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Early in February, 1972 the Advisory Council for'this prbject held a two-day

‘retreat called for the purpose of a$saying our progress over the past two years,

discussing-our problems, and making plans for the future. Dr. Trvin L. Ramsey, .
Head of Elementary Education in the College of Education, began the first session
with a brief review of the history of the project for the benefit of some of the
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 impossible one. Although the quote may not be exact, the sentiment was

clearly: "It can't be done." v ‘

Until Dr. Ramsey retold the anecdote, I had apparently kept the opinion
successfully represséd. 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, &nd timely,.and right -- but making it all. come to iife
has not been easy. .Although, because of his anonymity, we can never-directly €on-
fess that to our reviewer, we do it herewith indirectly. - But note that the onjly
part of -the ervror we are confe53gng relates to the prediction 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 still have a way to go, but in our first
- two-and-a-half years, we have come a long way., This report. plus- the appended

- documgnts , will tell theostory for us

Q

v

Although it goes without saying that the success of this nroiect depends on
many people, many of whose names seldom appear on our papers, [ 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 thes2 people are woven into *ha narrative. In addition to their other
contributions to thf program, several ,persons contributed to the writing of this
report. In every case their contributions are identified. - Every part not other
wise identified was written by the projéct director.. .

In a way a progress report is a thank-you letter, if not a love lettep to -
our granting agency. We are sxiremsly grateful for the opp@rtunity~t2{bﬁ§§ parti-
cipated in the task of designing a model faci®ity for child development and educa-
tion which links tegetlizr early <hildhood and elementary =ducation, day care and
education, and a public sthool system and a university. We are convinced that this
is the model which in the long run will best serve the children, their families;
and the larger society. We.hope 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 chd¥dren and their parents thank yeu,

anch I thank you. . * , ,
Bt Gt

Bettye 'M. Caldwell

e

. Project Director | \\f
’ . ' .
e T / )
Mawreh 6, ]972‘ S 5 - k o <
. 90906' o . »' o
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EHOMSTRATION ACTIVITIES =~ . e

. The“first component in the triad of-activities to be centained in-the
projécts designated as,"special facilities! of the Division of Résearch of
e 0ff1ge of Child Deve]opment is. a. demonstration of- ;ggzva1ue .of a_pattern
of service that would contribute to the welfare of *young children and their
families. Our demonstration was to consist of a gram of early childhood.
education, beginning in infancy and involving beth group and home-based inter-
-.yention, that was an integral part of.a pub1‘ elementary schgol which would
provide continuity of support for the parficipating children. A compréfiensive
array of family services was to be made-availabie to the participating families,
including day care for all the familj€s who needed this service for their .
children. As a fa¥rly lengthy desgfiption of all the demonstrat}on aspects of
- the project has -been wr1bteq/gnd enclosed as 'a separate paper (see Appendix A,
"Kramer Schoo1--$ometh1gg:for ve "}, in this part of the report we shall
concentrate 1arge1y,g ] deve1opments and (b) areas in which we see a
need for change %

Popy]at1o

P . : -
//«fg; s 1and ? uresgﬁz/:;m aries of some of the major Sémographic charac-
teristics of our sampte.” Frof these tables one can infer "that the families
//?epresent a fa1r1v Hetevrogereoussgroup with respect to occupation and educa-
/. tion, w1 , skeyAir -the direction of the low end of the scales.
;¢é?4ﬁﬁl$h we had the i>,rn's1on that the racial composition of the neighbor-
hond was chafgirg  Zharsarvicer »f the tables with those prepared for last
year's reportvrew,als tnat i'e proportions of whites and. blacks is about Ehe
same as 2 year 4go ' ave in th¥-process of preparzng a brochure confa1n1ng
detailed dem “rapn1r chprarfer1<-1rq of our sample, copy of wh1ch will be
filad with fe fffice ot fhyd Leee, opmnnt y /

Prepargfory Livisic -
{E; Will be recallan thg)/thic e Ay 1d1osynrrat1c name -for our "presé%oo]"
~ lgword we dd nct Viké to wfe).division. Things have gone so well in this divi-
gion during tre paz year frat, :rrn the standpoint of the project director's
: /“” time, the division has es cr1rncnd a lnynihan-type "benign neglect." Every
teacher we have is excel’eri  an: ouv aides are now becoming competent and
self-confident, Uhile <ame m1nh* disagree with our general philosophy for
organizing cur eaucetinr.  rvogren [(see Appendix B, "Scme Guiding Principles
- for Operatirg Day Care") 211 would have to agrne that our staff is do1ng an
excellent job of auirg that which ve ol

s By e s 3ot - m et s e

o ! - . . °
7 .

1',Prepara+1on nf theze tables i targely the work of M1ss Patricia Cromwell
and Mr. dJonathan Fields. , o -

(

- '“ S 06007 ) -




- .
.
-
. "
i -
.
.

TABLE 1 DEMOGRAPHIC CHA
ENROLLED_IN KRAMES

Ve

o

. - (}f
Characteristic

Division 1nswh1ch Enrolled
Preparatory

Preparatory & Elementary .
Elementary

Ethnic Origin
White §
Black
Other

Sex
~ Male

Female’

¢

-+ Helfare Recipieﬁts e
. On Welfare s
On AFDC

Resudence Patterns
Living with both father & mother

Living with mother only
Living with father op1y
Living with adult relatives only

Living in Mitchell Home or Foster
home.

Living with’ﬁazher & adult relative

Living with father & adult relative

v

/

L4

ERISTICS OF CHILDREN
THEIR FAMILIES

.Students
(Total N-252)

/

S

b3

~ Families‘
(Total N=129%)

OF KRAMER

% Six Kramer children live in a residential treatment center operated.by the

Pulaski County-€hild Guidance Clinic.

A ' o

N OF KRAMER N
POPULATION | FAMILIES
P v j N
100, 40% - | 46 36%
‘- 75 9%
152 607 58 457
w( . ”

96 - fzﬁgp% 58 45% -~
154 “761% 69 53%
B — 1% 7% 7%

N
130 52% *\NA :
122 48% — ’

24 §g¥i<§,ca ~12" 9%
) 21% 18 184
" 148 59% 76 59%
L 30% | 39 ~ 308

3 1% 3 2%
17 7% 9 7%
6 2% 2%
1 0%
2 1%
4 : "
- G .
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Baby House.2 He 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, confirmms the prOJect directdr'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, enlarged,the
separéte sleeping area (which meant reducing the free play area -- but we ﬂard]y
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 Housé at peak act1v1ty times, and three or four kindergarten children

« come in every day at shack time to help &nd to play with the babies. The atmos-
- phere in Baby House 1n serene when it needs to be and gay and 11ve1y at other
times. ’ .

Tnddler Roamz® Last year, partly because of our interest in trying multi-
age grouping and partly becaduse of our lack of space, we had our infants and ¢
#nddlers in the same portable classvoom (Bahv House). This, arrangement did not
work well, primarily because of the differences in nap schedules chosen by the
younger ara nlder infants ° Unless most of the babies were put to bed by 11:90
or 11:30, they would begin to fuss ov appear tired and restless. As we try
always to be censitive to the physiciogical scheduies of tae children rathes

* thar' to impose any schedule on them. they were put to bed at that time. Later,
at 12:30 or 1:00 whar the toddiers wers ready.te go down fer theic nans, the - '
babies.were ready to .get up. As the one bedroom was just b1@senough te hold
the &ribs  the toddlers' cots had to be put down in the plav 2vea.  Thatemeant
that, when the babies wcke up, there was no place to rock then, feed tnem, or
B ﬁﬂ;aav and talk with them withour cistuvhing rhe tnddlevs ,
. . . . ¢
Tn wicw of thic awkyapd gitvation, a voor fq the mate scheel building wag
assigned te, the toddlers in the fall of 1971. . Rovrowing sope ideas from pit-  °
tures we had seen of cay carve fdaciiities abroad. we haa a lavce "plav pep”
builg into the roem, giving the area added attractiveness with a play house
halcony.  The raem 35 pow one of the mast colovfil “n-lthe coberl, and the -~
toddlers are favorites of the older ~hiidren in the school. Twe chilaren fraw
Special Ed come every day to bhelp at inack time and ic play with the babies
. Half of the children in this group are participating in Project LEA? (lLanguage
Frrichment friivities Proqramﬁ, which will be cescribed later in *he’Research -
chapter. -7:2 teachers in this group have been especially successful 1n involy- |
in pareqﬂs in their program, and part of the voom 15 fvrr~chea as a "parents’
; conrer., .

8 ' ) /

*
. ’
oo R e ma s € 2 - - s B .

9 . " . .
Mrs. June meerD Pr1nc1pa| Caregiver; Mrs. Clemmie Jeffzrson and M . Gladys
Molden, Assistanfs, \ '

3 M15c E11zabeth Terry, Lead 'aarh ~, tirs, Julianne Honvyﬁ o regrbor ey
- Bernie Jonea and Mrs. Edpa denley. A as(duca '

- 0001y
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, Three's, Four's, and Five's.4 Activities in.these three groups proceed -
along a continuum ranging from relativély less to relatively more structured,
although in all groups there ‘are periods of planned activities afid periods of .
child-initiated activities. Individual guidance of learning activities is pro-/
vided by attention to our Developmental Objectives, which have now been used '
gnough to be reorganized into more accurate sequences. We realize that we do
not have enough objectives written for the oldest group and are working on new
.ones. In our five-year group, incidentally, there are at Teast two new items,
that should be-given-special mention. One is that we have a male teacher in
this ?roup (something that-is alwdys being asked about in early chiidhood 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 hail from each other, which makes for easy
transition, but without the proper attitudes physical proximity means nothing.
In the-kindergarten.group there were three littie girls (all of whem were in
the program last year) who showed unmistakable signs of being ready to read.
Rather “than develop an appropriate reading ®rogram for them in the kindergar-
ten, we thought that 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 gréﬁe who needed-a great deal of readiness work. So
every day these .children change piaces during part of the morning. Teachers
on both sides of the hall remain attuned to signs that the arrangement is
meeting the needs of the children. Although it may seem 1ike a small accom-
piishiant, to'us this exchange represented tangible evidence that the chasm
between the preparatory and elementary divisions of the school "is a Tittle”
- less deep and the bridge across it a littie more substantial,

One Final.point pshould be mentioned about the utilization of the time of
the teachers. There iz 2 period ranging frem one to two hours in length each |
.day whan the preparatory teachers are not really neaded in the classroom. We -
feel that every teacher really needs to get away from her ciassroom during
that time whenever possiblie and to engage in a different type,of activity.
Accordingly, each teacher has some kind of assigrment from ahe Research Divi-.
sion during ihe daily nap period. Activities in which thé? participate during
that time include the home intervention part of che LOIS {(Longitudinal Obser-
vation and Intervention Study) project, coding research data, and running the
contrrol group for Broject Aware. Each member of the research staff recipro- '
cates by speraing at least one acur a day engaged in activities that involve
direct work with the children. We feel that this arrangement helps both cate-
gories of staff membars to appreciatze thé contributions of the other and thus
Cinevitably bensfits the total project. | ° - ' .

- ~ : \

4 “Three's =~ Hrs. Joan Rorex, Lead Teacher, Mrs. Marnette Trotter, Co-teachsr;
Mrs. Bernice Parkins and Mrs. .Beverly Swift, Assistants. Four's -- Mrs. Margie
‘Nutt, Lead Teachery Mrs. Sissv Wells, Co-teacher; ilrs. Pauline Trotter and
trs. Euitnhorn, ~ssistants. tive's -- Mizd Ann lloore, Lead Tazther; Mr. Mavk
= Cooper, Cowttacher; Mrs. ilifidrad Middleton, Assistant. Mrs Vivian Cossey,
~ Substitute Assistant.

