care." We would not have rigid hours but would perhaps be open 24 hours
4

a day and on weekends (as the Women's Lib groups are demanding). We would be
e

more patient with a mother whoa is late to deliver or pick up her child. And we

would be more cooperative and less shockedwhen a mother with ideas about child

rearing that are widely divergent from our own gives us a bit of friendly advice or
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issue's an -ultimatum -- "If he wets his pants again I want,you to swat him good."

Did there ever exist a day care professional who, upon receipt of such an order, did
not feel compelled to "work with" the mother to help her understand our gentle
techniques of discipline, inform her that we had other ways of dealing with such
behavior, that wet pants did not really bother us, etc.?

One of the reasons many persons have resisted day care on a large scale has beeq
the fear that, no matter which generation it focused on, it would weaken the tie between
generations. Nowhere was this fear more apparent than in the recent White House

Conference. While one of the major themes, strongly influenced by Bronfenbrenner,
was to "bring families back into the lives of children and children back into the
lives of families," the resolution which received the largest number of votes from
the delegates was one which called for "Comprehensive family-oriented child develOp-
ment programs including health services, day care and early childhood education."
Perhaps the very designation of day care as a "family-oriented child development"
program helped' convince the delegates that day care need not drive a wedge between
parents and children (to use again a Bronfenbrenner expression). But the fear was
always there, more evident by far in the professionals than in the parents.

The fear that day care will weaken the bond between children and their families

has beep more presumptive than factual and has been built upon an irrational t

equation of day care with institutional care. Dare care -- daily separation followed
by nightly reunion in the context of social relationships that permit a sense of

identity to be formed -- appears to have none of the4s ocially toxic effects of prolonged
institutional care, or even of temporary separations (such as hospitalization) during
which family contacts might be- terminated for a given time. The author and her
Syracuse colleagues, Charlene Wright, Alice Honig, and Jordan Tannenbaum,

recently published data that demonstrated rather persuasively that two-and-a-half
year old children who had been 'ay care since around one yearof age were as
attached to their own mothers as were comparable control children who had never
had such a day care experience.

Whatever the source of the fear, it appears to be a strong one. And some of
the parent groups that are advocating more day care facilities are also reminding

Ithe professionals hat they,' the parents, have a right to share in the planning and
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decision-making. During the summer of 1970, a workshop was held in Ai rlie House,

Virginia, in order to prepa-re a number of pamphlets which could be used as guides

by inexperienced groups wishing to initiate and operate day care programs. A set

of principles which would cover day care for children of all ages was prepared as the

most important document of the workshop, and these principles went considerably

beyond the League's position in recognizing that day care could sometimes be

structured to meet the needs of the parents. Although the document is not at this

time in its final version and thus cannot be quoted, it can be paraphrased. The

early draft proposed that the primary focus of any day care program should be the

individual child and his family -- not the child alone or the parents alone. Further-
more, day care was described as being a type of program which could either bring

parents and children together or else drive a wedge between them. The statement of

principles opted strongly for adoption of the former goal and stressed that quality

day care should never do anything to reduce the family's commitment and responsi-

bility for its own children. One suggested way of achieving this inter-generational

cohesiveness was to supply parents with the informtion needed, to make informed

judgments and then to have them participate fully in decisions about what would be

desirable for their children in day care as well as in the home.

To summarize this section, it is as though day care has been viewed, in today's

parlance, as an advocate br the child, for the p&.ent (especially the mother), and

now forthe family. The policy implications of these different orientations are

profound and,far-reaching.

Day Care and Social Policy

The arguments in this paper have been directed toward the generalization that
a.

(because of its importance in the lives of children) day care should be a bold fnstru-

rtient 9f ; social policy. In fact, day care has not made policy; it has followed along

when policy has been made. It has accommodated when it should have forced

accorcimodation from other institutions. It has apologized when it should have

boasted of its potential. It has grown somewhat hapTlazardly, changing its own

definition evecy,ten years or so. At present it does not know whether it should serve

the child, the parent, or the family. It cannot Make up its Mind whether it is a

service for families with social pathology or for all families, whether it should be
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limited to children from economically underprivileged families or be offered-to all. °

(children, whether it wants to change children or preserve cultural styles from one

generation to the next. It does not knbw Vitrhere to obtain its official identity. This

identity confustpn can be clearly seen in licensing patterns followed in the 48 states

which now license day care facilities. In the- licensing for group day care for pre-

school children (notinfants) the Welfare Department (or the equivalent thereof called

by a slightly different name) handles the licensing in 36 states, the Health Department
0

in 5, and some different agency or some combination in.the remainder. The Depart-

ment of Education is the licensing body in only one state, although it shares the task

with Welfare in one other and makes recommendations in many of the states. And

every ten years or so it shuffles around looking for the proper directions for its

continued evolution. Perhaps, as a hybrid, it will not "breed true" from one genera-

tion to the next without planned pollination.

It is precisely in this area of planning for our children, except in the grossest
sense, that we are most timid in this country. With our 'tradition of valuing rugged

individualism, we have been reluctant to say much about the kinds.. of children we

want. Do we want obedient children? Happy children?Adaptive children? Children

who remain faithful to the values of their families? Militant children? Bright

children? Group-oriented children? Woodstock and Maypole Youth or Peace Corp

youth? Eventual adults who can slip from one type to another? Bronfenbrenner- has

commented on the extent to which child-rearing patterns in the U.S. E. R. have a

clear objective -- to train children to become responsible citizens of the Soviet

state -- in contrast to the belief in autonomy in the U.S.A. In our concern for

respecting individuality we occasionally find license for evasiRn of the responsibility

for guidance. Day care, as but one of the resouces in an armamentarium of child

care programs, suffers np more from ambivalence on this score than does any other

type of child training institution, but it does suffer.

The Need for a Forum

Actually, all the day care field needs in order to be a powerful instrument of

social policy is a forum from which to advertise its potential and a willingness to

proclaim its importance. To this author that forcannot logically be any place
other than public education -- albeit education defined more flexibly and compre-

hensively than is usually the case. Were a health definition to supersede the current
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welfare concept of gay care, the program implications would be just as semantically

constraining. That is, to transfer concern from care and protection to health and

safety will still not guarantee that the child's developmental needs will be met.

Actually there is little justification for a conceptual separation between public

, education and public day care, for most schools are."day schools" and represent

"day education" with or without the supportive family services generally offered

under,the rubric of day care. Day care and education (as now defined) differ signifi-

cantly, however, in the timing of their pattern of influence, with day care generally

entering the lives of children at an earlier age. And, in the near future, as infant
day care bdcomes more respectable, the age of entry will become even lower. Any

experience that enters the lives of children at a time when they are impressionable,

when basic patterns of expressing, thinking, feeling, and probldm solving are being

developed and value systems are being assimilated, has no need to feel apologetic.
6

Coming from this author the su gestion that day care find a forum in education

(even taken in its,literal meaning "t lead out of") can only sound like a partisan

recommendation. It is hoped that this will not be the case, for dam talking more

about a conceptual model for program design than about professional auspices for

program operation. But essentially the same suggestionphas been made by others,

including Florence Ruderman in her book, Child Care and Working Mothers:

"Day care, regardless of the auspices under which it is offered, should be

developed as a child care program: a program directed to optimum social and

psychological health of the young child whose mother cannot care, for him for some

part of the day. . . But a given family's need for social casework or Other forms of
3

help should no more ,define day care, nor determine eligibility for it, than the

existence of social service departments in schools and hospitalsonow defines these

facilities as social work services. FOr organiZed child care service in this country
to develop and meet adequately a growing social need, it must be recognized as a positive

social institution and enabled to stand in its own right as an essential child care pro-

gram." With this orientation, the challenge becomes one of having comprehensive

child care embraced as a legitimate endeavor of that behemoth of public policy --

public education -- without having it consumed in the fire of an encrusted bureau--
cracy and without any loss of concern with "care and protection." And this orienta
tion need not close out any of the diverse rnOdels now being tried. Public education
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would do well to stop and reflect occasionally that one of its concerns should be with
0

the care and protection of the -children and youth who come within its sphere of

influence! From such a powerful forum, day care would loe heard. And perhaps

education would listen.

,Summary

This paper could jus as well have been entitled "Day Care: -Bold Instrument

of Timid Social Folicy" a the reverse title I gave it. For at this moment in history,
when we are on the threshold of embarking on a mation-wide program of social inter-

vention offered through comprehensive child care we let ourselves be persuaded to

prattle in small talk about such things as cost per child, physical facilities, or
even community control. Bold instrument of timid policy. An wh'en we begin to

think big about what kinds of children we' want to have in the next generation, about

which human characteristics will stand them in good stead in a world changing so

rapidly that we cannot begin to predict accurately what .it will be like by the time

they are adults, we fall back on generalj$ies such as care and protection. Timid:-

instrument of bold policy. Yet any social institution which can shape behavior, can

help instill values and competencies and life styles, ,should also shape policy.

Early child care is a powerful instrument for influencing patterns of development

and the quality of life for children and adults. Because of its power, those who give

it direction must not think or act with timidity.

(
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Day care (continued from Page 6)
preted negatively; ouch situations cap, be

,used to reestablish effective school-family
communication.

TOWARD COOPTATION

I have tried to stimulate thinking about the
advantages of a conceptual and operational

tegration of day care and education and also
to encourage colleges and universities which
prepare educational personnel to include day
care in their endeavors.

Ikkrover, having neglected day care for so
long, education cannot simply step in and flay,
"I "will take over now." The social welfare field,
which has carried the ball, whicfrhas fotrght the
battles in most of the state legislatuas for
minimum standards, program funding, aod the
like, willpot and should not passively relinquish
all itb interests. The 'social welfare era of guid-
ing day care has made a major contribution. It
has helped humanize the service; it has insisted
on serving\-the needs of both dhildren. 'cnd
parents.

To a certain exteritAhe social work profes-
sion has helped keep day care "loose," keeping
options open so that the directions of arowth.,
were not closed out before they had a chance
to be tried. The entire field of education needs
the kind of emphasis that the social welfare ori-
entation has given to the day care movement?

As day care, so long the pariah,.becomes
the prodigy of education, the educational es-
tablishment must recognize and build upon
not around the legacy of the social welfare
field. It is in this context that education must
contribute the best of its own traditions and ex-
pertise as day care burgeons into its cightfut
place alongside our major social institutions.

*-,
Bettye M. Caldwell is
professo? of elementary
education and director of the
Center for Early Development
and Education in the College
of Education, University of

,5. Arkansas, Little Rock, Dr.
_.---r--..,..,,,- . Caldwell is presently working'7,

4M1 on a book, EducationarChilf1loreel.
,-&?-

Care for Infants and Young,.
Children.

Editor's NoteA bibliography on early childhood
education has been prepared specially for teacher
educators by the ERIC clearinghouse on Teacher
Education. Preparing School Personnel: Early Child-
hood Education is available through the ERIC Docu-
ment Reproduction Service, Post Office, Drawer 0,
Bethesda, Md. 20014. The order number is ED 043
581; prices are 65 cents for microfiche and $3.29 for
hardcopy. Payment must accompany orders of $10
or less:

Nominations are in order

The 1971-72 AACTE Nominating Committee
has been selected; institutional representatives
interested in suggesting nominees for the next
AACTE slate of officers should contact the com-
mittee now. Chairman is Paul H. Masoner, dean,
School of Education, University of Pittsburgh,
Pittsburgh, Pa.
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WHAT HAPPENS TO CHILDREN IN DAY CARE?

Bettye M. Caldwell
1

A few years ago it would have been impossible to try-to approximate an answer

or series of answers to the questiOn, "What happens to children in day care?" for the
.

s mole reason that for many 34irs nobody bothered to try to find the answers. For

day care in America has grown in spite of social planning. rather than because of it.

It is as though we tacitly assumed for many years that if we didn't pay any attention

to.it, it would simply go away. Strong forces of public opinion actively resisted

the growth of daycare, asserting that more available day care would mean that more

mothers would go out of the home to seek additional employment, thereby neglecting

their children and increasing juvenile delinquency and all sorts of other social

.ills. Finally social planners began to realize that failure to provide good day

care did not keep mothers at home, particularly those thoughtless creatures, often

left with full responsibility for child-rearing, whose children might not have sub-

sisted without the income that the'mother could provide. Rather the alternative to

not providing good day care was to force mothers'to'settle for substandard day care.

But suddenly day care is very much in our consciousness. Where did it come from?

many people the experience is like learning a new word. Before you learned that

word, you never heard it before; now-suddenly you hear it three tiMesadaf and wonder

why people are suddenly. using it so often! Day care, or simply child care,'as most

of us prefer to call it, has suddenly emerged as a major force in American life, and

it will not disappear again. It is with us to stay. I think there are a number of

1 Department of Elementary Education, College of Education, University of Arkansas,
Fayetteville, Arkansas. This paper was originally delivered as an S. and H. Founda-
tion Lecture at Pacific Oaks College, Pasadena, California, February 9, 1972. The
author's -work is supported by Grdnt No. SF-500, Office of Child Development, Department
of Health, Education, and Welfare. Author's address: 814 Sherman, Little Rodk, Arkansas.
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reasons for that emergence but do not wish to spend so much time sharing my

analysis of social trends with you that I forget about the major questions raised

by.my title. Suffice,it to say that at least one reason that comm 'ty -based child

care is with us as a subject of major social concern is that we have reached a new
g

level of community orientation in our personal lives. One,by one the major areas c.

of life that have throughout history been taken care of predominantly within the

family (except for a few select people within eaciL social., group)--child-bearing,

routine health care, basic education, food preparation--have begun to be shared

with others in 'the
o
social group. Such sharing comes about in Any field whenever

specialization of function takes place and.some members of the community are recog-

nized as more skilled than others at a particular task., As techniques.of child

t
rearing have Oesorile a subject of scientific study, and as grcAh-inducing and Owth-

retarding practices have been identifiedOt has become inevitable that child c re

be gradually ever more professionalizeth Whenever either self-proclaimed or con-

sensuallyacclaimed "expert's" appear who supposedly can do ar'better job at a given

task, someone i' sure to speak uP duicklPand say, "Then do it for me, or at least

help me do it.'" . To me it is useful to view day care in this context of social evolu-

tion as a manifestation Of the professionalization of child care and not simply as

an ad hoc procedure created to perform desired social services.

7te
dawn of the day care movement in America (it took a quantum step during and

after World War II) did,not coincide with our obtaining information that would help

us answer the question of our title, "What happens to children in day care,"

early day care programs grew uPalmost outside the boundary o planned scient* ic

inquiry. Simultaneously with the increase in day care in America ccured a

build-up in the area generally called nursery education or preschool education. But

certainly the leaders in that field did not talk to the people in day care,and

vice versa! Indeed not. For, after all, was not day care a service designed to
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provide care and protection for unArtunate children whose mothers were forced to

work? And did not use of day care automatically identify a family as one in which

there was social r4thology? After all, if there were no such pathology, the family

theoretically would not have sought day care.- Nursery education, on the other hand,

was for children from storybook America, for the Dick and Janes Who would later

appearin our readers, all blond and blue-eyed andfair-skinned, happily chasing their

dog Spot in the grassy yard of their Cape Cod house surrounded by its white picket.

fence. All of .these children had two parents who went to PTA meetings. The father

had a steady job (preferably as a University professor), and the mother stayed

at home and baked cookies and lovingly applied band-aids when someone fell down.

These children were exhaustively resewhed to the extent that we knew how they

greW, what their conceNtions of causality and deity were, how many -words they knew fd'

at each age level, whether they played parallell or as isolates (heaven forbid!),

what their average IQ's were, whether they responded better to autocratic or

democratic leadershipand on and on and on

But there were other children out there. It was just, as Michael Harrington

charged, that they were.invisible to us. And many of them were in day care--often

of an improvised type, not in beautiful lab schools furnished with Creative Playthings,

and futuristic jungle gyms. No, many of those of nursery school age were left with

6 or 7-year-olds at'5:30 in the morning when mother had to leave the housin oject

to catch a train across' town to arrive by 7:00 A.M. at the he ital where shy worked.

At 7:30 they went to an aunt's apartment three floors down;''and she gave them break-

fast and then took them, along with her two, to a decrepit day care center, folldWing ":

which she left for work. At 4:00 their mother picked them up, along with,the two

that belonged to the aunt, and took them home with her, where all the children stayed

until the aunt came home--and so on. Certainly few people were interested in the

child development of "those children." For.how could we possibly general izecr

a
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the poputation.as a whole if we used such a group for our research sample? The fact

that "those children" were probably far more representative than the ones being

exhaustively studied never seemed to make an impression on anyone's consciousness until

the early sixties.

BUt then things changed abruptly, and day care was. given the impetysoit needed to

come into its own--into its own with full trappings of social respectability and that

fraternity handshake of the intellectual crowd--data, facts, infermation. For it was

in the early sixties that early childhood as an important developmental period was

discovered. Furthermore, with early childhood's discovery came the notion that it

was not only there but that it might be critical for setting developmental limits

for the child for the rest 'of his life., Intervention during the early years became
rJ

the battle,cry, and for the first time the primary target group was "those children" who

previously had been totally negle,d. Scientific eascan never flourish, of course,

unless they are compatible with the Zeitgeist. More and better nursery education of

the 2-3 hour a day variety wou'd not have filled a major social need. But more and

better ,day care would indeed fill such a-need. And so day care came out of the kitthen .

and, for de first time, began to dat in the dining room. It was no longer a pariah;

it was really the prodigal son who had been misundeTs tood all along. And so, for the

last six or seven years, we have been seriously trying to observe day

try to evaluate the extent to which they formulate objectives for

care pr rams, to

children and

families and then meet those objectives to conduct research on samples of children in

day care and thus to Understand them better and to broaden our understanding of all

children. And on the baSis of the pool of knowledge now emerging wecan begin to answer

the question of this paper,"What happens to children in day care?"

1. A full .ran e of exs.eriences will be encountered b children in da care; one

can no more steak of d care in' the sin ular than one can o "school." This

J
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has been documented more completely by Prescott and Jones (1967) than by anybne else.

They observed'for four 20-minute periods daily for 10 days in 50 randomly selected

day care centers in the Loi Angeles area and noted such things as teaching style

(use of restriction or encouragement), amount of training, program formats, spatial

arrangements, and staff attitudes. As would be expected if one paused to reflett

on its they found a wide variety on all their variables in the different centers

they observed. Among their findings were such things as the fact that in general,

amount of training was a predictor otwhethe'r the program would be adult-centered

or child-cenOred., with more, training associated to a child-centered approach, althbugh

there were some very well-trained directors who were adult-centered. Size of the

facility and arrangement of equipment within the available space was an important

determinant of teacher performance. They found that day care was most effectiVe

determined by the extent of the children's interest and involvement in the program)

in those centers in which the staff was flexible and where children's needs were

.

met. Positive behavior tended to be forthcoming in response to encouragement, to

lessons in consideration, creativity, pleasure, awe and wonder, and to emphasis

on verbal skills. Negative behavior's tended to be associated.with restriction and

to lessons in control and restraint and rules of social 1ivin$4.. In short,in this

ippertant'observatioeal 3.tudy,'Ct was possible to Place the' programa of different

centers along a variety of continua both in terms of program inPutLnd chtld

resporthe. Neither in California nor in any other location can one refer -to "day

care ", en masse and be doing anything other than obscuring iMportant information.

2. Children in da care develo motivationally and in terms of skills consi-

det,'sworld. A fewryears ago when a number of people beganto

do serious research on the effects'of day care, critics of the field took the

position that the task for the researchers was to prove that five experience did

not harm the children. This was generated- by the fallacious assumption that group
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day. care was the equivalent of insptutional group care, in which children experienced

extremely depriving sensory circumstances and in which the problem of self-identity '-

was difficult i rmt lrpoisible to solve. Now we fortunately have an accumulation

of data which demofs.oates that quite the reverse can be true in well-planned and

well-run programs. That is, children enrolled in day care on the average show

significant gains on standard intelligence and achievement tests. Data in support

of this can be cited fisom the Children's Center in4Syracuse, New York (Caldwell

and RichMond, 1964). The hypothesis that led to the development df that program

was that the optimal time to begin enriciling the experiential environment a -a

child was during early infancy--that is after such time as he would have form.,: 1.1

attachment to his primary caregi-ver (his mother) but before such tima,as restrictive

modes of communication and thinking had been established that would limit his

future adaptivity0 From 1966 to 1969 this program had yearly'eartillment of approxi

mately 75 childrekranging in age,. from six months to five years and divided into

five approximately equal subgroups. Age separations in the groups were not rigid,

and during part of each day -tae children were in planned contacts with Older and

younger gaups, Most of the children attended for a full six -w-nine hour day, with

a teacher-pupil ratio being approximately 1:4 for all groups. The classroom activit4es
Q.

offered a balang, between teacher-initiated and child-initiated activities. That

is,in each day'i scbsdule there were some activities that were carefully ploned

by the .teaching staff.and:ahers that involved completely free selection of activity

,

And expression o interest by the children. All groups Were racially balanced, and

an attempt was made (not aNays successful) to have equal numbers of boys and girls

14 each group..

At this time data are available from some 86 children who had entered day care

prior to age three and 22 who had entered after age thitie and 49 controls from comparable
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socioeconomic backgrounds (Caldwell, 1971). Each child used in the analysis had

remained in the program for at least 6 months; many had remained for two to three

years. Each child was assessed shortly after enrollment on a standardized test ofi

early development and again immediately prior to this data analysis. The difference

between the initial score and the subsequent score was statistically significant

for both' subgroups of children, with neither group gaining more than the other.

For both the early and the late entries, the difference between the amount of change

shown by the day care and the control children'-was substantial and statistically

reliable. Data from other demonstration day care projects have shown essentially

the same pattern.