- o
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The ﬁlementany Proaram ° o . T o

A In many rays, this has been the "elementary year" in the Vramer Pﬂbaect
As our principal, Hrs..Elaine Barton, exoressed it at a recent faculty meetina,
- "The first year there was a preschoo] and an elementarv school,in this building;
Jas; year was a transition year; and this year it is all one project.” In many
ways this statement -is accurate; yet in other ways we are still 1n ransition
between "two schools" and "one schoo] "

-,

-

. o One reason we are not yet one school is that our staff does not endorse
one philodophy of education, Ue are not a aroun committed in advance to behavior . o
modification, open education, Montessori, ¢r any other c]early articulated edu-

A ~ cational ph1losophy (1nc]ud1nq the principal #ivestioator's -ohilosophy of the

. , schoo} as an ecosystem as in Pnpend1x P). I'ndoubtedly the main reason that we
are not all of one philc~ophy is that we did not select teachers on this basis
the first year of proaram operation. Nur project idea is so excitino and so
compellina that it-is. easy for a-teacher to react faverably ta it initially. PRut, N
while there are many_ advantages offered the elementary teachers who are. ass1qned
"to our project school, there are also some disadvantaces. fn the advantane side - _
of the ledaer can be c1ted extra money for eouioment and supplies {althouah not =~ - =~
*much), a learnina center (resource room} teacher, dav care for the1¢ own children . -«
« if needed (two teachers avail themselves of this ooor*tun1tv), havina more aides
than'is true in most other schools, Dart1c1pat1on in what is surely the eauivalent
of a university course in "currgnt events in education," free time durina physical
-~ education classes, availability of practice teachers, the opportunity to meet and’
talk with many visitors who have ideas to share, etc. BRut-there are perhaps as
many -things on the negative side: the necess1ty for freauent chanaes as new ideas’
are tried, a poss1b1e stigma associated with "beino sunervised" even thouah they
may -~ have many 'vears of experience; havine to be "on stane" so often because of
the Jmany -visitors and classroom observations, having to conform to a school policy
about d1sc1p11ne ratier than following their own individual, oreferences, occasion-
ally havina to bend their opreferred schedules somewhat in order to accomodate the
.- preparatory children, etc. Althouah we have reauested permission to pay our
N teachers a little extra money, this has not been aranted. Timilarly, we have
tried to get them gradua e cradit for their participation in our Faculty Forum,
k\but to no avail. Thuc it seems to some of us that our elementary teachers do not
get enough va]ue for themselves from the oroaect

was considerable discussion _
w set of teachers should be:

A% the t1me~the nrOJect was 1aunched ther
in the Advisory Council abnut whether a como]ete]y
assigned to Kramer. Although some of ‘us felt that this was desirable, we permitted
ourselves to rationalizs our acnuiescance to the suaaes at we beqin with the
teachers already woriino in the school. In the f1rst place, Little Nock had only

%
- [l

*

g Mrs. Elaine Barton; ﬁrincina]; Mrs. Carol Meraet, Special Education;
\% Mrs. Lou Ethel Mowden,. ', imarv 1; Mrs. Clatidia Scifres, Primarv 2; Mrs. Harian
~ Johnson, Primary 3; Mrs. Pam Decdmans Intermediate 4; Mrs. Mary Porchia, Iegggpediate

5: Mrs. Kathryn Black. }Intermgd1ate 6. ..

-
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‘'shortly beforg that time neassiébeqzteacbefs,éb.that the proportion of whité

and black teathérs in-each school-approximated that of the racih]‘pﬁoportions <

s> in the total population of ‘teachers (85 per.certWhite, 15 per-cent black), gnd:

reassignment was a touchy subject.  Also, it was suggested, the big’test ft ‘the ’
°project was to see if one could take an existina school staff and train the

‘ personnel so as to accomplish the project ebjectives.
| . , ST Bhe pre Ccti

r

v This ratioha]izatﬁOn'waS'anfeasy-one..as most of the teache;s workina in

. the schooD at the time tHe project began appeared-to be excellent teachers.

Several had many years' of experience,-and all had high ratinas from supervisors
and principdls. A1l tedchers who did not 1ike thesidea oX the project were given
- the optién fo request a transfer, and one did this &t the eéhd-of the first year.
A11 other teachers who have left of their own volition have[dene so in order to
return to school or because of retirement. ' : IR I

. - -
PRt

QaéiaﬂaSter teachers 6r teaching interns, We havé a conceptualjzed’ our

project as beina for education the. equivalent 0 eachina hospital for medicine: .

. {an idea suggested by Dr. Charles-P. Gershenson). Accordinaly we felt that all

" new teachers assigned to the schoo? should Be ‘new and “inexperienced and should :

have an opportunity to have much more supervision and training than is ordinarily"
‘possible for a new teacher. This plan has been followed with every replacement, . .°
-and as of . this writino we hope never to do it anain. At the beainnina of this -
school yelr, -for example, we had thrae ‘teachers who had never taught full-time

- before, and thiree inexperienced teachers out of seven comorise & critical mass

that can throw the éntire school out of balance. The new teacher hired this year
- was discharged by the Little Rock School District at the end of one month of -

teaching. " A regular substitute filled the position until mid—year,-at:wh%ch time

a fully certified'teacher was hired to replace.her. Thus the sixth qrade of our

' model school can hardly be described as having had a "model” year.

Ly i'e now realize that there is a basic 1ncompatibi1ity.in‘beino‘aﬂ"mode1

demonstration” center and beind a "training center” -- at léast for teachers.

- Although bur training.program is quite outstandina this-year, it does not compensate

for lack of experience and skill as ajteacher. Accordingly,rin any future replace-

S ments, the main criteria for appointment will be (a) commitilent to thevphi1osoph9

and methods of -the project, and (b) experience. _
. ’ ’ . : [ M
.. The problems of discipline and class assianments. Although in aeneral we -
have ha gh morale throughout the school, we had one bad period this fall durina’

s the time the teacher who was discharged was still in the school. "Unfortunately -
* the,principal became il1.riaht after school opened and was not available for almost

. a month to: provide any help to this inexperienced youna woman. Most of her, ~ .-,

‘problems, were due to the fact that she was unable to exercise even a modicum of
control over the children in her class, and suddenly it seemed that disciplinary

" problems spréad over the school like a prairie fire. Prior to the launchina of

the project, séveral of the teachers had used naddlina as a method of contirol, -
Suddenly this control techniaue seemed.to several of thei 'to be called’ for. again.
Only a person who has not witnessed it or lived through it'can aﬁpreciate~the :

spectre of having . group of children fail t6. show respect for their teacher; we

s are all-convinced that the most ‘vocal educational critics who blame teacher -

ineptitude for all the i1ls of American education have never coned for a sinale,

.
v
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 uninterrupted. day with a class of pbstreperous childrén. Althouah apfeb\ _
yeirs ago the principal investigator might have been/guilty of the same kind, -~

£

f

- of carping, this is not any more.

- It is the policy of the Little Rockaublhc Schoo]i that physical punishment
~ is not tc te used.on a child without (a) written permisdion from its parent and <
~(b) having the parent present at the time of the act of punishient. Apparently °

this is a poliecy that is occasionally overlooked. (incidentally, we frequently

have parents .come to the school to insfist that their children be whipped- when- they

break the school rules.) The project supervisors tried in every way possible to
- strefgthen this policy and to offer constructive help to the teachers in their
o efforts to hélp the children gain internalized controls of their own ‘behavier.

- [Essentially we have ady6€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 beh&vior;
. {b) ignore negative behavior if possible; {c) isolate the child from the rest of
g the group if %b) is not‘successgyl. : ' o “ " E

. o

[}
. o

T

) - ..
[ ¢ ¢

e

- encourage someone o consider alternatives is likely to be interpreted as implicit
enjticism of what was already being doné. Apd s0-.it has been in the ‘nstance of -
, discipline. Yet at the same time we have helped to cement our relationship with

,to0 the project athzlso to”strain the relationgAip somewhat. For any attempt to

the teachiers by being sympathetic, by genuinely understanding their problem (often -- -

ay virtue of .long observations or actual supervision of offendina children), and
by helping to cope with the most digturbing children.

Here it is worth commenting that at this junctuve all of us HaGe open minds
“about the best way ‘to handle disciplinary probiems in the school. The principal-
investigatdr has long been, both in her-personal and professional philosophy
~ opposed to physi®al punishment. The same is true of twoe of our key research staff
- mambers, both of whom are recent’ graduates of a doctoral program which featured
czhavior modification principles. A third research staff member is aimost a fanatic
.. 1in his opposition to physical punishment. Yet we are ali reviewing the evidence and
: trying to articulate a more consistent and comprehensive discipline policy for
the school for next yvear. It may well be that, as Baar {1971) has suggested,
punishment is occasiynally necessary to get a respgnse rate down to a level where .
behavior that is incopatible with the

idesired bePavior can be rejnforced.

Such problems are not unique to Kr mev; they appear to be virtually apidemic
throughout the nation. Cohen>(1972) suggésts in a recent article that teachers.
“ywith many years of experiencg ave noticing in children af all social ¢7..3:8
- shorter attention spans, 1?&? sustained interest in materTals, Tess ability to
delay gratification, mose Tntense manifestations,of frustration when thingas do
not go exactly as was presymably desired. She attributes the change to our
jncreased téchnology, to too many hours in front of the TV set, and to the ease
of changing the.channgl instantly should things not be immediately appealing. Ours 3
. is becoming a culture of "get it now," or "do your own thing"; much of what we have
-written about the importance of developing internalized controls and cooperative
vather than competitive motivational systems may become increasingly difficult
to achieve. Whatever the explanation, we have seen a change at Kramer this year

Aoov
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OurveffortS in this struggle have both helped to attach the elementary teachers
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~and intefld to put more effort%into understandina it durina the next year than we

“~

- have in the past. - .
V, . ® ° g ’ Mors, ] et -

* ' The ohly other-major dissatisfaction that we sense from teachers comes from our
policy of assigning students on a true non-graded basis. This means that each
teacher hasia range of students that may cover three or more grade levels, possibly -
?oiq up to'five Tevels at the upper grades. Teachers in the .past who have worked
n schools ‘where the dispersion of achievement is more narrow are very frustrated
with this ;ituatjon. However, there appears to be no way to avoid this in Kramer.
The three upper elementary teachers are n on their own initiative, entering inte
a team teaching arrangement and subject s?!!ﬁa112ation (one- teachér 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. - , . T
- P - Al < R e~ - ) - : - v
S ~ Change¢ in\énro]?ment. Our biggest problem this year-- and in many ways the.
- - only one-with wﬂgth we are helpless to deal.-- has been sianificantly greater g
- mobility in our families. Our older children who have had any exposure to the :
preparatory progﬁ m are now in second> grade. Yet no more than half the children
in that second gf%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 thaf many of the new families.moving into the area are more -
». -deprived economically and educationally than has begn the. case in the past. We
7t -have had to concerl\gyrse1Ves with ways of coping..with this increased mgbility, and
_gur-major thrust in this direction wiil be the use of child advocates next year
-~ who will foliow our children into whatever school they minht enroll after a period
- of-exposure to Kramer. Details of thisplan will be described in Chapter V.

/

The Yotal Picture | ot

: " Because of the complexity and 5cope%6? our program, it is easy to fractionate

it even as we write and talk. about it. ‘However, it is a unified project, and -when
one looks at it in its totality, the pieces-all fit together. “In Fggure 1 weiafferds,
schematic drawing that describes the full range of activities in which-we are enaaded
and which helps to visualize how each part is related to every other ‘part.

Day Care *

. The day care component of our program has been one.of the most gratifying parts
of the project this year. low fully understood and accepted by children, parenis,
2nd eYementary staff, the service-is utilized to full advantage. All last year we had
"to fight the attitude that the extended day care was only for the children undes gix;
- now, however, the age barrier has been completely broken. The after school §
. activities which are most appealina to the older children are ordanized recreation
and art. The physical education has similar appeal during the before school hours.

° In tefms of our outreach activities associated with day care, there have been
- two main activities this year: : . '
v . ; : _ 3
: (1) Workshop on Infant Day Car®. sDuring the winter of 1970-71, the project
director was approached by Mrs. Margaret Cone, then president of SACUS {Southern _
Association on Children undeVQSig)g about offering a workshop on infapt day care

, S
) "
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wfider SACUS auspices. We agreed, and the project director and Mrs. Betty Paaan, a

lécal member of the SACUS Board, served as aeneral chairmen of the event. Plans ////

flere worked out during the early spring of 1971, and possible workshop faculty

contacted. Then an announcement was mafle about the workshop durina the annual

SACUS meeting in March. It was decided in advance to limit the size of the workshop

. te- 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 part1c1pants were eaqer and enthusiastic. Most

of us who had previously been engaged in cmilar workshops a~reed that, because of

the elan and commitment of the participants, this one was outstanding.

Proceedings of the Workshop 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.'™ Wle 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 & Comw1ssion
~ on. the -Status of Women. The project director is Chairman-{chairperson, one is forced
© to say) of .this task force, oriainally called simply the Day Care Task Force. We -
rhanged the title of the group becausn of the concern of many.knowWledgeable persons

fhat the Yabel "day care" be broadened into the more accurately descr1pt1ve term

“child care,” we .changed that part of the name of the task force. But, because ¢f the
project director's convictions that child care cannot be considered apart from the
afam11y» we further broadened our labéi 1mto Child Care and the .Family.

Wh1s_task has turned out to be one with potential for 1nf1uemc1ng attitudes
zoward chiid care programs in this state. Membership on the task force comes from
a1l over the state, with a concentration 6f representatives from right here in
Littie Rock. That concentration means that enoush of us are here to interact more
frequently than at our reqular, mon#n]y meetings and to become fully conversant with
day care needs and resources throughouf the state.