It has been suggested that such gains are spurious and merely reflect greater

familiarity with the test situation and greater ease and 'relaxation during the

assessment period. This may weld, be the case., However, it issignificant to note

that in the Syracuse study controls were themselves tested in circustantes which

corresponded very closely to those under which the day care children were tested.

That is, we established a one-week "nursery,school" for them, and no child was
.

tested until he had achieved familiarity in the situationand with the examiners.

But even if the gains in the day ce e children are motivational rather than intrinsic

cognitive gains, this in itself i s, important. Whether such gains hold 'up with time

is quite-another matter, and one to which a great dea more research attention

needs to be dir;ctedoin the future,

Findings from other carefully evaluated day care programs have shown either

similar gains (Robinson and Robinson, in press) or else no difference between day

care and control children (Keister, 1970). Probably the. most accurate generalization

that can be drawn is that the greater the proportion of children in a program prom

environments which differ from the middle class norm, the greater the likelihood

that results will indicate a increase in cognftive functi rng associated with day
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care; the greater the proportion of children from backgrounds already geared to

the acquisition of skills represented in theAevelopmental tests, the less the

likelihood that there will be a statistically significant difference between day

care and control children. But above both of these conclusions can be placed the

superordinate generalization that intellectual development need not by adversely

affected by participation in day care as many people seemed to. fear might be the

case itchildren were separated from their families for large sego is of the time

during their early years.

3. Children in day care can be kept healthy. The question of the effects of day care

on the Meth of thildren is a major one Because of the assediiikhealth-hazards, it

would have been folly until just a few years ago to advocate bringing large numbers

of ypung children,, especially infpnts, together in groups--epidemics of measles or

polio would have been dast,.:i consequences. Now, however, such illnesses can be

controlled by immunization and, provided a family receives good medical care,, they

no longer need to pose a ',erious threat to the presence of young children in groups,

But what about the hrray of less serious, but still troublesome, illnesses

that beset children tr groups? Specifically, what effect will day care have

on the incidence and seJect4 of colds and other respiratory illnesses? Will children

in groups have peroeLual runny noses and will one infant in a.group so spread his

illness that no one will be safe? These questions are especially relevant for

infant day care.

Several infant centers are currently collecting data on this subject; but to

date only the Chapel, Hill, North Caroline group, has published results. Over, a

5-year period, this group studied respiratory illnesses in approximately 100 children

who had participated, for some length of time, in the Frank Porter Graham Child

Development Center. Most of the children entered day cape before 1 year of age.
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The average incidence of respiratory illness by the group was 8.9 illnesses per child

per year. The highest incidence rate of 10-per year was in the children under one

year, with the figure dropping belqw 8 per year in the three year olds. The Chapel

Hill data were compared to data from a large metropolitan community which recorded

an average of 8.3 illnesses per year for one year old children and 7.4 per Year

thereafter through age 5. Glezen, et al .(1971) concluded that infant day care might

be associated with a slight excess of respiratory illnesses in children under one

year of age but that after that time the incidence figures were very similar to those

reported for home reared children.

Data from this study should be very -reassuring to those who are interested

in operating infant day care programs. In the Chapel Hill Center, no attempt

was made to isolate the ill children unless this appeared necessary for the ill

child's own'well-being. Of course, htgh standards of cleanliness were maintained

by the staff. Also, all children received excellent medical care.through the

program and, by 1967, a full time .nurse and part time pediatrician were part of

the Staff, Thus, one should not, from the results of this one study, rush to the

conclusion that infant day care will never be associated with increased incidence

of illness. Obviously the data at hand are from a high quality program which

strove for optimal conditions for the maintenance of health. They are in the

least encouraging.

4. Children in da care do not lose their attachment to their mothers. The

Syracuse group (Caldwell, Wright, Honig, & Tannenbaum, 1970) investigated one

extremely important aspect of social,and emotional development of children in day

care--the attachment of children to their own mothers, and the reciprocal attachment

of the mothers to their children. Primary maternal attachment is considered an

essential foundatAon to all other social attachments that a child forms in later

life (Ainsworth, 1969). In order to obtain some information on how early day care
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affects this basic attachment, the Syracuse staff compared two groups of mother-

child dyads.

Children in one group of 18 mother -child pairs had been involved in the Syracuse

_ ,

day care program from the time they were, approximately or year old. Children-1n

the other group of 23 mother-child pairs had remained in the exclusive care of their

mothers during that same period. All assessments were made when the children were

approximately 30 months of age. Based on observations of interaction between the

mothers and .the children in a 3-hor session, interviews about the child's behavior

at home, and discussions of the mother's own child-rearing patterns, a cluster of
ry

ratings pertaining to attachment behavior was made fOr each mother and child.

Findings of the study should be very reassuring to all persons conEerned

with infant day care. In termsof the attachment of the children for their own

mothers, there were no significant differences between the day care and the home-
Czy

reared infants. That is, the children who had been enrolled in day care aAd had

been exposed to several adultt daily since before their first birthday were just ,as

attached to their own,mothers as were the children who had remained at home during'

this same period.

The children were also rated on breadth of attachment, i.e., in terms of their

attachment to people other than their mothers. They day care infants enjoyed inter-

action with other people more than the home-reared infants. TEMi finding is

compatible with data from a study by Schaffer and Emerson in Scotland (1964) which

showed that infants who had had extensive contacts with other peopletended to

develop attachment to more people than infants who had been. isolated.

In regard to strength of attachment of the mothers for their children, there

were again no major differences between the groups. One important factor in this,

study was that all infants were at least six Months oldwhen they were enrolled in

day care. Ms pOicy was adopted to permit the primary child-mother attachment to

a
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:develop before the child-was placed in a situation that might conceivably weaken

it.

Other findings in this Syracuse study which, while not directly answering our

question about the effects of day care upon social and emotional functioning,

demonstrate the informational byproducts tat can generally be expected from broad,

based research. For example, when the day care and home-reared samples were combined,

' we found that streWth of attachment of a child for his mother was correlated with

developmental level. That is, children whose development was most advanced usually
6

were rated as the most,attached tootheir mothers. Smilarly, there was some

nidence that the most advahced babies tended to have the most attached mothers.

Both of these findings corroborate the generaljzation that one cannot effectively

separate early manifestations of intelligence from other aspect's of development.

Several other projects are continually monitoring the social and emotional

development of infants whose early-experience has included day care Within the

next five years .a great de'al of information on this topic should be available to

us.

5. _._i:liltYounct'eninda 'tare do not necessarily become emotionally disturbed.

iiThis conclusion is also stated negatively, as there were valid theoretical 'reasons

to remain alert lest this occur. Cain data from the Syracuse project can be offered .

to substantiate the point. In 1968 Dr. Samuel Braun, child psychiatrist, was

asked to do what i5 generally called a "blind" study on all the children in the group

of three-four-year-olds*(Braun & Caldwell, in press). For many people the only

acceptable cutting point for enrolling children in day care was age three-fany

children put in such a situation at an earlier age were likely to becore emotionally

disturbed, or so At was predicted. Those of us who operated the Syracuse program

were eager for reassurance that our procedure developed to offer cognitive and

social enrichment was not-producing emotional damage. Accordingly Dr:, Braun spent.
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a week with the children in the two oldest groups- - helping in the classrooms, eating

with theml going to the`' athroom with them, riding to and from school with them,

talking with their teachers, just observing them, etc. At the end of that time he

rated each child on a scale of 1 -5, with "1" indicating good adjustment and "5"

indicating poor adjustment. Of the total group only one child'receird a rating

of "5" and only four received a rating of "4", indicating that in general the 30

children were relatively well adjusted. After having that as re4ssurance, we

looked to see whether the distribution of ratings differed for the children who

had entered the program younger than three and those whb had Enrolled at or after

age three. The distributions of ratings for the two groups were virtually identical,

indicating that early enrollment (prior to age lrneed not be associated.with a

high incidence of emotional disturbance. Again,more reassurance.

6. Children in day_caie_ deyglopaleemunity. For some time we

have thought that'bur eerly day care children "cared for" one Arn7,,, than

0.

one usually finds in oroups of children of similar age. (One informal criterion

of this is that sorer,lis they seem to fight morelike siblings,) They are often

o

deeply clncerned 1,q)eher child's rights, about whether gary has !iey turn

or whether the sear he,. f!, adequately with Eric when' he pushed Gevalti off the

tricycle. A,hint thar, this might be the situation can be found in published reports

(see Freud and Dann, i944) of the social behavior of parentless children who were

released frOM concentration ramps in eastern Europe after World War II, These

children seemed to find their strength in each other and to resist for some time

the establishment of close ties with new adults and with other children. CUrrently
o

Lay and Meyer are collecting some observational data on 20 kindergarten children who

are "graduates" of the Syracuse Children's Center, most of whom have been toaether

in day care from early infancy. These children are now enrolled in a school with

20 additional children who were not part of the day care sample. Using a time
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sample observational technique, Lay. and Meyer found that although the "new" children
0] I

. distributed their social encounters rather equally over the entire group Of 40
6

children, the social interactions of the former day cave children were largely

among themselves. That is, they tended to stick with the-children who had

_ -
Pgraduated" to tlfelL env.rronment to9ether,., although over the course of the year

e

2 (as new friendship patterns.developed) this tendency weakened somewhat. This

suggests that iiiese little childVen from diverse family backgrounds moved to a

new-social setting as a smallkcommunity--sticking together helping tie another,

offering a-familiaV base until the new environment could be more readily apprez.

hended, 'Several of the. Children were from unstabLeind disturbed families, and

most were from families burdened in economic -difficulties;yet their "togetherness"'

had rped them adjust to a new.situation and had strengthened in them the feeling

- of.commimity that we eneed to 7-ctArdage,in all children.

' 7. Children in day care have a better chance of being Americanized.. I wish

se this rather archaic-sounding term--Americanize--to highlight the absurdity

some. of the charges that.haye been leveled against the recently defeated (and

,
.

\momentarily ,undergraund) comprehensive child care bill. Everyone interested in

'40 care knows the highlights in the sad Chronology of events of December, 1971.

The Comprehensive Child Development Act, inserted as a section of the bill authorizing

extension of the '0E0; passed theSenatef, then the House, and then was promptly vetoed

by the president. An attempt :to over-ride the residential veto in the'Senate failed

by sevem votes to achieve the needed two-thirds majority, in his message accompanying

the veto the president condemned .the child care provision for itst'"fiscal irresponsi-

hiiity, adminitrative unworkability, and family-weakening tmplications'of the system

it envisions.',' The president was justifiably Concerned about this Veto, as, th8rtly

gfter taking office, he had by Executive Order Opted the Office of Child Development
,

and had committed hit office to do everything possible to strengthen programs for

A. '00i82
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childrenlduring the first five years of life. Although participation in the programs

waSto be vo\ untary, and although local parent councils would guide all program that
I .

became operational, the president claim 'twat the child developmentprograms

would eventually become mandatory and thus serve to destroy thefamily. He said:

"For the Federal ,government to plunge headlong financially into supporting child

development would commit the vast moral authority of the National Government to L

the side of communal approaches to child rearing over against the family-centered

approaCh.

An illustration of this position can be found.in the following cidike from

the Congressional Record, the remarks made by a California lepjsiator who shall

remain nameless:

"Of course, Mr. Speaker, they do not yet ask for power to take children

by fOrce. 'That never comes first. But, Mr. Speaker, as surely as twilight

folloWs sunset and darkness follows twilight, it comes last. It is the

endito whtch all such programs logically tend. The family is the backbone

of any healthy society. Destroy the family and we destroy America. This

'child development' legislation aims at,providing a substitute for the

-family in the form of committees of psychiatrists, psychologists, sociolo-

gists and social workers. But there is no substitute for the family. A

Nation'of' orphanages cannot endure, and should not. It is an offense to

God and man."

This, bit of impassioned rhetoric was followed by the piece de resistance:

"Walk into the halls of the Department of Health, Education and Welfare and,.

think ofhaving it i place of a mother." P

This charge has come to be labeled the "Sovietization" tssue--such programs

will mean that we are changing our basic socialization pattern to conform to that

used in collective societies. This is, of course, as spurious issue, deliberately
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www.manaraa.com

15 -

employed to confuse and mislead. A few careful substitutions in part of the above

quotatidp will perpaps help to strengthen my point:

"This 'education' legislation aims at providing a substitute for the family

in the form of committees of superintOdents, principals, and teachers."

Co

tie
For is that not what we do in our public schools? Do we not now let teachers help

our children learn how to read and cipheer instead of their parents as used to be

the pattern? And has not vocational education broken up the pattern of family
411.

apprenticeship.? To assert that n eTience,whtch can help children achieve the

goals for which this country stands will "Sovfetize" them indicates jusrhow far

we have strayed from those original g 1 . Did we not develop a Ttem of public

0 \
education in this country precisely because our forefathers recognized that no

set of parents could hope to do all that was needed to educate (i.e,, socialize) 0 2

their children?

Thus to counter some of the irresponsible charges as to-possible conseguen es

of progressive child development legislatidn, i wish to suggest that early chil

development programs can do much to help Americanize American children. Let me

relate a poignant anecdote to illustrate my point.

This occurred in the kindergarten of our extended day school, a comprehensive

educational day care facility for children ranging in age from under one year up

through the sixth grade. One of the moslopular children was a little,white child

whose two best friends, one a boy and one wgirl, appened to be black. -,roue

4
Christmas time the girl's parents indicated their intention to withdraw her,,from

the school, as the racial composition had shifted from out 50:50 to 75:25 ack-

white. "It.seems that she never t s about anybody but the black children,"

complained the parents. One our social workers talked to the parents about the ''

matter, trying to accept eir feelings without remonstrance while reiterating our
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policy of admitting children without regard to race and urg.g that the child be

permitted to remain in what was obviously a highly rewarding and enjoyable environ-

ment for her. The parents thought tie matte over and kept the child in school.,
P

The first morning after the Christmas holidays, elittle girl came into the

room and, in her customary didactic style, pointed individually to each child in

turn and announced, "I can play with you, and you, and I can't play with you, or

you, or you. . ." With'the honesty.of a child she freely verbalized the agreement

that had allowed her to remain in school: "If I do my momma's going to whip me

and my brother's' going to beat me up." The earlier favorite rends of the child

were crushed, and the child herself had obvious difficulty remembering the new

rules as she fell into her school routine. Fortunately with the help of a

sensitive teacher who gently interpreted that rules that were made at home.did

not always have to be followed at school, the admonition was quickly forgotten and

old friendships were restored.

Towhom did the teachers in our day care schl have an obligation? To

those parents, whose lqve and devotion to their child expressed itself in a very

un-American concept and type of behavior? Or to the child who deserved a better

chance to learn how to adapt in a pluralistic society in which representatives of

all ethnic and cultural grOups have equal rights and privileges? Was the child

who was being entouraged to behave in the context of a set of values that-obviously

contradicted those of the, home being Sovietized? COmmunized? Not, at all, but she

was being Americanized. 1 submit that one of the nicer things that can happen to

children in day care is that it gives them an opSortunity to rise above their parents'

onarrowness of vision i
.
ealizing the fuller meaning of that now seemingly anachro-

nistic phrase, the American dream.
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Summary

In these remarks, I have tried to suggest that what happens to children in day

care need not be a negative experienCe for young children, as io many people seem,

to fear today. In fact, iiirthe few programs

done, quite the reverse has been shown to be

in which:systematic research has been v,

the case--quality day care is associated

with intellectual gains, with the acquisition of adaptive social skills, and with

healthy,physical and emotional development A response to such data might be a

rejoinder that such experiences can obviously be good for children but that they

are seldom found in day care. What is the proportion of such programs amont the

array of centers and day care homes scattered all over the country? In how many

`S.

do you find happy children, and in how many do you find children eating lunch off

the lid of the g,arbageipatl (to cite one horror story that comes from my own state)?
,-

And in what proportion is there a.sensitive program; geared to children's developmental

needs in contrast to &steady diet of TV throughout the day ?. Unfortunately we do

0 .

not know the answers to those questio s,,but one of the more encouraging trends of

the past five years is that we are beginning to bring all categories of day care

under public scrutin9. All states now have some kind of licensing procedure for

day care, albeit the standards vary widely from state to state. And although licensing

can in some respects be seen as encouraging premature crystallization of operational

patterns without ample opportunity to explore and try different formSof service,
o

in general it offers one of the best protective mechanisms that we have. If consumers

are to get good day care, they must realize their obligation to find out about the

situation, visit centers and keep in contact with state and national legislation

programs.

I
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Finally, I would like to suggest that as consumers we must all demand constant

monitoring of day care programs to ensure experiences for our "ldren that are

conduciwto wholesome development. Horace Mann once said that education was too

important to be left up. to either the professional educators or the parents--it

had to be the concern of all citizens. The same is true of day care. Today one

hears cries from potential consumers for more and better day care, and sometimes

'.these demands appear to have but little concern for the welfare of the children

involved. "We need more day care centers so their mothers can go to work and get

off the welfare rolls." And, "We want more child care centers so that women can

realize their potential." These are legitimate concerns of our society, for we do

. want our citizens to be able to function independently, and we do want our women

to have an opportunity to realize their own destiny. But sometimes it is hard to

'shake the fear that those who make these Demands are minimally concerned about what

happens to the children. If day care does weaken family life, we need tb know this,

for as of this time we do not know of a successful way to rear children (.in terms

of how our society has traditionally defined success) apart from families. We must,

in short, keep constantly attuned to generate continuing answers to the question,

asked in this paper. We can have cheaper day care by not bothering to monitor, by

not bothering to care. But in the long run it will cost ms much more.

Q
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The following packet contains a summary of the testing program

employed at the Center for Early Development and Education in the

evaluation of our children's progress.

This summary contains two sections:

SECTION I is a description of the General Testing Schedule. The
General Testing Schedule includes thq following: names of test,
administration month, and examiner. Most of the children at the
Center will be tested according to the General Testing SChedule.
The only deviation from the General Testing Schedule will occur
when a pupil enters school at an odd time, or when a pupil must
withdraw from school.

SECTION II contains the Alternate Testing Schedule and describes
the tests to be used for entering pupils, and those to be used
with pupils who plan to withdraw.
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e CENTER FOR EARLY DEVELOPMENT

AND EDUCATION

INTRODUCTION

The materials assembled in this booklet are being tused in a multi-level florae
interyintion project that is part of the research program of tfle Center for
Early Development and Education: We aye, attempting to determine the
effectiveness.of,dfiferent types of homd- intervention, recognizing that no
one pattern. wil.1 ever adeqUately serve the heeds of all families,. We are

trying out the glisefuliness of these materials urlder the following conditions:

(1) Giving the written materials and the toys necessary to carry out
the enrichment activities to the mother, a few pages at a time,
with only a brief demonstration, The materials are handed out to
the mother immediately after the child has been given an infant
test, However, that timing is not crucial to our conceptualization

if of the My in which the materials might be used at this minimal
level of intervention. For exnmple, they Might be hanged out to
a mother who has an appointme tin a well baby clinic. Th0 could
be offered as take home material " similar to pamphids on infant
feeding, parent-child relations, -and soon, that are itten made'
available to parents in welLchild clinks.

(2) ,I-Itake intervention plus interpersonal relationship with the wither.
The second level of intervention involves havi,ng, staff member of .

A our project golo the home of the parent and child and demonstrate
the activities to the parent, This demonstration is conducted with
the material's, thinking of the -mother-infant diad as the target.
The technique isov.ery similar to the one used by Phyllis Levenstein

her research. An attempt is made to establish an on-going. relation-
°ship with the mother, and time in the interview is made available to
talk about areas of concern that the mother Might have., Thus,

, 0
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although the intervention visit is esseintially child-centered,
:the needs and interests of the mother are by no.means neglected.
The whole activity is carrjed, outwith'samettring of,the 'attitude-
of friends or neighbors having a. social visit The home visits
are made bi-weekly. _Jr

Thewritten suggestions are not given out as assembled here. Four or
five age-appropriate ones are selected from the total array (and new ones
are always being prepared) and given to the mother at the time of the

--males visit to the Center for testing or the staff rnemben visit to the
home. The printed activity guide' along with the necessary materials for
carrying them out are put in a paper bag and given to the mother. In our
own office we have organized the activities roughly according to age level.
That is, there is a bag that deals with activitiesappropriate to the 8 to 10
month age range, 10 12, 12 -115, and so on. Hpwever, the activity kits
are selected more in terms of what we know about the child's developmental
achievements thah chronological age per se.

The materials assembted in this booklet cover the age range of roughly eight
to°24 months. Materials appropriate for 24 48 months are currently in
preparation. The toys placed in the kits are given to the parents and they

&pare not expected to return them. This was done because we feared that
parents would not fully- utilize the materials if they felt they had to turn
them back in ata later time. Ipfants can be hard on toys and teaching
materials, and we -were concerned lestimithers fear that they would have
o pay for materials that a child had damaged. Because of this pattern we
ha e limited the value of lany given MI of materials to seventy-five cents.
Actually if they were ever prepared an a larger Scale, the cost could be
be reducedty half.

Many pe(ople on our staff are working either in the project in terms of
introducing the materials tO parents or in the preparation of the suggested
teaching activities. People who have worked on the materials include:

a

%,
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Research -Design

Bettye Caldwell
Rosahne Grauer

Preparation of Written Materials

Bettye Caldwell
Ann Campbell

-,.Na ncy Goss

lu tie Honey

urchaseand 1111E99Toys

Ann Campbell
Andrea Gillespie
Nancy Goss
Barbara Huban

Testi

Ann Campbell
--'---Nancy Goss

Barbara Huban
Penny Mayer
Phyllis Melton

We would appreciate comments
with parents -and children.