Other Dissemination Actvvwixes. In add1t1on to these twd oroanized actiyjties °
relating to child care, the project director has beep finvolved in many speakirn
zngagements in this field and has written rather extensively on the subject during
the past year. The most wndeij disseminited of these papers was one that ‘appeared in
the Saturday Review in the spring of 1971. Copies of the following papers -are
appended to this report:

Appendix D -- Day Care -- she Timid Giant Groews
Appendix E -- Day Care.-- from Pariah to Prodiay
Appendix F -- What' Does Research Teach Us about

e _ Day Care: For Children Under Three
Appencix G -+ What Happens .to Children in Day Gare

@

Supp]ementary Services

~ The Suupiemenﬁary Service '1V1$u0ﬂ has endeavored this year, and has made :cme
arduous strides forward,.to help fulfiil one c¢f the Project's major, aoals, thot 2f “more
intense involvement of families im their children's education," recoanizing that
~ "aducation which does not affect and strengthen the family can have only 1limixad
success.” A1l parents have been personally contacted to obtain family data informa-
tion and have been continually encouvaged to interact in th2 aumeroug acrivitizc that

Q
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'have been planned for and with parents this year.

" To begin with, a series of group activities were initiated W1th parents ip

- September. We began by having "Kramer Koffee Klatches" to which all of the parents in -

the school were invited. Special activities were planned for. these. meetings, held
every two weeks, such as show1ng 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 decl1ned steadily, after the 29 who came to the first
meeting, so that there was only an attendance of six at an early November me°t1ng

The "Koffee Klatches" were thus discarded for a second form of parent 1nvolve-'
ment <= a parent discuSsion/education group. The core attenders ‘of the Koffee.group
2long with other available parents were invited to attend weekly one and a half hour
meetings 'to discuss concerns in childrearing and family 1ife. Four meetinas were
Keld before Christmas in which such topics as eating problems, sibling r1valny,
disputes over chores, overprotecting children, granting increasing independefjce, were
discussed. The eight meet1ngs held after Christmas dealt more with concerns’parents

- had about their children's progfess in school and about their- ch1ldren s 1nVolvement

4 .
. \ ®

1ngschool problems, such as fighting on ‘the playground ‘ .o
. 7, < R

‘ Along with these parent group discussions, there has been a series of parent
receptions every two weeks, sponsored by a d1fferent classroom each time. The last
reception, held in the first-grade, brought out ten parents and involved them ia
a discussion of first grade curriculum in add1t1on to their classroom observations.

s\.ﬁi 2o

Several parents have.recently expressed an interest in being more actively = "*"%7,

involved in the school, in doing more than just talking, so plans are. underway for
them to become volﬁhteevs in the school library and to staff a cloth1ng booth.

‘e

Another “supplementary sérvice" for fam1l1es has been 'the Kramer Toy Box, -

~a toy lending library from which Kramer neighborhood children are encouraged to

~ returned the following week.

- check out toys. It began operaj

g in the Kramer Serv1ce House on October 1, 1971. -
The Vibrary is open each Tuesddy and Thursday and is run by {Ehe Supplementary Service
staff, After a parent has refistered his child, the ch1ld may select one toy to be

n adult must accompany a child each time he borrows

a toy. Parents are given a list of l1bvary 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 seveval

~ toys in good condition, he is allowed to check out two toys o p

Participation in the llbrary has been enthus1ast1e and extremely regular by
those who have joined, put it is hoped that even greater use can be made of this
library "in 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
be our families who dlready have toys in their homes and have few children. Other.
families, when approached by our'staff, say they have too many childrenand that d\

- the toys will get broken or lost. Although they. are assured that a loss or breakage
15 expected occasionally and that no reinbuyrsement is necessary, they still hesitate

to borrow. Perhaps another hindrance to participation has been the -fact that the

“toy library has been situated in the Kramer Service House, ent1rely separate from

6 personnel in Supplemantary Services are Mrs. Penny Mayer, Coordinator, Mrs. Evelyn
Jackson, and Miss Helen Stavros. This part of the report was written by Penny Mayer.

06018
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~ from the school. P]ans are being formulated to move it to the school so as

to allow greater and easiar access to 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 <hildren,

he1p1ng with daily needs of ch11dren and parents, providing guidance and counseling

service. Specifically, the Supp]ementary Service staff handle all 1nformat1on

requests .concerning admissiong to the Preparatory ‘level. If a child is felt to be _

an eligible candidate, several interviews are held with the parents and they.are :

requested to visit the school. Thus at this initial orientation, parent involvement
. 1is stressed. : '

The Supplementary Division assists families by being responsible for any
"contingencies" that arise in the school. A Supplementary Service member is
contacted fo check on absences, to fransport children and/or thein parents to clinics,
ekc. , to help obtain needed c]othwné if it is not available in the ‘school's closet,
etc. The SS staff also assists with Family problems and helps the family make
agplication to appPopriate community pescurces when deemed beneficial. A member
~of the SS staff usually attends school conferences with parents of children who are
axperiencing defmcuBLy in school, either academically or soc1ally, and gives. fuvther
'&upportlve service to the family if warranted

. : The nsychologt cau examingr on thé. aupplementary Serv1ce staff comp]etes )
guidance evaluations ‘on children who have b@en referved by their teacher. The
Jfaluatﬂnnc are followed up by rearmnr conference and parent conference. I¥ fett
~ac388arY, & €0cta’ seryise work-un fs zlso-completed drd = case conferance held
Ghild counseling sessions have also been'conducted by -the Supp%ementagy Service staff.

5 Thus the Supp]ementary Serv*ce D1v1$1on has attempted to be a?? encompass1ng
of fapily needs with the amphasis on heﬂpwﬂ@ carznts to become more involyed in the
aducation process. We feel that qradually parent involvement is becoming more inténse.
pawanUMﬂr%J as more pians ave made "with" parents, vather than "for" them, and we =
hope it i) continue to grow. ‘ : ' '

4
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Chapter LI . RESEARCH ;

s

This has been a year of unparalleled progress in our research services.
Our staff is now better trained, and we added three new staff members.capable 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.
.Elardo 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 readiness for the asking of research
questions and the obtaining of meaningful answers. P

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 eur posttest data.
Although some of our projects can operate independently of the school ye€ar, for
most of our.research 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 symmanrize a}l
data obtained during.this school year.: ‘ ’ -

- Scope of Reéeé?ch Activities B
In this report we wishvto introduce an overall view of our research program
and then present a detaijed report of two Of our major research activities--Project
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 S o .
_ Figure 2 contains a schematic drawing of our research commitment. < Arofind
the periphery are listed the areas in which we are engaged in ;ﬁéearch: program

& . . L
' INSERT FIGURE 2 ABOUT HERE . ‘

A}

evaluation; direct service to teachers, students. and families; curriculum

development; instrument development; and basic research that relates to children,
families, and the broader social context. Each of these areas will be discussed
briefly. ‘ - - . : '

Program evaluvation. We have been simultaneously attempting both & forma-
tive and a swmative evaluation of our program (Bloom, 1971}, which has perhaps-
been a mistake. As this will be a major theme of our fall report, at which Cime
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 H,

L
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Direct service.. Our research staff engage${1n a great deal of d1rect g
service to children, fam111es. and teachers. For example, ofie of the research .
staff operates.the school s resource room. All members of the research staff,

» it will be recalled, sperd some time each day working directly with the children
(usually as part of a research project, but not aﬂqays) Evaluation data are .
regularly scanned to provide guidance for individual teachers that might be help-

. ful in individualizing instruction. Also research staff members provide direct

- service to those families who are in tHe intervention.subgroups of the LOIS ~ -
- project. We occasionally set up temporary “time out" rooms for disruptive children
and these'must -always be staffed by, reséarch-personnel. Dr, Phyllis Elardo spends

 almost two hours per day working directly with the children in the f1rst three
primary grades; Dr. Richard Elardo spends one hour daily helping two's “and o
three's acquirg language. Repeatedly, we have stressed the fact that there is no-
‘complete separat1on of the research attivities from-the educational act1v1t1es R

«in this project-aa fact in which we take great pride. ¢ .

Curriculum development A Tnnovat1ve“educatf%na1 program must be concerned
in some degree with curgiculum dévelopment. Although the.project director likes®
to say that our task is to design an-environment, not develop a curriculum, the
tagk of envirommental dgsign cannot be accomplished without concern for the school .
o curriculum. “The curricula for AWARE and. LEAP will be described in .detail 1ater
* © in this chapter. Our LOIS project was described «ih some detaiT last year and”
will be referred to briefly in a subsequent section. Here, however, we should = ~
mention that .tife materials prepared.for use with the parents - 1nv01ve cureiculum
materials. A copy of the bookle® is included as Appendix I. Pl@ns for the
alternatiV@ roon are descrabeqs1n Chapter 5. .

°

Instrumemt developmant. TWo of these (APPROACH STIM) ‘represent refmnem%mfs

of instruments that the principal investigator began developing -in Syracuse. .
Despite 3ts monumentally cumbersome nature, the APPROACH technique is neow beiwg™ <
discovered, and a.number of 1nvest1gators are using it in. thé™ own research. '
Recently we helped in the analysis pf-40 parent-child°dyadls from the Hough Parent.
Child Center in Cleveiand using the APPROACH, and it dgmonstrated its versatility .
in being able to be coded firom video tapes rather than 2 behavior. The Inven-
tory of Home Stimulation (3TIM) has been received eagevly by peopie all over the
country Who have been looking for some way to measure homé“envivonment objectively
During the past year we have collected and coded data on almost.200 famiiies with -
an extension of the STIM that 'will be used with families of ch11dren in’3-6 age

= range. These:data are now at the Computing Center being processed for a factor
analysis. Within the next year we will beg1n working om a form useful with families]
of children of e]ementawy school age.

14

Buring ¢ Lhe past year we have become aware of our need to carvy cut morg
essentially diagnostic studies of learning patterns--not give more tests, but
devise more procedures for observing learning in situ and deducing idiosyncratic
learning styles which have clear-implications-for teaching procedures. To date
we have dope Tittle on this but have chosen it as a major area for future deve-
lopment. In the diagram we have referred to it as LEARN, ' -

.
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The project director’ has long been coormitted 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 our educational activities at the prepazgtory level. It would
appear, to be an equally efficient way of individualizing teaching at the elementary
level, and we have begwa the rather arduous task of formulating objectives for
all the major subject areas of the elementary.years--communication, math, social
1iving, 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 %972 instructional activities

- will be catalogued according to these objectives and filed in an easily acces-

“sible location within the school library. Cepies of the objectives as now

formuTated are available..” We decided noi to include them with the Progress Reporthzh
" for the simple reason that' they are so bulky. Anyone interested in a copy tay
obtain it upon request. 0 . L ..

0 a

° Basic research. Here we have divided our activities into those that relate

to children, to families, and to society. 'During the 1972-73 year we will have
the benefit of a reading specialist frem the University who will be -half-time

- With us. Her work jnvolves 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 jn progress and-will be

. described in the fall. The DISTAR project is complieted and is reported as a o

separate paper in Appendix J. . v

Our basic' research relating to families is currently weak except in terms
of the LOIS--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. R o B

Finally We are planning to launch @ major study using observational measures
only comparing the enviromments of children in their cwn homes, in group day care
- (not at our Center), and in family day care. Arrangements to conduct this study
have alveady been made with the Arkansas Depariment of Social Services.

’

Staff training and development. At the center of any research program there
must B& & contimuing process of training. This indead characterizes our research
staff. Caordinated by Dr. Phyllis Elardo and contributed to by various staff
members, reszarch 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 Preject LEAP. )

-
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PROJECT AWARE .. . : 2
A schoo] program for 1nterperson i, development
Phyllis T. Elardo | gi

Q -

v . / /
The recent report of the Joint Co§£1551on on Menta] Hea]th of éﬁl]dren
(1970) is a response. to mandate stated 1n the Social Security .,Amendments of -
1965 and 1968. The Commission's purpose was to recommend to the Congress, the -
Secretary of' Health, Education, and Welfare and the Governors of the States,

~action to 1mprove 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
theé development of serious emotional disorders, and for  improving the condition
of those children who are already suffering from such difficulties. %ccording
to the Commission, the promotion of mental-health through education should
receive as much emphasis as does treatment of specific emotional and mental
disorders.