O

Typing and Art. Work

Dorothy Rhoads
Sandy Singleton

Printing and Assembly

'Jimmie Jefferies

,Gathering of Infants

Dorothy Corbitt
Evelyn Jackson (and referal

a

from many mothers
lready involved)

Pat Walter

Home Intervention

Dorothy Corbitt
Andrea Gillespie ,

Julie Honey
Nina LatiTer
Joan Rorex
Mar nette Trotter

from any persons who try the mat_erials

BETTYE M; CALDWELL, Director
Center for Early Development

and Education
University of Arkansas
814 Shermah Street
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TO R MEMBER

*1!_l

Make this a fun time,

Keep it light ond),easy'.

Don't push too hard if your chird
isn't inter'estad, Don't feel bad'
if he doesn't wart to ploy. Try

again later. .

Spend just a.feW minutes each play

Praise your; c0d*. .Smile, laugh,

look proud if he does what you are
trying to. teach h"fm to do. Don't

scold him if he doesn't do it.
Smile and try again later.

6. Help him. Don't expect him to do
too much on his pwn. He wi I I be

more int:ereste.d in- theAJoys if you
are interested in them, too.
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L

2,

7. Talk to yoUr child a lot. Doh't
feel sj.11,y., Don't worry about using.
"baby ! it seems lik'e a good
thing to do.

8. When,he4make sounds ad seems to
be trying to tbik, answer yo4r child46

T. Say his name, oftenoi Say his name
when you praise him--"That's- a good
boy, Jahnl*"

)

10. Some of the teaching can be done
while you are working (cleaning.
house or doing dishes). Save a
few minutes for you and the baby
to suit down for a "special time."

II. "Make 'up other games li.ke the ones
we ha play6d with your child.
This can be done with things you
have around the house.

"CO212
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EXPLANA 1 I ON.

The a.ge limitations of ,each inter-

.

vention it-em are quite f.exible. The

toys and tasks may 64anded-as.the

increases.:16-Molityand vocal-

izatron. The types of toy we have'

chosen for our intervention are not

expensive, may be ;found (or Auplicated).

n;:th

L.,

home, and 'should be considpred

as "types" rather thah specific items.

CODE: A-0 't-o 6 months
13 --6 to 12 months
.C--I2 to 18 months
D--I8 to 24 months
E-724 to 30months
F--30 to 36 months

00213
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\,tcIHA/S111G

Materia all

Sit on ,the floor with'your baby. Roll

the ban to ',..

.Say, "Get the ball.",

Let him chas*e the ball and push

around.

ti

D

3

Directions: Text visil, see if your
child will crawl (or walk)
after the ball

B and C
00214
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Alateria bell

7

Stand behind your baby and ring the be

When he turns .toward the sound, show him
the'behl.

.Put-the bell in hit hand.

Show hirrOlow to r i ng the be

d.

Directions: Next visit, see if hey -can
pj,ck up the bell'and riAg
it

0
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0

BL OCK.,..

Mater i a Is- pb I ock-s-:;-

(1,

Let your baby watch whil stack "f"-,

blocks.

See if he can put one on t p another.

Praise him loudly jf he stocks a block
(or two or threel).'

.Directions: Next visit, see if he can
build some blocks- for us.

A and B

. 00216.

to
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COI
Ir

Materialscup,

ft*

Shay your baby how to hdi,d a cup by the.

handle

See if he can pick the curp. s up this way.
91

Directions:. Next visit, see' if he can

use the handi.e on a eup.
o

A-B

0

e0217
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7

;

CUP

Kkiterials--cup, smalr tQy or
cereal

'Nide a piece of cereal under the cup::

Make sure the baby sees-ybu do this.

Encourage him to find the hidden toy
(or cereal).

Directions: Next visit, see if your
baby can "find" what is
under the oupo

a

a

a'
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PLACING iN t P

Materirs- clothespin and cup /

Drop some clothespinS (one or two) i t4\the

cup.
V

Do this many times.
L

See if your baby can put-them i n the cup,

Clap for him when he does.

Directicins: Next visit, see if your
baby can play this game
with us.

B and C
00219

0

1
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0

4
7

BOOKS

Material--a book.

0

0 (

C)

ti ti

Sit with` your baby and snow him a book.

Point lo the pictures.

Tell him about the pictures.

SHoW him how. to turn 'the pages.

Let him see that you like books.

Directions: Next visit,we'will look-
at a book together.1.-

1

A-F

9
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READikG

A

Material - -a book
tJ

Read out -opd to your baby from ci, book

each

The new wordshe hears wilChtIP 'him
talk and )-eqd better when he is order.

1'

Ditections: Try to r.ead from jive
to 'ten minute each (Joy

to your bdb

B-F
00221
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yater ia Is -.7'

;tn

C9ver the toy part of t wa wi the
hanki,e.

HANK 1 E

ankiie and- toy

6

0

Do .this while the baby watches
O

Make sure some part of the toy i s Ushowirrg.'

y, "Find thePoint to the *hankie,. S
1?

ir.ect ions'. Next visit., se if your
baby can. f ;toy that

partly hidden"
O
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/eMMROR

t.

Materiallarge mirror ar hdnd mirror
That you.hold(be cdrefu

4;

Hold your baby in fron f the mirror and
5.ay "See the babiy."

Point to the baby in the mirror and say,
"Hi, Baby." "Where's tfre baby?" ",The re

he is."

'Let your baby pat the mirror and give it
a kiss.

Say, "Love the baby."

Let Our child explore the mirror image.

Encourage him to sm.le.

Direction's: Next visit, see if
your. baby can point to himself
in the mirror.

A-F 0 6223

4
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RING

Mater i a l s - -r ing- and attached strjng

Dang le the r i ng I n front of your: baby.

Swing the ring back and forth by the
string.

Encourage your b b to take the ring.

Let him hold it and find out a l l \about

o

Directions: e e ft.your baby will
,grab the ring on our
next visit

B and C 00224

P
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RiNG2

Materials: ring and attached
string

Let your child hold the ring, Then,
put it out .of his reach.

Point the stri g toward himt

ShOw himohow to pull the string and make
the ring come to him.

Di'rections: Vext visit, see if he can
'pull a toy or the ring by
the string,

A and B

a

00225
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SCRBBBUNG

to

40

Materialspaper and crayons

piece oDraw circles or lines on

Encourage your4
marks on the paper.

paper.

o, watch you make

Let him try.to make marks if he wants to.

Directions: Next visit, see if he will,
watch Oile someone else.
scribbles.

00226

16,

sa,

B and C
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TALKING°
v

Materialsyou, your Child, a,spare
(or busy) minute.

FInd time to talk to your child about

what you are doing.

Tell him thelparts of the body as you

change him.

Explain what you are doing when ,you

clean house..
6

Takes TIME to talk to your

A-F .

s,

0227

AY 12124.
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TALKINGb

Stress-copying words and sounds1

Yoy copy the baby's sounds. if

he says "Grf-m©, iou say "Grfm"

back to him sometimes.

Encourage him to copy your sou

Work on "Ma-ma," ."Da....da,""Baby,

"bow-wOw,'" "T.V.,"

' bye," and "bottle,"

ft

A-F . 00228'

o'-no," "bye_
\
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IMITATIVE PLAY (COPYING)

Materialsyou and your child
o

Sit on the floor wrlh your child and kick

your feet (or pat your head or clap your

hands).

5
Praise. him if he copies our actions.

dt is very .important for your child to

learn to imitate others.

Directions: Next visit, see if your
cihild can copy something
that you do.

a
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IMITATION

Material - -a doll.

Take a doll and get your baby to do

whatever you do--"Pat the baby," etc.

-"Wipe the baby's nose."

"Love the baby."

01.

ft, 0".

B-D

ve,

00230

0

f
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*#'e

"PEEK-A-BOO"
4

Materials--yOu and YoUr: child

O

*

Hide your face with ,your hands (or coven

it with wash cloth).

Say, "Where's Mommy.
"There ,she is!"

eek our and' say,.

Hide your baby's face briefly and say,
"Where's Baby?" "There he is!"

Directions: See if your-baby will-
play "Peek-A-Boo" next
visit.

a

0 0231
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j

6

HIDE AND. SEEK

Materials-"-you and ytiur Child .

S

Hide behind a chair-or behind the door.

Say, "Find Mommy. Where is Mommy ?"

Encourage 'your child tovcome and find

you.

Seeif he will hide ancClet you look for

him.

(Stress the briefness of the separation.)

Directions: Play "Hide and Seek" on the
next visit for me,

B-F
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FIND41G THINGS

Materials --you and your ch i Id

Hold your child in your arms.

,Say, "Wher4's the light?'" (or "Where's

'your bottle?" or "MOmmy?" or "Daddy?",

etc.).

r

4

Help hit6finct it with his eyes.

When he is'older, help him point to

a

Directions: -See if your baby

Q.
for things with hi

9

B and C
A \\\'

00233

a

look

es.
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HIDDEN TOY

Materials; "A favorite toy
(stuffed animal, etc.)

Hide a special toy of your child's behind
the 'sofa or behind the door

Leave it showing little bit. Help him

.find it..
.Q1ap your hands and be excited when he
finds if.

Directions.: Next visit,

play this "Hidden Toy"
-game with your Paby.
See if he can find
the toy.

B-C
00234
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"SO BG"

Materias-- ou'and- your child

Say, "How big is ?". phi lea you

say this, stretch your arms above your
head.

Answer,
ft is so bigoP4

Directions : ext visit, see if your
child can' lift his arms
up when you ploy this `game

and C

5

00235
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AY".

Mater iais--"do1,1 ,. k 1 eeoex comb
1

Say, "Love- the _ildby ." As you say
gi-ve'the do I 1, a at or a f"-l< iss.

Show your chi' Id how to wash the do 1 1 's
face (or comb *the' 'do-91 .1 gs hair; wipe the
dol 1 's nose, or rock the baby).

'Direct ions See if your baby don d6 one
af these things on thenext
v

S

sa

O
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PARTS OF THE BODY

Materials--you and your baby

S'ay, "Where's your noseroto yourbaby.
Touch his nose and say, "Here it is."

Say,- "Theri's Vommy's nose," and let your
baby touch your nose. O

Help your child find his eyes, ears, mouth
and other parts of the body.

'As he grows oldername hands, feet, I egs, .

arms, and so on.

Directions: -Just ,naming the parts of the
body will help your child
learn them. later. Do not
expect him to be able to
find them yet.

00237
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0

\or

ca

0

00238
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BUBBLES

Materials--bubbleAnaker

Make bubbles for your baby.

Let him try to catch or touch the
bubbles.

Laugh-v/4th him wienthe bubbles go
away.

B-F

0

Directions: Have fun!
1.
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DROP THE SPOOLS

Materials-coffee can and s obis
(or walnuts)

Show ygpr baby hors drop the spoo into

_th'e can

See if he will put some spools into the
coffee can.

Dftections: Try to help him *put 6 or
8 spools into the coffee
can.