, Typﬁca]ly, ch11dren between the ages of 5 to 17 spend .from 25% to 40% of
their time in an educational environment. However, with the new national emphasis
on early childhood education and day care (Ca1dwe11 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 fam11y Therefore,,it appears that the
nature of the child's educational experlences will play an even greater part in
the development of ch11dren s

ERES

Societai Demands for Change in the Schools .
While the educational system has always had great responsibility for incuil-
cating "academic" knowledge as well as for "deveioping good citizens", many critics
(I1lich, 1971; Silberman, 1970; Holt, 1964) castigata the pducational estabiishment
for overemphasizing cognitive deve]opment while allowing what has been termed the
"affective domain" to be slighted. The majority of people involved with education
today see a greg; need to humanize education; as articulated by Silberman (1970)

"o eJucat1on should prepare peop1e not just to earn a Tiving

but“to T1ive a life--a creative, humane, and sensitive life. \

 This means that the schools must provide a iiberal, humanizing

education" (p. 114). )
The prob]ems in our. soc1ety are obv1ou=1y an 1nd1cat1on 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 redes1gn the )
quality of 1ife in the classroom. It is the author's view that the most.important,

component of the quality of 1ife in the classroom concerns how the school system
and teachers rejlate to the pupils. "However, the current emphasis <in most class-

- rooms between teacher and pup11 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 lack of regularly programmed experiences in the affective °
area bears investigation. The majority of teachers perceive themselves as only
minimally involved 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 "whote’child," but actual practice$ 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 -
1nteract1on in many elementary classrooms.’ ‘

It appears that we have forma11zed programs to teach children almost every-
thing in schooi except to understand and accept themselves and others, and to .
functicr. wore =ffeciive’y in interpersonal relationships._ This lack of formali-
zation of afiective axgpériences has permitted the development of social behavior

o

te be "¢t voociiecs The development of affective behavier in the classroom s
rot Just ancther 1grovat1on but one too long unrecognized as basic to the 1 earnung
process in ez ity LIuS‘TJ 1 enyironment.

= e

It is tee schenl's place to deliberately attempt to foster, in addition to
the 3 R's, suth chaver eristics as the awareness of self and others and the abiiity
= ., to cog‘%\mtP indey ;mvduya’ r~cblems. The author believes that the role of thecchool
Aas an aqenr of sociaiization should be carefully expanded into the affective
domain as do DinBrs The Titecature contains several attempts to provide tra1n1ng
in lPtuTPEkub‘aﬂ rrlations ag part of the regular schoo) day (Ojemann, 1957; -
Kellam and o 'fd, 1w6B, ,essell and Palomares, 1969; Glasser, 1969; Borton amd
Fmebwgg 150, iﬁ;i?k.-'y‘h', 51L; vong, 1971). :
The presenterceaver, calied project AWARE, representb an attempt to create
an envirommert within the schosl 1n which the affect1ve deve]opment of ali chmldren
js facilitated.

.

&8 . .

1 -~ ® o
St L V‘“" R

5 *«rimc Designed to Humanize Educatﬁon
At “he sresart tine mere ﬁre several programs available to educators
which share the —ommor §2a. of enhancing interpersonal development among
. school chitdrer S : oo e

A "Causal" Apprgqgﬁhﬁgwﬂuman Behavior o
One of the “‘rei 2%tempts to humanize education was Ralph Ogemann S program

originaliy begur at the State University of Iowa and now continued in Cleveland,,
Ohie. Afte- NLPV observations of teachers and parents and their dealings with ’

b
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child behavior, OJemann“(1958) concluded that a surface approach was being used'-
For example, if a child pusjled in line, a teacher approaching the behawior wou]d
treat the behavior as a sufface phenomenon and would try to stop it-by dealing '

with the hitting and not fooking at the causes for the behavior., Similar- examp1es .
were found in parental résponses to behavior problems. Ojemann-also-examined - e
curriculum materials. and found that a s1m11ar "surface” approach was bejng pre- = -
sented in many textbooks. SIEAT . : R

. N
’ é‘*.

?ﬂ' Consequent1y, 0jemann began to search for fays ﬁo change the cunr1cu1um
" to:make it more dynamic and responsive. The assumption underlying a dynamic
aporoach is that there are causes for behavior and if one takes these into R
-account when ﬂea11ng with children the chances for cooperative and mutually = W
satisfying interaction will be increased. Ojemann suggested that the whole cur-
riculum be based on a dynamic approach and has worked on ways of teaching reading,
arithmetic, and social studies from this viewpoint. Hg.has held numerous workshops
and in-service training sessions with teachers to En»OUTag@ the use of the dynamlc
approach in the1r relations w1th ch11dren ' :

Over. the years materials have been prepared b§ Ojemann for ch11dren from
kigdergarten to secondary sciou? to help theim. grasp an understanding of human
behavior. Current“j Ojemann is director of the Educaticnal Research Council's - ‘
Department of psychclogy and Fraventive Psych1atry(6r1ggs, 1970) ‘Djemann and> ¥
h1s associates "have also set up Project G,0.0.D. Gb1d1w( Oe's Own Development)
fol children in “ha fouwth fneaah cixth grades, P-aject £ 0.0.D. provides
opportunities for the ch*%d t0 beg1n taking reapan31b111tJ for his present deve-
Topment and allows him to make decisions about [is Tearsing. in the <’assroom,

The purpose of project G.0.0.D. is to prepare the chn%d for guiding his deve]opmenu
outside the school setting. ¥ “ L :

: Research evidence indicuies that’ when eeaeners use the "causal" approach there
- are changes in undevstanding and acceptance of cihiers. se'f concept, anxiety level,
~and responSquiﬂty iq the classrocm. {Stiles. “950t teyder 1955 Ojemann, 1956,
Bruce., 1957 Muuss, 1960; ‘miggs, 1970b). : ‘

- Ogemann s efforts,wh.ch began in the 1940's, indirate that the need o .
humanize aducalion Far Tong bie: vecwgnized. bLis cureful srepavation of memeru@ﬂs
and his attention te- ve%earc% stiould serve as an examnle to those engaged in new
programs.

The Hoodiawnv(Chicago)”SQhO‘h Mental Healh Intevvens on and Training Program

The Woodlown Mental Mealth Center is a fduT].eJ 4 the Chicago Brard of
Health and is supported by the Qtacr Department ur Mental Health {Kellam & Schiif? ).
LAt is affiliated with the Univiy sty of Chicago orp g@men of ,;ycnuu?wy Since -
Apr11 of 1964, at the’ request (&f the Woodlawn Orgdnwzat10n Advisory Board, the .
Center has deve]oned coilabordtively with the wine public and three parochial
schools -in lloodiawn a program of prevention and early treaiment for the 2,000
first graders who enter the schosle zach year. Sheldor “-hifF and Sheppard
Kellam have served as project directors of this prograi.

»

b
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"The ‘goal of the program is to help each first grader have the gregtest -
poss1b111ty for success in his first year of farhal schooling. Of the d} -
schools in the Woodlawn area, six were designated as treatigit schoo six
as control schools. The treatment consisted of weekly meetings held iy the.

qp?assrooms for approximately 30 minutes a week. At first parents were not .
included in the meetings, but as the program evolved parent e encouraged to K
attend. The topics.of the meetings concerned how-the chi}dren, parents, or .
‘teachers felt about how the c]ass was doing, with regard to heTp1ng each ch11d
become a better student. ,

£
5
L

Weekly sta /ﬁmeé%1ngs wer?;ﬁi 0 he]d between the principal, adm1n1strat1ve
staff of the school, first grade~téachers, school community mewtal health workers
and the mentail health professional. These meetings genera]]y dealt with’ prob1ems
between principal and teachers and problems of the school. in Pe]at1qn to the

families.

. .

In ¥968~1970 parents and educators from the six 1ntervent1on schools
received further traxhtng in intervention and then began expanding the pnogram
by working w1th the six control groups. ;o

research generated from the project has not been impressive. ~PossibTy wifh so
farge a sample it was impossible to do more than use rating scales and head
- counts. The effectiveness, of the program was based on the teachers' ratings ‘
of children's behavior, amount of parent pariicipation, and read1ng achievement
gains. In terms of teacher ratings, the percentage of children improving in
adaptation on the giobal scale increased by 4 to 8; per cefit: There was a two )
month' gain in reading achievement in the treatmeggkschools as compared to the

1 Q

"The ?deas behind the WoodTawn Project have been quite spund; hogeve s . the

control schools. The principal independent varidble of the entire project was
d1ff1cu]t 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 ¢lassroom meetings is the most encouraging and most unique contribution of O
.the whcie project. The ability to involve parents im the schools is a very,

complex and extremely difficult task. The Woodlawn Project's success is suggestive
of the elements necessary for parental involvement. .

Future plans of one Member of the or1g1na1 team include expand1ng the
program to whe preschool level (Schiff, 1971).

In future work it seems that it would be 1mp$¥tant for the 1nvest1gators
to isolate severa?l! variables for: 1n*depth study-such as parental a 1tudes teward
"school.

% P
The Philadeiphia Affggtive Development Program

A

This affect1ve program is a part of the Ph11adeph1a Schoo] System apd is
directed by Norman Newberg and Terry Borton. .It is an attempt to change the schoo]

to meet the needs of the students. So fag the work has been concentrated in the




h1gh schools. The program differs.frgm others because it involves ‘the studegts )
and teachers in a changing curriculum which jﬂ*primar11y d1rected to the student!s .
interests (See Bovton ard Newberg, 1970). .
. . -

- The directors indicate that they had tr1ed the "qu1ck CUres" for the e,

problems in the schools: mental health schodl committees, crisis meetings, -
- 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 the- learning enyironment.. Thus the directors decided to work with ,
.o the system as a system and change it. , .
‘Q%X o Each new teacher in one area of Ph11adelpﬁ%a attends a thirty hour tra1n1ng

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 retreats «devoted to work1ng on the teachers' own personal concerns, Throughout
this training the teacher is given a feeling of support for change. s -the
program§has been d1rected at the teachers and their changing of the)ﬁ .
{Newberd, 1969). v f -

N

_ "7 The personneﬂ of the Affect1ve Development Program serve in a adv1sory
capacity only. The teachers are respons1ble to the department heads and pr1nc1pa1s,

So far there is no empvraca1 research to indicate that this change in
system has béen gffective in meeting the needs of the studegts. The d1recﬁ@rs
have ‘indicated that their concern lies in chang1ng the schoois and that "hard
data" will come later (Neﬁberg, 1969). . .

. o : - ‘ )
X The Human Develapment Program (San D1ego) L - y

: Harold Bessell.and Uvaldo Palomares (BesseTl, 1970) have taken the posvt1on
that remedial techniques are not the best means to deal with adolescent and
adult emotional problems; the emphasis of their program with children is on pre-.
-t vention. The tws have collaborated and developed a preventive program for yo@ggg'
“ children (5-8 years of age) which stresses awareness, social interaction, and .
. mastery Awareness s defined as the ability to have insight into and acceptance
of one's own feelings. Soc¢ial interaction skills are those which help in the :
understanding and acceptance of others. asterx concerns the-achievement of '
respon51b1e competence at-a task. B ST : .

Da11y program gumdes (BesselT\and Pa1omares 1969) have been developed 5
A spec1a] time, of day designated as the "magic-circle"-time is suggested for - .

using the programs. At th¥ magic circle time.childrep sit in a circular arrange-

ment avound the teacher. The developers suggest 8 to’ 12 children at first, with
the rest of *the children takvng a position outside the inner circle of children. - ,

. The inner circle members are in ‘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

s - o
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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 .-
-+ . manual, The program is to be expanded into the upper grades; grade three materials
5, are to be’available in the spring of 1972. : o

5
-

- The-prdgram dev péh by'BesSe11,andfPa;omareswﬂs very innovative. With all

“the emphasis on mental health in children, it Pepresents a refreshing approach.in

~ that it tells the educator what might be tried, theory manuat -is clearly *
written, and the lesson guide is easily understood. s _obvious that the =~
authors have spent a great deal of time preparing their materials.,

P

‘\\% : 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
‘ “6n 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
heavily from neo-analytic and self-actualization personality theories of Adler, ’
Horney, and Rogers. Secondly, there are many statements made in the manual which
are not supported by data. For example, at one point the“author 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., ,Jhirdly, 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 expgriences to promote conceptual development. In the .
author's own work with Prog§ct'ANARE/sﬁefbas found that young disadvahtaged
children often tire of discussion groups unless the leader provides many enrighe>
ment- activities and stimuli for. learning (stories, plays, songs, etc.). /

The William Glasser Approgch

Classroom meetings have been advocated strongly by-William Glasser (1963}
as a means to help children-acquire the idea that they have some control over
their enviromment. Glasser suggests three types of classroom meetings that
might be incorporated into the curriculum. The tnree are:

(1). social pnoﬁﬁem solving meetings-pupils discuss social behavior in

~ schiod1 and, develop social codes. ' Co

(2) opén-ended'meetihQSqupi]s discuss academic subjects. @

€ "(3) educational diagnostic meetings -pupils discuss ‘the concepts of
the‘CUﬁriculqugnd are allowéd to question ‘why' a particular topic is relevant.

=
-
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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 shauld be emphasized that both view ¢
the qFacher's role as one of facilitator and guide during the class meetings.

>

FEE 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
, buEil 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 hopgd by Glasser and others that children

° - may acquire this sense of potency. _ . 3
'ii_fh s+ - _As of this writing, research evidente documenting the effectiveness of
vl this program is not available. & )
Rl et 1o Vie . \ '
- »The Behavioral Science P?Bgram (st. Louis/ - v :

. ¢ In 1969 Barbara Ellis Long (1971)¢é25an with sixth graders a, behavioral
science program to enhance coping skills and prevent disturbances-in the ¢lass~
room. The behavioral science:curriculum is based on a group 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 Greating 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’ tedcher )
rarely answers a question. The format then is_from specific data to general T
principle and then to application. The children are said to be deeply involved
in the whole process and answers are arrived at through .group discussiens.

.. . Research data on the success of this program will be rresented at the
- ~ American Orthopsychiatric Meeting in the spring of 1972, '

The "Developing Understanding of Selz and Others" Program (DUSO)

, Don Dinkmeyer (1971) noted in a recent article that there is a lack of
required,. sequentially developed programs in self-understanding and human

behavior. Citing this lack of a developed curriculum in the affective area, ,
Dinkmeyer has developed an elaborate series of programs for developing understanding
of self and-ethers. The program is entitled Developing Understanding of Self and
Others S0) and is intended for use in kindergarten and the primary grades,

 Thelfocus of the program is on eight developmental tasks that are relevant
to young Xhildren. The eight tasks are: - o

-
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1. Developing anradequite self-identity, self-acceptance.

2. Learﬁing—algiving-rece#Ving pattern of affection.
e
3. Learn1ng to develop mutua11ty, moving from being self-centered to effective
in peer relations.

- 4. Learning to become reasonably independent and to develop se]f—contro] o

5. Learning to become’purposefu] and to seek the resources and responsibilities
4 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. .

I)ﬁw». g\ 4

7. Learning to be emotionally flexible and resourceful.

8. Learni N9 to makeﬁbalue Jjudgments and choices, and to accept the consequences
of ong's cho1ces .

The proémam includes recorded stories, songs, open-ended -stories, discussion
‘starters, puppetry. role~playing act1V1t1es, art, and other exper1ment1a1
, actiyities. The goal of the program is to develop individuals with self under-
. standing, a positive seif-concept, to learn that behavior is caused and purposive,
~ ., and that 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 should be p&?nted out that anyone u51ng 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
qua11ty of the interaction 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 imgflement affective programs such as those described, their
didactic role must cHange. The role of the teacher must become one of faci-
litator and guide.( If the teacher uses discussion groups as a means of g1V1ng
» children knowledge 9nd conveying judgments, the whole purpose of any program is
. defeated. Children Should be allowed to interact and reach their own decisions.
~ Additionally, the individual who chooses to use these programs should be aware
of his limitations; he ‘'should not assume that he has‘the training and expertise
Yo set up psychotherapy or group encounter activities for children. From .
- discussions. with people using one.of the affective programs, several have commented

P R . LI
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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
¢ indiscriminate use of such titles may create misunderstandings between parents
and the schools. _ .

“that t;;;gife;calling_themse1ves and the teachers "therapists." It j& felt.

A1l of the programs described in 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 Palomaress~1969; Glasser, 1969; Dinkmeyér, 1971; Long, 1971)
have set up an expansion of £EEQCur(;cu1um to include affective development The
present project, Project AWARE, is a attempt to expand the curriculum in the
affective areahr . >

2
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Rationa%e 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 gf_social-cognitive'béhevidr: éak{ng'the role'gj;the other,
]

There has been a concentrated effort on the part of psychologists 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 read;, 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 understanding of
interpersonal 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. One 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:

Leeerans 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 from the point of view of the
person spoken to, and the latter, instead of taking them at their

face value, selgcts 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 in
perceptual rather than conceptual terms while later at eleven to twelve years

)
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of age the chily engages in abstract reasoning. Piaget {1969).claims that
egocentrism entérs into all areas of the young child's Tifg:

24

Ay

How then are we to characterize the stage of understanding between

children before.the age of 7 or 8?2 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 mental schemas already Ay
existing in each child. In other words.,. wgzﬁ\@he explainér and his

listener have had at the time of experiment common preoccupations

and ideas, then each word of the exptainer 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. 133). .

Since egocentrism pervades all areas of the child's 1ife, it certainly plays (\
a role in .the child's social relationships. One way this has been measured d
js byinvestigating the child's ability to “take the role of the other." Piaget

and Inhelder (1956) have studied this particular aspegt of egocentrism: role
taking. In one study aiméd at perceptual role taking they.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 howk%ng mountains

Took to a do11 sitting on the opposite side of the mountain from 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 pictures of

the mountains. An earlier study by Piaget (1969) indicated. that young children
used speech egocentrically in theiv communications>with 6thers. Piaget's
procedure was to tell chijldren 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
‘v 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 warking model of the nature and integration.of 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 particular abilities. Working
from this model Flavell and his associat®s argue that the/Spedker must analyze
the listener role characteristics (role taking) before tfe speaker can send
am effective communication; otherwise the message becomés egocentric and
difficult for the listener to interpret. : N

.
! . . N e
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- The purpose of deve]opmehta]--descript1ve work in the areas of role e

taking and-communication by Flavell and his associates (Flavell, 1968) was .

to provide a first approximation of what develops and wheg in the domaig of v
- role-taking and communicatien behavior. The ontogeneticensgglopment of these -

two: forms ‘of soc1a1-cogn1tive behavior were defined as: —y :

(1) the genera] ability and-disposition to "take the role" of anoih:i?
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 frgm the: ages 'of 7 to 9 in the "ability" to take the
. = _+ role of the other :

Flapan (1968) has alsd stud1ed the abi1ity to take the role of the others
-her specific question was to investigate children's ability to descrjbe 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 thése to children at various age levels and noted -
the children's own ‘accounts 6f ‘what had happened and their responses to a
specific series of questions. There were 20 children at each of the following //’/b
~ age leve]s six, nine, and twe]ve. A11 subjects were girls.

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

SR Chiidren were asked to descr1be each episode in &hgir own words. Their °
responses were analyzed into three categories. The three 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 - -thoughts of the characters which were not
overtly expressed in the movies. TQe children were also asked to respond to

- interview questions about the movie’ Again there was a developmental trend

. ’
A} 1
Il
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W1th younger children answering more-literally 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
inteq}aons :

! ;

" Generally younger children gave responses that fit into Piaget's -
perceptual mode. Tiere 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 “Fg
from the standpoint of the other person.

L) °

Orne of the most interesting findings was that wherever there were

statistically significant differences between the six-year-olds and twelve-

" year-0lds, 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 cognmtnon that is relatively unexplored:

, the child's ability to perceive or to make inferences about fee1ings, thoughts.

and intentions, and his ability to interpret or explain sequences of behavior-
that occur tn interpersonal relationships.

. Bloom (1964) has suggested that the greatest 1mpact on a characteristic
can be nfddé,during its most rapid period of growth. From the theoretical |
standpoint, of 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 children'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 rdte taking might be facilitated

by sgctal interaction:

_ i,u...socvai 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 chi]ld e
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 cogn1t1ve egocentr1sm (Flavell, 1963, p...279). §,
Thus the introduction of interpersonal proglem solving experiences for children
between the ages of 6 and S 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 conmunication 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 relationsiip between two age related social cognitive
processes-~the ability of the chi¥d” to take the ralg 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 study was
to determine whether in middle-childhood the ability to ‘take the role of the
other is a necessary conditieu for the development of-higher levels of moral
judgment. The subjects wereé middle-class children between the ages of 8 and
o10. Children were given two.of Flavell's role taking tasks (Flavell., 1968)
and Kohlberg's Moral 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 tQﬁ development of the ability to take
the rple of the other is a necessary condition for the development of certain
levels of moral thought. .? o

-

The need to develop flexibility in problem solving:b verbalizing alternatives
to probjems. ' . ' ( o

One of the findings of the Coleman report (Coleman, 1966) is that the
£pupil characteristic which appears to have the strongest relationship to

* 5chool achiggement js 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 gocd and poor learners is in the ways goals are defined .
and how problems are approached. Recent research on this topic (Shure and
Spivack, 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 preschcol 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 ab¥e to verbalize more options.
In the authority problem, the child was to describe ways to avoid his mother's
anger for breaking her favorite flower pet. 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 ¢lass group those children

" considered less well adjusted by.their teachers gave fewer possible solutions
~and fewer solution categories than children considered well adjusted. Shure
-and Spivack (1970) summarize the class differences by saying that s

<., lTower class children may‘behave differently, not only because they
‘ conceive of different types of solutions, but also because they do
- not entertain a variety of possible alternative solutions. that could
bé brought to bear on the situation (po 7). . N '

In further research (Shure, Spivack, and Jaegar, 1972) it has béen found that
selementary children's ability to berbalize alternative- solutions to problems
was directly related to teacher rated judgments of classroom behavior as
measured by the Devereux Elementary Behavior Rating Scdale (Spivack and Swifts
1967). Children who were apparently adjusted in their classrooms could think
of approximately two more solutions to the problems presented by the investi-
gators than aberrant youngsters. Less well adjusted /youngsters also gave a
higher percentage of forceful responses. Verbal output 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 1ife problem
situations. However, this correlational relationship only implies that
increasing a child's number of verbalized alternatives to problems 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 ptGblems.

F

\
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 of other
persons and use this information to effectively interact with them. ’

The second major purpose of Praject AWARE is to allow children to discuss
alternatives to problems. Many disadvantaged children have been found defifieny
in verbalizing relevant solutions to everyday problems. Problem-solving sqksiof
will be employed to encourage children to think of new possibilities for Hang
problems. The relationship between the ability.to verbalize many alternatives i
problems .and classroom adjustment will be carefully analyzed.

-~

06038




.
Descripeion of onjeet AWARE : ng

Project AWARE differs from the other current programs in severa1 respects.
First of all,-the pr1nc1pal 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 1nvest1gator
hay also chosen to attempt to facilitate problem solving strategies since there ’
apﬁears to be a relationship between this ability and classroom adjustment. Finally,
the principal investigator has incorporated a research. design which controls for
the teacher variable and the” Hawthorne effect Each'grade has been divided into
two groups; one group is presented with® the AWARE programs and the other is presented

. 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 wa$ explained to the teachers that each grade would
be divided into two equal groups. One of the groups would be imn the AWARE program .
and the other group would have the "Health and Growth" program from Scott Foresman, -
ard Company. (Ei teachers were told that the principal investigator would take
the major responsibility for planning the AWARE programs and executing them with
the childron and another teacher wou]d be responsible for the "Health and Growth"
SErICES.

The pw09vam began 1n September approx1mately one week after school was in
session. The discussion meeting times have been in the afternoon because the
toaghers felt morning periods should be reserved for reading apd arithmetic. The
hvuncvpai investigator and the teachers meet every Friday and discuss the meetings
of the previous week and new programs and ideas are-explained. ° In the Yuture it
is hoped that the teachers will play a significant role in the planning and con-
ducting of the AWARE meetlngs

4

Hethod

5ubjects JApprox1mately 74 pupils, aged six to nine year of age, from The "
Center ¥or Ea r1y Development and Edutat1on are servrng as subjects.,

Experimental Design. Thirty-tfour pupils are id the experimental group ,
and approximately forty pupils are in the control group. All riew entries into
the schooi after December 1st have been placed with the control group. The two
groups 'were initially formed on the ‘basis of sex and race. An equal number of
boys and girls and biacks and whites were placed in the experimental and control
groups . Therefore, a representative sample of boys and girls and bBacks and
whites were olace the experimantal and control groups.

00639




b °
W

. - i 30
" 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 groubé, 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
principal ihvestigator reviews these rules with the group g;ﬁly. 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 fallowed 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
Yalentines 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- 0
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 reinforcers between
groups. On 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 discussions are more controlled by the pupils. In the second
grade, for instance, many group sessions have been spent on classroom problems,
Several mzmbers of the second grade group have behavior probiems 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 by the second grade pupils throu?hOut ’
the year. In the other groups, topics ha;g%ﬁeen determined by the principa - .
investigator. The openness of the discussions depends on the composition of the .
group. Many children are able to think of relevant topics for AWARE sessions

> while othars are not. : :

. A general description of the tbpics for the AWARE sessions include:

I. Awayeness and Understanding of Self (September, octbbep, November, December) .

-

These sessions focus on self acceptdhte and the development of the concept-
of self. Initially stories were vead to ‘the children which concentrated on the
general idea-that everyone has his strengths and weaknesses. DiscussionsSaround -«
« ¢this topic followed each story. Thiroughout each story the investigatorswould -
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 events, and to
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‘comment on %he actions of ‘the characters. In several instantes., the children C
~ gqye role’ played the story and used the puppets as characters. After the story
"discussio

) » the children are encouraged .to relate their own,experiences that'are -
similar to\those of the story characters. S - N : )
“In order %o 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. A1l of the work has been considered acceptable and no judgments
have been made as to the quality of work. Discussions have been held so that -

« . the children could explain their "ME" collage; the:instructions were to ‘cut out _

B “pictureS'from‘magazines which were important. and speciaﬂ‘to them.