1
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CAR (BUG)

Wterials--a small car (or bug)

Show your'child how to push the car (or
bug) along tihe floor,

Make "car noises"Jis you push o t.

Say, -"Parll< the ," and roll it under
a chair or table:

Directions: ,See if your baby can push
the car on the on

the next visit.
r.)

B-D
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CAR SOUNDS

Materials- -car, plane, etc.

Make sounds of motors while pushing a
toy aiong--"Chpo choo" (car sound, plane
sound, etc.)

Encourage him to make the sounds with
you.'

O

,)

O
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Materia

O
SAME

any. 2 houselldld objects
that are'othe same (2
spoons; 2 spools of red
thread, 2 buttons, etc.)

Help your c d understand which items
are the same and which items are different.

Say' "These spoons are the same. Let's

put them together."
0

Encourage him to group things that are

the same. 6 ,

D-F

9

ca.

00243
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TWISTING

IV

Materialsa jar, lid, and cereal
(empty baby food jars
are 7iuggesled)

Put the. lid loosehi on the jar.

Show the baby how .to unscrew the lid.
Help him to get the cereal out of the

Repeat.

jar.

Directions: See if your baby can do this
on the next visit.
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9 a

SELF-HEY

O

Encourage your child to take off,his shoes
and socks.

As soon as he learns to take them off,
help him leprp to put -them back on again.

Say the words as you do this.

Praise him whelq he does it.

D-F 00245

G-
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AC" IN. WORDS

(level Il)

Sometimes it is easier for a baby to learn
the names of things than it iS to learn

action words:- Once he learns to walk, he

will spend many happy minutes carrying At
requests that let him rive from one place

to another.

Use this to help him learn such words as:

come, go, get, give, bring, put, find, take,

show. Say such things ds:
"Come to Mdma."
"Go get your bottle."
"Put the cat down."
"Bring me your socks.
"Where is your shoe? Go find your

shoe."
"Give it to Mommy. ft

If he looks puzzled or ignores,,you, take him

by,the hand and do it with him. Say, "Let's

go find your shoe. ". Then, when you find it,
point or pick it 'up and say, "There's your

shoe. We found, it!"

B-F
00.246
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t,

Materialsplastic spoons and forks,
all of the same color

Have your baby sort the spoons and forks
according to .their use.

Say to him, "Give me all of the spoons"
(or knives or forks).

Praise ow baby.

When he gives you"the las,t one, pretend
to eat with it. Say, "Mmmm--good! Have

some." Laugh.

Note--Sometimes the ends of the forks
break off. Be very carefulthat the
baby doesn't get one in his mouth.
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is L ihSFIN LIFT

Materialsea shoe box top and 6
clothespins

Cut some holes in a shoe box top to fit
the clothespins.

Fit the clothespins into the\h-ales. So

to your child, "Take them out." Show*

him what you mean.
tU

2 V/hen the clothespins are out.of..the box,.
endourage him to put them back inTo the

holes. Help himat first. Guide his

hand if necessary. Help him learn to
lift straight up. At first, most babies
pull the pegs toward them.
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CUPSCUPS

Maferialsmeasuring cups

Show your baby how to put a littlei cup.
de 'of a bigger .cup-.

Help him to choose the right cup.

Directions: See if your baby can (with
help) stack 3 cups.

0
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Many wonderfu 1 things can be done vath a set

of meta I or p I ast ic measur ng cups .
0

Give them to your baby when .he Is sitting in

h i s hi ghcha i r --or any,p kace wherq he has

tray or table in front of him.

Let h i m pl qy w th the -cups . I f he does not

do it by himself, show trim how to pu,t one

cup i ns i de of another . 6'Say , "Nit the , 1 itt[e

oneones i n -the big one. " -Later on say , 0.4
gie" me the b i q cop" or "Give me the P ittle

cup." 0

,a0

,Praise your chi I d" often.

Somet ines when ybu are busy , 'one of the

o I der chi.1 dr,en c .p I ay- this game with the

baby . They I i k to feel that they are

helping the "ba y" learn.

Cr

C -E

a
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HIDING AND FiN.DING

Materialsa set of nesting measuring cups
and a piece-,,of ound dry-cereal or a raisin

to hide. .

Take 2 o-rthe'measurrng cups and hide a piece
of cereal under the bigger cup. 1Say to your

child, "Get the Cheerio. It's under the big

cup,." .Try thinverand over.

Praise your child often. He won't learn to
do it all at once.

Next, hide the cereal the little cup

and ask your childio find it,. Be sure to
use the words biq little, cup, cereal, and

raisin/often.

Another timeGiv-e him just 1 cups-and both-

a raisin dnd a piece of cereal.. Hide both
and ask, "Give me the raisin" nr ."Giveme
the Cheerio."

00251
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MATCHING SHAPES

Materials-7cookie cutlers with
cardboard,tracings of
the cookie shape

Encourage your child to put the cookie
cutters down on the proper cardl9;4oard\

shapes.

Trace around the shapes and elp your
`Child to place the cutter on its drawn
shape.

your child of/en.

00252

Cr

a
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UNDERSTANDING WORDS

Encourage your child to look at the stove,
the light, his sisters and brothers, or
his father.

a

Encourage hip lo ook by looking at the

itemsyourself.

Praisemour child often.

Before a baby c'an to he has to learn
to "make sense" out of the sounds he hears.
.Every day you should "test" him to find
-out which words he knows.

-13-F

00253

0
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LOOKING AND POINTING.

Help your child earn to point.

-Don't worry that people say it isn't ,

polite It's d way of hdlping us reach
farther.

Take his finger and point at a familiar'
object.

Say, "There is the light," while pointing
at the Iightbulb.

Point and encourage.him to. look at the
object-. At first he will look at your
hand.
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Moterja 9 --o doll

Teacb: your, child to blow a kiss or

to lkiss your cheek.
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OOK J ND AT PICT

Materialsmagazines

JRES-

Read a magazine ?fith your child. Call

Dut.words and point to the pictures,

Encourage your child to point
pictures, too.

the

Don't scold \,'Jhen magaziries get torn.

B-F
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SORTING BY-COLOR

M6terials--4 black checkers and 4 red
checkers

Give your child the 4 black and 4 red
chseckers.

Encourage him to put the red c.heckers
in one stack Oft the black checkers in
another stack

Praise him often.
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MATCHING DY

Materials--2 black dominoes and
2 black checkers

Draw the shapes of the checkers ,and
dominoes onto a piece of cardboard.

Enc.ourage,your child to place the checkers
and dominoes on the cardboard shapes.

Praise him often.

C-F
00258
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REMOVING OBJECT FROM BOTTLE

Materials: empty bottle and di.'y

cereal

Give your child a. cheerio and a clean,
empty baby food jar or plastic baby bottle.

Encourage him to drop -0 piece of cereal in

the bottle and then to tip it 6ut. Say,

"Put It in the bottle," "Take it out," or
"Get it out."

Then give your child more cheerios
the

)
jar.

Let him eat them.

CO259
B and C
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Mater.iais--2 measuring cups

Give your child 2'cups while he is in the
bathtub. Let him pour outer from one cup
into the other.

If he pours water from the big cup into
the little cup, he will notice the water
running over

He may 'try to drink from the cup. If .so,

he will learn that soapy water does not
tastt gdod.

o-F
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TELEPHONE PLAY

0

Material - -a toy telephone

Hand the toy telephone to child. Say,

,Answer him.

Talk to your child on the telephone.

Praise him often.

Q

'C-E

00261
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TELEPHONE PLAY

Materiala toy telephone

4

Hand the toy telephone to child. Say,

Answer him.

Talk to your Ch i I d on the te i ephone.

Praise him often.

C-E

00262
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. BIG AND LITTLE

Material : *B i g and I NI le ob jectsl-cups,
paper cut-outs., buttons-stic4<s.

Show your chi 1-cl one pair of ob jects
time and say "Show me the big /I

Do al I the big objects, then ask your child
to point to the- I iftle ones.

0 -006263
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a

t

DRESS UP

Sal'e a grocer box for "dress-
up clothes: Put'ol-41 shoes,

purse, Fiat, dresses, etc. in

box:
rs

-Play prefend. games" with your chi Id.

O

1

et him. serve you make believe coffee or
cookies.

0

O

refend 'you are 'at a.party or in the kit-
620= cooking. Make up.your own make-,
believeAamet. 7

41

a

a

I. 0

6

a
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TABLE ACTIVITItSol

Help your child pour his own milk.

You can, pradtice with hit with cups when
you are bathing him.

If (or when) 'he' spills, let him help you
clean the milk up.

o

Show hi-m how to Ihrow the sipi I ed napkin.

inithe waste basket.
o

Make him feel a part of. the family.

,Praise him Often.-

O
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TABLE ACTT VITI ES I I

Your: chi I d can take part in setting the
o

; tab le. He can fold the napkins. He can
p I ace fhe spoons on the tab I e:

May be you could~ find a pret --leaf or a
flower and I et him decorate, the ,tab I e.

He wi I I I ike making things look nice.

00266
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SONGS TO LEARN FROM

MATERIALS A toy fish; a picture of a..

turkey.

Sing these songs to the child and show him.

how to do the appropr'iate hand movements.

o

FISH SONG 0 ' Fish Song
O 0

One two three four five

caught a fish alive,

Why did- I le't. Om go

_Because he bit my finger so

Which one did he bite

Th4 little ne on the righT.

0
,0 co

K) Turkey Lag_
0

o
P

0 I'm a very fineturkey
0 And I

sing a fine gong

Gobble, Gobble, Gobble,

I strutt around the barnyard

all day long.
And my hea:d goes

Bobble, Bobbie, Bobble

CO268
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"THE BEEHIVE"

a

MATERIALS -- You and your chi Id-

(Make a fist with your hand. This is a

beehive. Bring out a finger as you count
each bee. Begin with your thumb.)

Then sing:
"Here is the beehive'. Where are. all the bees
Hidden away where nobody sees.
_Scion the are creeping out.of the hive
One! two!- three! -. four! - five!"'

DIRECTIONS --See if he can play .this game.

00269
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FOLDING PAPERS

MATERIALS Half sheet of paper, crayons

Tel your child that you are going to make
a book.'Fojd the paper over and press it
down so that it makes a little book.

DIRECTIONS -- See if your c'hild can make
little book this way: Color

a picture

c 00270
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0

FAMILAR THINGS .

Material: Magazine, T;IIV;r1 Stamp Catalog

Ask your child to,,point to common objects
in the magazine.
Say, "Show me the bed,". .__the lady."

"Can you show me the
the car."

chair?"

o.

,See if he,will begin to terl you some o
the names.
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FAMILY NAMES

Help your child to learn the names of all
of his family.

When you are together as a family walk
around the room and point to each person.

As you point, help him to say the name"
of each person. (Say it first for him.)

Clap for him when he gets the name right.

Make a scrapbook with family pictures
in. it, maybe.
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HOUSEHOLD HELP

Your child likes to feel grown and help
°

ful.

Take time to include him in your daily ac-
,

He can "he
and scrub.

ii you: sweep, dust, polish,

=I

Praise .him arid help him feel he's a good
and-useful person, This.will make him

happy.

o 00273
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6 WORKING WITH CLAY
o

MATERIALS Modelin Clay

Show your child how to make a big ball and
a little ball;Ho long snake, a face on the
clay-, a bowl.

Put 2 of the items such' as a big ball and a
I ittle ball in'front of the child and say
"Show me the big-ball" etc.

00274
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WATCHING TRAFFIC

3

Children like big trucks.

When a dump truck, the garbage truck or

a fire truck goes by your house point- them

out to your child.

Be excited as you name the kind of truck

g o i n g by

Call them by name and point,

Soon your child will be showing these things

to you,

Other things to point out Airplanes

Ambulances buses road machinery

/1011 I I 11-
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PUPPETS

Save an old sock.

-\ Draw a face on it with a magic marker or,
a felt tip pen.

loor

Let the "doll" dance and talk.

Answer the "doll" back. a

EncoimaTe your child to put the sock on'
the doll.

Help him make the doll talk.
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SONGS TO LEARN FROM

'MATERIALS Smalistrain

Sing these songs to your child and help him
make the appropriate hand movements.

Clap Your Hands-

Clap Clap Clap your hands
Clap your hands together,
Clap Clap Clavyour hands
Clap your hands toge-fher

(Shal.<e your hands; rub your,
tummy; pot your head, scamp
your feet; wink your eyes,
etc., etc.)

The "Train"

(Hold out arm)
0

Little train goes up the track
Woo-oo-oo
And then he comes back

01)77
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BATH .TUB PLAY//

Mater i a I : A sponge-

Let your chi I d ,exp l or'e 6.1 I' the fun' of a,

,

C-7

I

*,pp6iige.

Show- how to selueeze the'- sponge to' fj I

it with- wdt.er

Let him squeeze the wa *'er fi 1 I ed sponge

Into a pfl ast

PO soap on the--sponge and "waSI-01 t

Scrub VI s feet, and k(iees.,

A

/SpOhges have many uses.

-Make, up some "game" of your own

filf
fj1;1:111)1

If tiv

rip
Yi /416.11iii.Agc V/ /Ai /die

tub,:
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DISTINGUISHING AMONG OBJECTS

MATERIALS, Things of different textures:
weeds, leaves, rocks, mud,

sticks, pine cones,
etc. I

sand,
water,

Present the objects to the baby, one a

:rime. Tell him what 4I -i4 WhoCbaby
tires of one object, give him another.

0

DIRECTIONS Se-e,,if he cdn learn _to

distinguish among these
things, Ask him ta point
to the leaves, the rocks, ir

,
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UNaERSTANDING "YES" AND "NO" RESPONSES

MATERIAL --.Small object or'.food

-Show -child theobject and transfer it back
and f4rth between your hands ever-ad times.

Present both handy and say, "Which hand is
it in?'

. When the child reaches for one of your hands,
say either -

(a) "No, no nog. It's not in this hand."
Immediately open .your hand. "This .hand is

1

empty." "Where is it?" or. .

(b) '"Yes, VI*, is in this hand.". open hand
immediately and if using food, let him eat Lt.

00281
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D4WING SHAPES I .

Materials: Crayon, Paper with dotted line
,Q

5----Triangls
.5----Squares

5----Circles

Take the X first and let your.child watch
you 'connect the. dots. Give him another
and help him do it.

Continue' w i th the other shapes. You may.
have to make more papers for him.

t.

XXXXX
A 2L6,.

111. 1:1

0 0 1.0

00282 IT)
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SHOW.ME

,Materials: 10 common household.objects,
such as: spoon, comb, tpath-,
brush, book, sh6e, cup, cookie,
toy cdr, napkin.

T611 your child the name of each object.
Place vdrious combinations of,these objects
in front of your child, and ask.him to point
to one of th6m.

Show him (the cookie, soap and toothbrush)
and say , "Point to the soap", "Point to,

the cookie" etc.
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J

SHOW ME II

Materials: 10 common household 'objects

Shoe your child a set of 3 objects, such
as soap, fork, comb and tell him to "point
tothe one WQ can eat wilh","take40 bath

with". Repeat with -yarioUs combinations

of objects;

-Later, you can group all 10 objects_toget-

her and see your child can find the one

you are talking about.
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"RING AROUND THE SEY"

MATERIALS -- You and your child'

Hold, lignds with your child and walk around
in a circle while you sing "Ring around the
rosey".

Thy song, goes:-
."Ring araUnd the rosey.
Pocket full of pos6y,
Ashes, Ashes all fal l down ,1t

Change the rhythm of the song so c h i l d doesn
know when' you are going to say a I I far i,,,2wr

0
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PUZZLES

Glue a picture onto a piece of shirt
cardboard.

Cut tthe picture into pieces.

He.Lp your child fit the pieces together.

Later cut these 2 pieces again(to make 4
pieces)
Help your child fit the 4 pieces together.
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BUTTONING

-MATERIALS -- Button on material and button-
hole.

Shoyour child how to button and unbutton°
describing what yow're doing.

a

DIRECTIONS -- S'ee if heidan,,buttOn wheh

as,kedondunbutton
askeck'
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The effects of a supplementary language program on the ,,
linguistic performance of preschool disadvantaged children.

0

Richard Elardo and Bettye M.°Caldwell

The purpose of this study was to assess whether, in a well-planned, structured
preschool classroom, any increment in children's language,performance would result
from the addition of a formal language development kit. The kit chosen for this
added training was the Engelmann, Osborn, and Engelmann (1969) jimmllanguage
program.

It has been the opinion of many linguists (Menyuk, 1971; Houston, 1970;
McNeill, 1970; Chomsky, 1965) that mere exposure to the language in a stimulating
environment (such asoa preschool classroom) is sufficient fodder for the child's
innate linguistic capacities to grow and develop. They feel that children, by
the age of five, have already acquired most of the basic syntactic structures
of their language, in the absence of direct instruction. Miller (1964) stated
for example,'that children acquire language from parents who have no idea of how
o explain it to them; and noted that no careful schedule of rewards for correct
utterances or punishments for incorrect utterances is necessary. Similarly, the
linguist Susan.Houston recently offered the opinion that "...language acquisition
is not a skill--neither is it the acquisition of a skill--and so does not depend
upon enyiroyimental exigencies, save in that children must hear a language in order
to learn it" p. 959.

On the other hand, behavioristic psychologists such as Bereiter and Engelman
11966) believe that the language problems of the disadvantaged child constitute a

fundamental deficit and are not merely .a function of shyness or unfamiliarity with
school settings. Consequently, specific language concepts are sequenced and incor-
porated into a structured language development program which is sometimes characterized
as a "pressure-cooker for young minds".

This study was designed in an attempt to uncover differences in language
performance'among a group of children, from a stimulating classroom, who received
additional stimulation in the form of the DISTAR language program.

Method

Subjects. Subjects were eighteen children enrolled in the four-year-old
classrooM at the. Center for Early Development and Education.

Experimental Design. The,group was ranked from highest to lowest in terms
of score earned-on the Stanford-Binet. Every other child was then assigned to
either the experimental or the control group. P

In an attemptato central for teacher variables, the two co-teachers in the
room took ibp ns teaching the experimental group. The two teachers rotated every
month,

. (-Z
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A

Procedure. Children in the experimental group were taken each day to a

small room for instruction. Over a period of approximately seven months, the
experimental children progressed through the 180 planned lessons of the Distar
language program.

Results

Dependent measures employed at the termination of training were: The
Stanford-Binet, the Engelmann Basit Concept Inventory, a language complexity
score derived from performance on a story-retelling task, and the Illinois

{ -Test of Psycholinguistic Abilities. At the end of the school year, t - tests
between - experimental and controlgroups revealed no significant differences
(Binet: t = 1.44, 16df, 4:1).05; Engelmann: t = 1.20, 17df, 1:17 .05; Language

Complexity: t = 1.09, 17df, p7 .05; ITPA: t = 1.10, 17df, p> .05).

Discussion

The results of this study offer some support for those linguists and educators
who have maintained that a 'well-organized and carefully planned preschool program
is likely fb provide sufficient language input to its children. Children in the

control group did as well as those who were exposed to the DISTAR langUage kit
gon several measures, even on the Basic Concept Inventory designed by Etgelmann
himself: These results indicate to us that when teachers are aware of what concepts
to stress, these concepts can be taught in a less formal and didactic manner than
is the case with the DISTAR program.

Of course, teachers who are unsure of what concepts to stress in an early
childhood program would probably benefit from a packaged kit such aS the one
tested in this study.

00291'
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VALUE CONFLICT IN INTERVENTIONRESEARCH:

FACT OR FANCY?

Richard Elardo and Bettye M. Caldwell

4 University of Arkdnsas

Report
t

I Considerable controversy in present-day intervention research., revolves
around the question of whether lower-class,parenti value the same achievements
fn their young children as do the presumably middles -class personnel who operate
intervention programs. It is the fear of some that perhaps program operators -

are imposiRg their own-values on children, 'rather than those the children's
:parents would desire to inculcate., ° As Susan Gray (1971) explained, the usual
accusation is that interveners are promoting a_white middle-class model of
Oat is appropriate behavior'when dealing with other ethnic groups. Allega-
tions to this effect are sufficiently frequent that persons offering early
intervention progrdms are often made to feel,guilty about intruding into the
'lives of-the children and familieSenrolled'in their programs, rather than
to feel gratified at havingperformed a service to he children, the families,
and to the larger society.

The position that value 'conflicts exist between he middle and lower
classes is not without empirical support. In the ethora of literature
dealing.with social ,class theh is ample evidence,.of differences, in child rearing
practices and in parent attitudes and values associated with social class.status.
For example, Kohn (1959a, 19594). found that lower-tlass families were concerned
with rearing children who would be compliant with external authority, whereas
middle -class families valued the development of internalized control. Differences
were also noted in the extent to which fathers were expected to iparticipate in

,

the child rearing process; with lower-class fathers essentially abrogating such
esponsitiriTity.. Additional support for the value conflict hypothesis may be

drawn from Riessman (1962), who characteriZed the middlii-class family as being
.child-centered,-future-orienfed, and interested in achievement and mobility.
Riessman characterized the lower-class family as adult-centered, present-oriented,
and interested in,enjoyinglife with extended family and peers.

-Contrary-to the assertions of Kohn and Riessman,an implicit assumption
encountered at the dawn of the Head Start era in11965 washat lower-class parents
wanted the same things for their,children that other parents wanted--the oppdr-
tunity to develop those cognitive skills and.behaviortrafts that wouldbe
condbcive to success in school, and later success in society at large. Medinnds'
(1970) study,of a group of Head Start parents offered some empirical corroboration
for the above notion. He\found that mothers of childreh enrblledin a California

.Head Start program cited as goals for their children behaviors that are adaptive
for school performahee-=getting along with age mates, doing things independently,

0029/1*--.
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o

learning how to mind adults, and understanding:language and number concepts. \.