Future expansions of this section will thclude a more detailed "ME" book
for all groups. Activities connected with the book will hopefully stimulate the
idea of self-identity and self-esteem. Each child.will keep records of his .
development in‘all areas, i.e. a diary of.accomp]lishments in the interpersonal - * -
area, records of school progress, etc. If possibfe, the book could be-kept for -
the years that the child is in project AWARE-so that he begins to understand his -
personal deve1ggment. o e - '

7

. =

I1. Awareness and Understanding of Fee1ings,(Nouember,{December, January, February)

discuss, and explain their feelings. Initially the children wére 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 ta name the

feeling 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 disc%if'and'exp1ain their feelings and the feelings af the other child, -

g - : :

Tg;se'sessions have provided the children with opportunities to name, o ,(

Aslthe children have become more able- to ﬁaée many different feelings, stories
were read to them and the. characters’ fee]fbgs were discussed at Tength. On
many occasions the children have béen encouraged to role pilay the story and to
.explain the feelings of the characters involved. ®uppets have been used many
- tinies for the role playing. Several songs aresheing taught to. the ‘children
and- discussions of what the songs mean are being heYd." When it has been appro-
-priate, the songs and stories are presented to the whole school at the assembly”
time. ‘ t . o S,

R -
N .

For the two older groups, & feeling word game has been played. The prﬁncipa1r -
investigator holds up a word card and if the child can guess the werd, he is ~ -".°
asked to show how someone would look if they felt that way and then to describe @

a time when h% felt that way. . ' : . '

8 Lt i
. Throughout all these sessions the stress has been on the language -of personal
feelings. The children are always egncouraged to communicate how .they feel in
‘words and to give reasons for the feelings. Hopefully through the group sessions .
on feelings, the children will sees that feelings are universal &id that their .
feelings are-similar to other children. —

>




S
b

B

- B o | A
\ | | | ﬁ . . | ” ) | . ‘ ?"32 | N
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 S
are éncouraged to discuss ways of describing people byphysical differences--skin .
color, height, eye color, hair color, hair texture, etc. There have been discus-
sions and explanati@ns on what these differences mean. The children have also
been encouraged to discuss ways of describing people's persona11t1es-the way

. people behave. _

. Stories have been told to the pupils which focus on 1nd1v1dua1 differences.

“ Discussions will follow about the signifjcance of the’individual differences in
the stories. Songs will be taught to the children that deal with-individual
differences, Again discussions will be held to help the children_ see the
meaning ‘of individual differences.

Other discassion topi¢s will include - what wou]d”ﬁappen 1f everyone looked
- the same, what things make us feel Tike everyone else, what things make us feel
I dmfferenc from everyone else, etc.. Durind several meet1ngs the children will be
asked to debate the statements--most peopie are alike, and most people are different,

" A¥ter -the coneept of individual differences seems to be grasped, eachechild
.will be asked to fill out an 1nventory on his outsmde self--i.e. my name ig--,
I am a girl/boy, my skin color is--, my hair color is--, my eyes are--. Also
each child will be asked to fill out an inventovy on his inside self, i.e. I
.feel happy when--, 1 fee}/disappointed when--, etc. These will be discussed at
«length on an annonymous basis. o
IV. Problem S@Jv1ng (January., February, March, April, May)
This focus of this section is on understandnng and thinking of a]ternatives
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 situationss, The dec¥sion
making process in_the problem situation will help children to realize that studying
a prob]em and taking time to evaluate all the elements 1nvo]ved will help them :
make wiser decvsxons , . -

‘
<

T ) RoTe p]aywmg“501ut10ms to probiems w%?l provide a situation where children
can practice behavior under controlled conditions--and to see the consequences of
actions without suffering the conseauences. of anti-social or dangerous actions:
it gives them & séhomd chance s A

Typically the investigator will present a prob1em s1tuat1on through a story,
" photographs of children engaging in certain behavior, puppetry, magnet board with
paper dolls,-etc. After_the problem has betn presented, the group will be asked
. . 2 .
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to re-think the sequence of events, and define the problem, express how the people
feel in the problem situation, exp1a1n the reasons for the feelings, Tole play the
- situation, discuss alternatives to the problem, role play the prob1em solutions; 0
~ and role play»the consequences to the solutions.

Dur1ng the ?roblem solving whether through discussion of role ﬁlaying,,the
_investigator will be non-judgmental and will try’ to encourage the children to
verbalize the feelings of the characters and to explore alterndtives to problems.

Problem solving sessions will also be set yp when problems arise in the group .
~arwith school-related activities. The children will be encouraged to bring

prqble?% to the group. Problems in group funct1on1ng will be discussed and
'~ alternatives suggested and tried. ) ‘ L.
Aot s . . r « B
X | Evaluation of Project AWARE .
: - F - , N ' K :
%_ Hypotheses to be tested: - = o
" Role Taking: . L v
ajﬂ§§, 1. Vhen compared with normative data (Flavell, 1968) 'and the control group,
4?@3' ~ the experimental children will more likely "tike the role of the other." Two of
¥ Flaveli's (1968) role takmng tasks will™be used to measure “tak1ng the. role of \
‘ the other. " o s
3 Alternatives %o Problems:: | - ‘\ o’

) 2. Significant improvements in number and type of children's oral descriptiohs
of alternatives to problems will be evidenced by the experimental group. ‘.

\ N

Cnassroem %ﬂQUstment

3. fhewadgustment of the: expermmenta? group to the school environment w111
be fac;11tated as shown by raﬁvngs of the teachers,
»//\\Emer Adg@stmeﬂt ’ t o _ -
4. Ch1 dvew in the experimental group wxi? be more acceptant of peers than
the control group as evidenced by choices on a soc1ogram . o
Academic’ Achlevement .- ) . - N
y)

- ‘

5. Children in the experimental group W1]1 oW more achievement test

gains than children in the controﬁ group.

v

" Playground behayior: T _ . B \

: 6. Children in the experimental group will spend less time in physical
aggression, verba? aggression, and isolation on the playgr@und than the control
group. Children in the experimental group will play in 1ntegratcd groups by race
- and sex more than members of the centmoﬁ “group.

&
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. Understanding of Social Interaction:
7. Children in the experimentalygroup will be more.able to 1nterpret the
fee}1ngs and thotights of others th the control group.

/
e Clinical Assessment:

e
Lot

8, Children in the ‘experimental group W111 be conS1dered more adJusted by
a clinical psychologist than children in the control group.

All ch11dren who are participants 1n th1s study have been given the following
measures as pretest measures:

4]

3

- role taking tasks
story alternatives
Devereux Elementary Behavior Ratirg 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 fo]]ow1ng section chta1ns a descrnpt1on of the measures: _ -

Role - Tak1ng

Flavell (1968) devised several role-taking tasks in orﬁer to study theé develop-

- ment of role-taking and communication skills in children. Two of these tasks were
selected as measures of role-taking change. These itwo tasks ware selected because
thay appeared to be assessing most directly role-taking behavior. These tasks were

s also selected by Seiman (1971) in his recent paper concerned with role-taking -
behavior and wmoral 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 #1. Two experimenters are in the room when the subject enters.
Experimanter [ shows the subject two cups. One cup has a nickel giued to its botmom
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 subjectoﬂ
told that in a few minutes Experimenger 2 is going to TeaVe the room and then cone
- back and choose one of the cups. The purpose of the geme is to try and guess which .
cup Experimenter 2 will choose and remove the money from that cup. Thus the child'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 1mportant 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 room\hThe child chooses the cup he thinks
Experimenter 2 will choose and gives his reasohs as to why he feels 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 compieted Experimenter 2 returns to the Foom and
’ makes a choice, The exact procedures are the following: - t
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Sett1ng S sees before him two plastic cups. turned face down on a fe1t 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 w1th the ch11d’:
and Ey instructs him as fo11ows , :

E1 says: "Now here is a game. You see these two cups? One has one n1cke1 :
stuck to the top and the other has two nickels stuck to the top (points). Now -
- the money stuck to the top tells you how much money .is, inside. .You see (1ifts
cups), one nickel under here and two nickels under here."” ’

- "I'11 show you how the game works. First, I' 11 c1ose 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” (Ep then silently removes the money from the two-nickel cup);

"Now I'11 open my eyes, and choose one of the cups. Now, if 1 choose the one
with the money still under it, I'11 get that much money to-keep, If I pick the

" one with no money under it, I wouldn't get.__x_money to keep."

"Say I pick this one (picks up one n1cke1-cup) It has “a nickel under it,
so I'd get to keep a nickel. What would [ get to keep‘1f I'd picked the other

one?" (IF S responds 1ncorrect1y,nE1 shows him.)

"Now say I close my eyes again and say he took away the money from'the one~
nvckeﬂ cup (Ep does this) and then, say, I choose the one-nickel cup, what would
I get? And wﬁat would I gat if I p1cked the two-nickel cup this time? You see -

how to play the game? Fine."

"New (Ep), please Tleave the r‘oomp (Eﬁ Jeaves). Now you and
I are going to play this game with e'11 take the money

 out of either the two-nickel cup or the one-nickel ¢ cup Then she'11 come hack

in and choose, and if she chooses right, she‘lil get some money to.keep, either one
nickel or two ﬂickeﬂs and if bhe chooses wr@ng” she won't get any money:" :

"Now, we'll try to fool her -- we'll- try t@ guess which cup she'll choose
and take the money out of that ope. Now you think hard for a minute and see if
'you can guess which one she’ Yiééﬁsayé Now of colvse, she knows we®11 try to
fool her; she knows we're goi to try to figure out which one she'll choose,
Which one do you think she'11 choose -~ think hard] (S 1ndicates one of. the
cups). Tell me why you think she might pick that one.” (E1 tapes the response .
and writes it down also) ,

NOTE: (At this point Ej- encourages the child to 1ntrospect ‘and g1ve reasons but:

tries to avoid ali leading or suggestive questions. The only guestions to be -

asked are those which Ep deems necessary to clarify for the tape record, which -

choice S made and its stated rationale. The money is then duly removed from

the cup S selected; Es returns to make hms ch@nce (actually made accordmng'hk
a preset pattern across S'sj, and either "wins” or "loses".

o
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%”The scoring procedures arelihe same as used by Flavell (1968). Two peoplé
are scoring the children's responses and a reliability coefficient will be
.. computed. The scoting procedures are the following: S

-

Strategy 1 o

This category ‘includes all |S protocols which cannot be assigned to any of.
the three preceding categories. Almost all of these protocols were of either one
of two types: (a) S cannot of will pot fnipute a €hoice to Ep, despite Ey 's
$r9192; (b) s attributes a choice to Ep but is unable to offer any rationale
for it. - , ‘ . ,

*

Strategy 2 .
S asserts thats E» 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 Ep and always predicts the choice of the: two-nickel cup
(thagﬂisD E2 will choose that cup because it potentially yields the most money).
The Yatter, as its name implics, covers all other strategies of the same general
Tevel; for example, Eo is said to recall that cup X paid off frequently during
the demionstration trails. and thinks it is likely to continue to pay off now. The
essence of Strategy A, whether monetawy or other, is that it seems to attribute
to E2 nothing beyond cegnitjons and motives which bear on the game materials e
themselves, that is it does nqt take into account any cognitions  which E, might
have about S's behavigyr in the\rple of E2's opponent. The following is a protocol
scored as Strategy A (monetary tybele L »

"Do you want me to tell yoy?* (Umhum. Which one do you think he'11 choose?).
"The dime." (You think he'll choose the dime'ch.« Why do you think he might
choose that one?) "Hel'll get more money - if the wmoney is under there." - -

@

b3
“ ‘_,’)

Strategy 3 ‘ : s

S. bagins with a prediction about Ep's motives and response dispositions

~ (eigher monetary or other), just as the Strategy A child does. But unlike the.
latter, he then goes on to attribute additional cegnitions to Ez: the recognition -
that $ may have predicted precisely these intentions and ‘thathe; E2, had therefore
better change his choice, for example, from the two-nickel cup to the less remune-
rative, but perhaps surer one-nickel cup., Here is an oxample: . ’

(S cheoses the ene-nickel cup,) (Why do you think he'?l %Zke the one-nickel
Ccup?) "Well, I figured that, uh, if it was me I'd take this one (two-nickel cup)
bacause of the money I'd get to keep. But he's gonna know we're gomna fool him--
or try. to fosl him--and so he might think that we're gonna take the most money
out so I took the small one (the one-nickel cup{?/f?d go for the small one."

L

Strategy 4 -

e e P A (
This category !

fludes all imputed Eg strategies which are ahaiogous to f
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" going to pick the nickel cup, but then I think he knt

room. Experimenter 2 then leaves the room. Experimenter 1 p
‘child an ordered series of‘seven pictures showing a story of 4

S J ” D I
- : | | - 7

r
P

~ Strategy B, but are carried one or more steps furtheps Having first reésohed

according to Strategy B, for instance, S might ta the future inference that

Ep 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). Thé judge felt that this 1nterest1ng protocoT deserved a -
Strategy 4 scor1ng (other type): {

"Uh, when we were, he chgse the dime cup the f1rst time . .. andguh we]] e
let's see . . . I think uh that he would, I think that he would think that we » -

“wpuld choose the opposite cup." (Opposite cup from what?) "From the, in other

words this cup, the nickel cup, but then m1ght he m1ght,x
that we know that he thinks that we re going to pick thig
think we should pick the dime cup; because I think he t

e might feel that we,
‘cup so therefore I
Ahinks, he thinks we re

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 " A 5

Flavell, 1968, p. 46-47. . | .
Role Taking Task #2. Two experimeriters greet the child when he enters the

aces, before the
‘boy\being chased

away. Exper1menter 1 asks Lhe ch1id to tell him what story is fold by the p1ctuwes

If «the child has d1ff1cu1ty Experimenter 2 helps him by going oyer[the action in

each picture. Each chvild is to tell a story about the boy walki
walk, being chased by an angry dog. and climbing a tree where b
and eats it.  Then Experimenter 1 removes three of the picturds. [The three pictures
that are vremoved from the series eliminate the fear of dog motiye {for climbing

the tree; the dog is still in the story but is not seen chasingithe boy up the

tree. The other experimenter (2) i} then asked %o return to the\rodm. Experimenter
2 then asks the child what story th four pictures tell him. The‘\~1>: is thus
requested to tell a story that Exper¥menter 2 would tell by seeing only the four

ng/ down the, side~
finds an apple

pictures. After telling the new story that he thinks Experimenter 2 would teld,

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: E;y and Ep greet the S. E, then Teaves the room. S sees before him,

after Ep has left, seven picture cards.

Ey says: "She (EZ) 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,

Jjust 1ike the comics in the newspaper."

L4
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roper seqdenqe on the table.) "You tell me
he beginning." oo

{The cards are then place
what's going on. Begin here,

(If the child failed iydicate 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 1iké this: A vicious dog chases a terrified
boy who finds refuge by climbing a handy tree; once secure there, and with the
dog abandoning the chase, he takes advantage of the kind of tree he happens to
be in and eats an app]e.s. o ‘ " :

"That's fine. HNow 2) hasn't seen any of these pictures.
I'm gojng to call her back into £he room™and\ show her, just these four pictures
(cardd’ 1, 4, 6, and 7). I want you to d you are she, and tell the story
that you think she would tell.{

peaking to E2) these pictures tell a story."

"Okay" (Calls in E2). "Now
) hat story do these pictures tell me?"

(E2) then addresses S and say

[{=]

~ Again, if S failed to clarify these matters spontanecusly in the course of
his story, he was asked: "Why does siie (point to Ep) think the boy climbed the -
tree? Or: "What does she .think about that dog there" (card 6) "What does he
think the dog is there For?" (E tapes the response and writes it down also.)

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

Strateay 1
‘ o

When asked to predict the story Eo would tell, S gives a more or less straight-
forward preséntation of the "correct"” four-picture stovy, that is, the boy is said _
to climb the tree in response to some non-fear motive (almost always to get an
apple) and the dog is said not to be a motive for ¢iimbing (is said to be irrelevant
to #he 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 examplé: y

=]

"Apparently tik boy is just wallking down the sidawalk and, uh, he sees the
apples on the tree iNthis case and he goes to climb 'em. And the dog in this
case would be just, uh/ a passerby and he's just eating the apples. He just
¢limbed . the tree to edt the apples.”

e s \

~

Strategy 2

C A1l responses not scorabie for the previous three catzgories were assigned
to thisome. It was not simply a "wastsbasket" category, -however. In most
cases, it subsumed stories ‘in which (in narrative or in inquiry) some sort of .
fear motive is introduced, as in Categovies 3 and 4, but the child also says ‘

something which bespeaks scme recognition by the child that Ez 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 fean.motive on the basis of what Ep
might infer, for example, "he's running to the tree and there's a dog here, so

- he was probably dfraid of the dog." As a third example, he might even substitute
some. other’ fear stimulus for the™dog ("he's afraid of a ghost or something"),
perhaps ds a kind of "compromise" between his and E»'s perspective. Although

some responses 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~<taking 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 E] subsequently asks why Ep thinks the boy
climbed the tree, the usual response is the flatly given, "bécause the dog chased
him." Although categorized separately, we would not try to defend the position
that these responses really represent a higher performance level than the pre-.
ceeding 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. Her®& s an example of @ Strategy 3 response:

, "He's singing and, then he runs, he sees a tree. He climbs up it and he's

p2ating an apple.” (Fine. Why does Mr. Wright think that the boy wanted to ¢limb
.~ the tree?). "So.the dog don't get him -~ bite him." .

. : , r

Strategy 4 | . o _
. 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's walking along with a stick. I mean should I say what-um-um?
(You would say - you want to say.just‘what Mr. Wright would say, don't you?)
"He's walking along with a stick,-and the dog's gonna chase him so he vruns - he |,
goes up .the tree with his stick. The dog's walking away and while he was there
he's eating an apple. :

Flavell, 19684 p. 72-73.
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A1ternat1ves to Prob]ems

Stories were developed by the principal 1nvest1§R%%§ to determine how many
alternatives to problems a child can verbalize. The rattonale for this type of
measure came from the work of Shure and Spivack (Shure & Spivack, 1970; Shure &

' Spivack, 19713 Shure, Spivack, & Jaegar, 1972). Generally, théy have found that

‘ ch11dren who th1nk of many options to-problem situations are children who arer; .

. perceived by their teachers as well-adjusted on the Deverux Elementary School °

- Behavior Raténg Scale. Shure and Spivack have only used problem situatjons
in their studies. It was felt that a number of problem sto needed to be.
presented to the children in the present.study in order to recéMve a repre-
sentative sample of the children's ability to verbalize alternatives to problems.

The following stories were devised by the principal investigator:

1. The boy sitt1ng next to you in class, leans over and tells you that
he is going to beat you up after school, What could you do? S

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

-. 3. Vou 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
vgrab it from you. What could you do? -

4. The teacher th1nks that you are cheating on a test and yoeu feel that
you didn't cheat. What could you do? ) .

Your best friend is walking thrdugh the hall and another kid pushes
, him. The two kids begin f1ghting Your se%the f]ght What could
- : you do? P

6. Your mother beccmes angry with you because she thinks you toak
some money from her purse, but you didn't. W4What could you do? )

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

’Ciassvoom Adjustment -

The Devereux- Elementarj School BehaV1or Rating Scale was devnsed by Spivack
and Swift (1967) as a measure of c]assrogm/EEBuéfment

14

Hore specifically, the scale was devised_as:

{a) a means of identifying and measuring those ciassroom beHaViors
that may be interfering with achievement

- (b) one element in a total educataonaﬂ "diagnosis" of a child with a
< 1earn1ng problem
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‘ “(¢) an ongo1ng school record of classroom behavioral adjustment
(d) to measuré change -in behavior through time as a funet1on 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 R

e

‘(g) as a research device for those who wish a reliable measure of
behaviors that appear in the classroom setting and are related to
;% 1earn1ng (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 Jtems (Spivack & Swift, 1967b). The
factors were determined by factor 3“911 es.,

~Norms and test-retest reliabilities have been obtained and profiles of
academic achievers and underachievers studied. In a recent study (Swift &’
Spivack, 1969) it was found that underachieving childrén 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

- underachievers were having difficulty in three different areas as measured by

the DESB. P

‘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

~ alternat1ves to problems is a necessary step for insuring classroom adjustment

aﬁ@ér Adjustment
?L; Kohlberg, LaCrosse, and Picks (1970) have reviewed the literature on
predictors of adult mehtal illness and havé conciuded that one of the best
predic;gg§ 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).
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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 ch11dﬁfn,
boys or girls, blacks or whites, aqg-neighbors, classmates, or siblings,

The procedure is the following:

Tre cxmacinenter says to the subject |

"Let s pretend that you are having a. bﬁrthday 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 chlldrgn you know at home, or at shcool, or in the neighbor-
hood, or anywhere else. Which children would you most Tike to invite? (After
child has named a few, say, "Anyone else?")

II. The grown-ups can be any grown-ups you know and want 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 ‘ '

(1) A1l the children and grown-ups meet at your house. To get to-the picnic,
you are going in two taxis. Since it's your birthday, ‘you are going in the
first taxi. VYou sit in front with the taxi driver, There is room for other
people in your taxi. Who would you 1ike 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 Tike. 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 go‘ﬁlth you. Who would you choose? (un11mited)

~ @ ' \
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(3) When you come back, you a%ﬁ tell each other about the interesting things you
saw. Then you decide that you will have a game of ball. You brought your ball

o with you, but you can't remember where you put it. Who are you going to ask to
help you find it? . : Y, :

o

- >

Suppose that person is busy and can't coﬁe. Who would you askwgext?.

o

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

o

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

— &
(5) After you have had all_the good things to eat and cut the birghday cake and
. opened your presents, you decide that you will walk over the fields toward a
, farm house by yourseif. After you have crossed a field, you find you have - *-
.../ to 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 parson didn't hear you, who would you call for next?
Arnd suppose that person didn’t come, who would you ca™ for next?
| Ny

=
(6) So they help you get off the fence, and everything is all right. When you
get back to the picnic place, you find that it is getting dark. Soon the
taxis come ¢o take you home. You are tired now, and you feel as if ycu had
~ eaten too much birthday cake, and you hope maybe you can go to sleep on the

\
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way hohe. Y6u'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? (unlimited)
A‘J " /"

o

o

¢~

S —

. Q
. When you get home, everybody wishes ycu many happy birthdays, and you think
’ /

it was the nicest birthday you ever had."

'Academic Achievement ”

First grade. The chiTden 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 an® ‘
confrol qroups will-te compared 1y yain scores (percentile rank charges) on the
bagis of theivr—scores i1 the fall and spring.

'second 4$adé%‘\{he children in the second grade were given the Metropolitan
Achievement Test, Primary 1, Form F, in thespring of 1971 and will be given the
Metropelitan Achievement Test, Primar$ 2, Form F, in the spring of 1972. Differences

~ between experimenital 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 Test, Primary 2, Form F, in the spring of 1971 and w11 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 (pertentile rank -
changes) will be compared for the experimental and control groups on the basis

of their scores on the two measures.

Piayground behavior

ce

Each child was observed for five minutes on the playground. The observation

was a behavior sample; every 30 seconds the child's behavior and the composition
of his play group was recorded.

The dafa was collected in the fall of 1971. Four categories Of play were }

<5

'Phys1ca1 aggressionu-child'engaged in non-playful hitting, kicking, etc.

" Verbal aggréssﬁon--child called another names, shouted obscenities, or
argued/aggtily '
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Non-Aggression--child p]ayed/“nteractive gimes and activities with others
Isoiation--chiid was by. himseif and was not interacting with others

The composition of piay roups was aiso\resorded (number of blacks and whites.
number of boys and girisg \ '

Four observers established a-reliability of over .80 for at lagb 12 obser-
vations before they observed a .child independentiy.

>

The questions to be answered by the observations are:

What per cent of time is spent in physical aggression. verbai a99ression.
 non-aggression, and isolation?

Are_play groups integrated by race and sex?

.
.

Understandinq 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 abiiity to interpret the feeiings
- and actions of the characters. .

P

The story has not been selected.

Clinical Assessment

-

. o During the-iast'month of school a clinical psychologist will be asked to
“Nrate éach child on his adjustment in relation to other children. -The‘rating
scale to be used has not been devised as_of the writing of this paper.
0 | . | . 7 - Ay
' Future Pians for Project AWARE

S ProJect AWARE meetings will be expanded into the fivenyear-old room, the
~ .. fourth grade, and the fifth grade. One half of each group will be presented
~ with the ANARE programs and the other half of the group will be given, another
program, i.2. health, social studies, etc. )

< The principal 1nVestigatpr will be in charge of coordinating the eﬁforﬁ
~at all ieveis--five-year ~01ds, Primary I,II,II1 and the Primary fourth and
. fifth grades. A research assistant will be selected and trained to work

=y With two of the groups; the principal investigator will work with four groups.

’/X\
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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 leve 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 soc1a1 adjustment of children‘in the Pr1mary I- III. and
fourth and fifth grades. A o ®
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THE LANGUAGE EXPERIENCES AND ACTIVITIES PROJECT

Richard Elardo

- Introduction ) .