'There is no suggestion in Medinnus' data that parental go ls and values differed

i from, those likely to be espoused by the teachers and direct ors of Head Start
programk or by middle-class parents in general.

7r.
.

The issue of inter-class value conflict is by no means resolved. For . .-

exampleSroufe (1971) has asked if intervention programs have the right to
impose middle-class standards on lower,cla s and blatk families; and Hess (1971)-
indicAted that many grobps in our culture oday believe that the present educa-
tional system at the preschool level isdes"gned to transmit cultural patterns
of the dominant middle-class society. A contrasting position was taken by Bee,
Streissguth, Van Egeren,-Leckie.ana Nyman (1971) who asserted that perhaps there
is far less disa0,eement between middle-and lower-class values with regard to
education than has been alleged, particularly values with regud to education
than has been alleged, particularly regarding a basic core Ofgelued competencies.
They argue that communication skills, reading, writing, and speaking clearly
and persuasively, appear to be highly valued in both black and white communities
among both middle-and lower-class groups.

there is indeed dissonance between parents and professionals as to the
appropriate goals for an early intervention. program, there will be additional
problems which.prol5ably will further complicate the coping task required of

children enrolled in the program. Dissonance might also arise betOeen para-

-prpfessionals andQrotessionals. That is, most early childhood education programs
are partially staffed by teacher.aides who are,more likely to share a social
°class background with parents than.with prbfessioals. Accordingly, the present

study was designed to investigate these two questions:

1. Do parents share the same behavioral ohjectives for their children as
d'o the persons who planned the child development program in which their children

are enrolled? 4

2. Do paraprofessionals working in child development centers share the°
same behavioral objectives for children as the parents and th professional

staff? a

Methli

Fifty-four items were randomly selected from a list of 265 developmental
objectives used to guide teaching activities at the Center for Early Devellpment

and'Educatibn. Represented in the total list of objectives were the areas of
personal - 'social attributes, communication skills, motor skills, cognitive skills,

perceptual skills, exiiressiveness and creativity, assumption of responsibility,
andoosession of culturally relevant knowledge. Here are several examples of

these items:r

While in School, I, think children 3 to 6 ihould learn to:
Fl

Ch, ge from one activity to another when requestbd bithe teacher.

As "Why" questions, such as,. "Why is it raining?" and "Why does

wagon have whels?" .,

Correctly use words such as smooth, round, and scratchy.
Play safely on swings and jungle gym equipment.
Name the days of the week.

.

4 00295
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This list of 54 object6es was interspersed with 21 additional "ringer"
items representing behaviors not likely to be considered objectives in middle-
class intervention programs. Examples of these items are:

While in school I think children 3 to 6 years of age should learn to:
Do what they want td do insteadliof following directions.
Refuse pa do what adults say.

.Tease their classmates.
Reject the teacher's suggestions.
Keep silent-about their feelings and emotions and not discuss

them with the teacher.

The above items were added to the list to lake certain that any obtained
agreements among staff, parents, and program directives would not merely represent
an acquiescence set. The 75-item interview form which resulted was presented
as an opinion survey with the'following instructions given to all'persons:

I would like td, have your opinions of the objectives that a kindergarten
or nursery schdol might have for its children. I will read'a list of
possible objectives and for each one, I would Tike for, you to,answer
'yes,' no,' or 'not sure,' depending on whether or not you think the-
objective is a good one. Fdr-example, if one. is 'Children should
have fin in school' and yob think that they should,,then you would
answer 'Yes.' If you think that they should not, then, you would
answer 'No.' Feel free to make any addbitional comments about the
items.

a

The interview Vias administered to 44 parents with.preschool children enrolled
in inner-city intervention programs; to 27 teachers and to 37 teacher aides

involved,in these programs. All subjects resided_ inthe.vicinity of Little
Rock, Arkansas.

Results

The data,,contained in Table 1 represent the degree of_agreement between
parents, teachers, teacher aides, and program objectiVes. Since practically

no interviewees chose the category"Not sure" as a ,response, it was not included
in the analfSis of results.

TABLE 1

Per cent of each group answering "Yes"

to regular items and "No" to ringers.

'REGULAR ITEMS

(% answering' Yes")

RINGERS
(% answering "No"

PARENTS 95
a

. 85
.,

TEACHERS '-(0§6. 86

'AIDES , 89 84

e029A
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Chi square analyses were, run on, items to test for agreement
with program objectives between (a) parents and teachers and (b)
teachers and aides. A significant chi.squac would indicate that

'the two comparison groups held different opinions about` an item.
No such significant chi squares were found betweem teachers and
aides. ..However, as can be seen in Table 2, there weke six items
on which parents diagreed with teachers°.

TABLE 2

Disagreements Between Parents and
)1'
eacher

While in school I think children 3 to 6 years of ,age should learn
to:

#13) Watch a iL hour childydn's television program.
(X2 = 1 df, p < . 01)

451); Repeat numbers in or.out-of order-when asked, such as
14902, 27654, etc.

REGULAR #52)
ITEMS

s

#57)

#36)

INGERS
#43)

(X2 = 7.0, i df, p'< : 9 1)

4

Ignore unimportant aspects of problems.(won't ask color
of apples when asked to add 2+2 apples).

X
2
= p7.1, ldf,p < .01)

,Copy a color'used by the teachers when asked "Children,
let's .use red like this."

(X2 = 6.1, 1 df, p < .01)

Reject the teacher's suggestions.
..0,,

)C2= 6.7, 1, df, p '4(..01)
... \Be aggressive and fighU at school, so others,won't

think they are sissies or cowards.

c(X2 = 4.6, 1 df, p < .05)

,z\
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With respect to 6le data presented in Table 2, it was interesting to note

that on each of the four significant differences on the regular items, di4gree-
ment was in the direction of pal-vital acceptance of the objective, indidati g
concordance between parents and The school (in the abstract) and disco anc

between teachers and the randomly selected examples of program objectives.
Regarding the two significant disagreements on the 'ringer' items, the ieac hers'
rejection of Number 36 is compatible with teacher-wespect for individual autonomy
so often found in professionally trained teachers ofryoung children. Similarly
parental rejection 'of Number 43 may reflect a subcultural value assigned to
self-defense. However, failure to find a significant difference between teac ers
and aides on these items suggests that they may simply represent chance dis o-

portions of a large number of.significance tests. Also included on the questiallaire

was an open-ended item on which parents werwasked whether there were otHqr important,
things that, in their opinion, a three-to-six-year-old child silOOdlearn at school.'
Less than one - fifth of each group responded to this question. In all three-groups
questiOned, the suggestions offered were nearly evenly divided between cognitive
and social-emotional objectives, with no striking differences noted among groups.

4
a.

Discug'Oon

The Main question addressed in this study is the extent to which the goals

and values of intervention pro,g4ams arb consonant with the goals and values of
parents'of chtldren served by those programs. The usual accusation that inter-
veners are promoting a white middle' -class model of what is appropriate behavior- -

/in Oatant.7disregard of the fact that parents so not desirs such behaviors in
their children'--is not borne out by our data. These data suggest that such conflict
occa's less often, than is implied: 'Although our sample of subjects was limited
to one geographic area, our experience with, parents in other parts of the country

4- would tend to bear out these local results. At least.in our data.wedfind reas-
surance in concluding that parents, teachers, and aides participating in our own

and in similar intervention projects in the Little ROck area for the iuost part '

share th same objectives and goals for their children as do-the people who plan

the inter ention progralks. Items on which ditagreement,occurred can be interpreted
as indica ing that teachers show a slight preference for a-greater degree of

creativity and flexibility of response in children than do the children's parents.
Parents in general were even more accepting of program objectives than were teachers

working in the programs.

Finding a high proportion bf subject's responding in.the same way to our
interview indicates to us, that there'is"far more, consonance than dissonance

among all concerned. This study offers no support to charges that behavior
which is not valued by parents is being inculcated in young children fn inter-

vention programs.

r
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Appendix L consisted of copyrighted material
not available for reproduction by ERIC at this
time. The article, "How Much Can a Six-Month
Infant Learn in School?", by Ted Irwin,
appeared in Parade: The Sunday Newspaper
Magazinp; J. 9, 1972, p. TO, 13, 15.
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APPENDIX M
\

Appendi4 M. consisted of a copyrighted
articre not available for reproduction by
ERIC at this time. The article, "The Learning
of Love," by Jackye Shipley, 'appeared in
"Today's Women," Arkansas,Democrat, Feb. 13,
l97t.
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APPENDiX.N.

Appendix N consisted of a copyrighted
article not available for reproduction by
ERIC at ,this time. The article, "Top
Educator Defends Value of Day Care," by
Ursula Vils, appeared in. Los Angeles Times,

Feb. 17, 1972.
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Our Distinguished Faculty
Dr. Bettye Caldwell, Univer-

sity of Arkansas professor of ele
onentary education, is dedicated
to the idea chit a disadvantaged
child can keep up in learning
with -one from a middle-class
backgroundif he has the right
kind of preparation in the very
early- formative years..

Dr. Caldwell is demonstrat-
ing this in a revolutionary new
program being conducted at
Kramer School in Little Rock
under the sponsorship of the
UofA and the Little Rock School
District and with a sizable grant
from the federal government.

Children of differing envir-
onments learn at almost the
same rate up to a certain age,
according to almost all studies
of the subject that have been
done. However, the studies show,
most disadvantaged children
sal-ler a sharp decline in their learning at about
age two, while middle-class children continue to
Kogress.

Di'. Caldwell believes this can be changed. She
says the inescapable conclusion i§ that many dis-
advantaged children do not get enough stimula-
tion to continue to develop and enough reinforce-
nrsent for learning. So, she takes children while

'they are still infants, or at least toddlers, and be
gins teaching them, caring for them in a day cen-
ter which caters to their social needs and saves..
their working mothers much worry overr baby-
sitting.

The Center for Early Development and Educa-
tion, as the Kramer project is, named, hag been
expanded. to include all the children in the six-
grade school. This year, there are about 100 pre-
elementary students, about 150 elementary, Nand
about NO more pre- school children.

DR. BETTYE CALDWELL

F

Dr. Caldwell stresses that her
program is aimed at working
with the, home environment,
and to do this, she says, parents
must become involved in the
educational process.

Dr. Caldwell came to the
Kramer project from the Uni-
versity of Syracuse, where she
had been involved in a 'similar
program.. Her move to Arkansas
came about when her husband,

' Dr. Fred T. Caldwell, Jr., be-
came a professor at the Univer-
sity Medical Center.

A native of Smithville, Texas,
Dr. Caldwell took her bachelor's
degree from Baylor University,/
her master's tr m the State Uni-
versity of Iowa, and her Ph.D. in
psychology f nom Washington
University -at t. Louis. At that
time, Dr.-Cald ell's interests lay
primarily in m dical p'Sychology

and she dealt extensiyely with the psythological
problems of aging. 9
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