This paper. reprfsents an attempt to review and summarize current: theory and
research,on chjld nguage acquisition for the purpose of deriving implications
for educational™“Yractice. %It also 1§na progress report on project LEAP (Language
Experiences and Activities Project), which was designed to incorperate some of
the above implications in an exper1menta1 language tra1n1ng currTcu]um for-
two- and three-year-old day care ch11dren v

A considerable amount of this~Paper will be devoted to explicating a
rationale for the language exper1e532§\ﬁrovrﬂed in project LEAP. As Brottman
(1968) noted in his rfionograph on language remed1at1on for the disadvantaged
preschool child, rationales underlying the then existing language programs for
disadvantaged. ch11dren were not readily apparent and it was necessary to infer
them from the methodology employed. One under1y1ng rat1ona1e, structure vs.
non-structure, received the most discussion’in Brottman's monograph. Vlhile

this dimension is certainly relevant, it does ngt answer the question of what
the focus of a 1anguage progfam should be. The following discussion is directed
to this topic. \

.. \ ‘
The Acquisition of Grammar ’ R

[y

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 im grammatical ability is a complex one, which requires
a distinction between competence and performance According to Chomsky (1965),
competence refers to the speaker-learner's intrinsic knowledge of his language.
Linquists work chiefly in this domain as they attempt a charactertization 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 co]]ect1ng 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 tp Qerform 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 are said to constitute the grammat1ca1 competence of the speaker.
‘Once the 1linguist has collected his corfus of speech, his task is then to
analyze it carefully in order to discover and make explicit that underl ‘3?
‘rule system which is called the.grammar of that language (Chomsky, 196 g

Performance, on the other hand, refers to the use of 1anguage in actual
situations. Herggthe rules contained in a theory of competence dre said to
operate to produce and to understand actual utterances, with factors such as
. memory span and sggial 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,
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of grammar the child acquires. Their studies are typically obsérvational 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
about the ontogenesis ;jof language. In general, their position on language
acquisition can be copsidered to be the modern outgrowth of classical ration-
alism, in that they regard as important intrinsic structures in mental opera-
tions and tend to support notions of innate ideas and principles /in learning.
Chomsky's (1957, 1965) theories of language acquisition have followed this
tradition. He has attempted to explain how children who are only four years
of age 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 hypar betngs 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
corpfis of\speech from fluent speakers) as input, and to have grammatical
competencg as output:. Diagrammatically:

]

~ J
Primary Linguistic Data —) LAD--} Grammar

In this manner, the chi]d'g knowledge of basic grammatical relations is
hypothesized by Chomsky to be part of an innate linguistic capacity.

The 1inguistic-psycholinguistic position on thescontribution 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. ]053"v

In explaining the psycholinguistic position, he states that while chilidren
jmitate the speech of adults, this does not mean that the process of acquisition
js 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 h)
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 had been us&d for
months with their correct irregular inflections, they were swept away by the
appearance,of 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 common 1y
accepted notion that parental approval often functions as a reinforcer for
various behayior of yoypg 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 was-Mickey's, but
could say under the same circumstances "That Mickey" and be told "Yes." Some-
one has point€d out that in light on these circumstances, it i's amazing to note
that children grow up to speak grammatically, but not necessarily truthfully!
Present]y, 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 (1968), and Baratz (1968).
Cazden (1967) congcluded 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 reg1stered no differences in
know]edge of several grammatical rules.

Data proV1ded 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
syntact1c structures than did Menyuk® s white middle-class children of Brookline,
Massachusetts. He.also discovered extreme individual differences within the
group Observed, \ser concluded that .theoretical pos1t1ons which downgrade
environmental factors in favor of maturational factors in language development
must take account of certain very great intragroup and intergroup. differentes:

in language patterns. Nevertheless, those of the linguistic-psycholinguistic
position maintain that the 'majority of evidence supports pheir contention that

- language acquisition and development occur because the child brings sufficient

innate conceptual capacities to the langwage 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 &

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 wdy linguisti- _
cally deficient when compared to standard English (see Baratz & Baratz, 1970)

If so, then perhaps language programs shou]d attempt to change the Black pre-
schoo] 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, 1966) and those who on the other hand feel
that much language should rather be termed "different" (Stewart, 19653 Labov,
1970; Shuy, 1970?. ‘This latter group, comprised of linguists and sociolinguists,

Q
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admonish the others that-speech variations among groups of people should not be
assumed to be variatigrs in linguistic.complexity, sophistication, or development
and that such variatfons instead reflect distinctions among quite normal and
well-developed, but different, linguistic or dialect systems. As williams (1970)
observed, the deficit portion 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 ipvolved in this contro-
versy. -One involves a‘possible confusion of cognitive deficits with Tinguistic
differences: Frequeng}y, the disadvantaged Black child comes from such an
unstimulating envivonment that he Tacks the cognitive functions of language even
in his-own dialect. . o

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 saciety. Attempts to alter non-standard dialects, -however, -
have consistently failed (Cohen, 1966; John, 1967)7/%i2 one attempt, perhaps
“the most intensive and long-term effort to alter dialert (three yeérsg, Lin
(1965) 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 insuf¥icient to. produce a single completely
bidialectical student. In terms of the much younger preschool Black child,
- Who is 1ikely to be even less motivated than-Lin's freshmen to alter his dialect,
it appears that-constant dialectical "correction" is quite Tikely 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
language, which appears to be a more difficult task than mastering two dialects
of thée same language.

—_

\
Cognitive’ASpécts of Language

Another aspect of language which could serve as the basis for a prescheol
Tanguage program is cognitive in nature. Adherent of Piaget’s position (see
inclair-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
1inguistic_strucfures. 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,
Gostello & Bagur, 19713 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.

00063




5 54

While these attempts will not be critiqued here, further delineation of Piaget's
position may enagle the reader who is familiar with them to devise his own
critique. Piaget would view the vocabulary problems of the d1sadvantaged child
as arising from a lack of social experience: ,this is derived from his view that
language is a part of .overall-intellectual act1v1ty. The implication far 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 1earn1ng
is based. This implies that preschool language programs should make provision
to not simply teach words, but concepts. Voyat (1972), in a discussion of
thinking before language, feels that 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 hethas 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 actions on objects in
such a way that the logical process; and thus the linguistic pyocess, will be
meaningfully enhanced.

Functional Aspects of Language /2K

Bernstein (1965) described the -1inguistic backwardness of lower-class
children not in terms of their basic competence, but rather in terms of func-

tional or performance hand1ca e believes that the cognitively simpler
demands for communicatien 1ower-c1ass environments leads to the development
of a restricted language ¢ode. He stated, "The most general condition for the

"emérgence of this code is a social re]at1onsh1p ‘based upon a common, rextensive
set of c]ose1y-shared identifications and expectat1ons 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/middle-class children tend to possess both a restricted
and an elaborated code; where many lower-class children are said to be Timited
to the restricted code. Elaborated codes are said to be possessed by those who .
frequently symbo11ze their intentions in a verbally explicit form. Whereas the
restricted code is bound closely to a particular situation, the elaborated code,
w1th its more frequent adjectives, clauses and phrases, is more able to communi-
caté 1ndependent of specific contexts. Experimental work has tended to substan-
tiate Bernstein's contention about the class relatédness of the codes, and also
about their linguistic characteristics (Bernstein, 1962; Loban, 1963; Krauss &

- Rotter, 1968). Typical of these studies was that ofDHe1der (1968). He found

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 the: Tower-class child
may possess satisfactory linguistic competence when compared to the middlesclass

“child but is likely to be deficient in aspects of language performance -~ i.e. ’

he is more 11ke1y to employ a restricted code.
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According to Moore (1971), this functional aspect of‘]anguége should serve

as an impoytant focus for preschool language programs for the disadvantaged. He
noted\ that the following circumstances require the use of an elaborated code:

“(1) Spéakers 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 communicatioh load falls on the ldnguage 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" iw the communication
situation. ' : :

A further aspect of language function which Mooré& (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 through verbal means. L o

Focus of the Present Study B
. The Language Experiences and Activities Project 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 language_as described above. '

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

As the reader will note from the following procedure section, exercises
designed to stimulate functional language use were not employed with the two-
year-old group, and were introduced only du¥ing the ‘fourth month with the
three-year-old group, sincg it was af this time the staff felt that the children
were finally "ready" to work toward these difficult objectives.
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Subjects: Two-Year-01d Group

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-01d Group

Sixteen children ranging in age from two years, two months to three years,
eleven months participated in this part of the study. Tables II1 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:

RO} Xg O
RO03 Xc 0Og

R = random assignment to groups

0y and 03 = pretesting (see Tables I-IV for data)

1

02 and 0y iﬁsttesting

= the groups that receivedtthe experimental treatment

>
m
I

the control groups, which received a placebo treatment

>
(@]
i

The experimental treatment for the two-year olds consisted of daily (except
Fridays) one-hd1f hour sessions of language stimulation (to be described in

detail below) conducted by the author and a research assistant. The adult-¢hild
ratio for the two-year-old experimental group was one to three.

The Experimental Treatments

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 remainéd in the regular classroom. -

=
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

S . 00066
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period with the eontrol groups. then with the control children, the research
assistant asked this teacher for direction as to how to interact, as well as for
curriculummaterials: the teacher might, for example, provide a book to read to
the children. The principal investigator interacted with contrgl 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 be due to the curriculum employed during the experimental language training
sessions, and not to teacher variables or the Hawthorne effect.

-

Evaluation ) °

The Eﬁb-year-o1d groups were'pretestedﬂWith the Bayley Scales of Infant
Development (Bayley, 1969) and the Preschool Language Scale (Zimmerman, Steiner,
and Evatt, 1969). This data is presented infFables I and II. A Language Concept
Test for two-year olds is being devised and will serve as an additional posttest
for this group: - o ' '

The three-year-b]d grolps were pretested with the I11inois 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
i1l 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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Procedqre (Two-Year-01d Experimén%a] Grqup) AR N » - , r

©

NS 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 t& do when asked to "Throw away your garbage" by being led to
~the can and helped to_throw away ‘their trash, While all the time the adult was
labeling the event verbally and praising the child's performance.

. A geneffal procedure was next followed whith involved the adult's labeling =
the actions the children liked to perform.. 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 bald to me'!" Over a period of several weeks'
the children came to comprehend these sentences and others like them -- such
as "Turn,tjf 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 afone was said to a child'and -thé 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, 4 car, a baby, a house, a bird, etc. Jhe adult . wm)w
wou)d wander from child tb child, staying withheaqp as long as interest was o
maintained, usually about.five minutes. A child was shawn, for example, the
card with the dog and tfie baby on it and asked "Point to the doggie." a%er
a two-week period the children satisfactorily learned to do this with 15
different cards, . . ‘ s '

At this time, chi]drénrafgg 1earnéd td‘verba]]y imitate the sounds of
\ several differ%nt animals. s e :

" During the third month, employing the same general procedure of approach-
.ing a child during free pldy and prompting and modeling the appropriate perfor=
mance for him, the children all (at different rates, 6f course) learned to do
these ‘actions when asked: Blink your eyes, roll over, put your 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: o
the table, the door, the wiqggy, the light, etc.s .

. Ch & v - B .
! During this third month/work on language production was begun. .Agood
part of this involved encouraging the children to imitat® common’nouns. The
experimenter sat at the children's table with a bag full of various kinﬁs of

4

rfiits, and the children squeled when he produced a piece from the bag.

.the children were told™"This is an apple" and took turns trying to say "apple"
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.

t
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At the beginning of the fourth month of work with the’ children, operantf'
conditioning techniques wer€ employed for the purpose of increasing the -number
and quality of the childyén's utterances. This was the general paradigm:

D _ S Rt
2 > > o
Light Switch: ° Child says "Up" " Adult.lifts child to play
" Child sees Tlight-switch , . with light switch
and waits to be’ picked
up to play with-it. ~ '
Adult asks child to'say . ) )
"Pick me up," or-simply - AW ‘
"Up" for the less ‘
| advapced children. .* { ) T
Blocks: Child says "Knock Adult lets chrild tumble blocks

Child sees adult has " em down."
made pile of blocks. L e ,
Child approaches to : : ‘ .

knock pile down. . . _
Adult says "Say . v
knock em down." . ‘ S A

&)

Car: ChiTd says "Push Adult pushes child
Child sits in car me please."
waiting to gﬁ pushed. ;
Adult says ¥Say push : :

me please" _

Airplanes -Mobile: Child says "See Adult 1lifts child up and lets
hild looks up at Airplanes" , him touch the airplanes.

‘planes. Adult says

"Say see agirplanes" -

This technique makes use of the Premack_prjncﬁgle (see Premack, 1965) in
# that one behavior (playing with light switches, cars,<blocks, etc.) is used to
reinforce mother behavior (vocalization). Coupled with the principle of shapin
* (see Skinner, 1953), which provides the means to individualize instruction, EEEQ
two principles’ provided a-broadly generalizable pedagogical technidue which was
incorporated into the language program from this pojnt. onward. It was not
instigated unt11jfhe experimenters had:- become wéll known to the children; it
appears that good rapport is crucua]-to,ﬁhe'success of thisttechnique with two--
year olds. R , . ) - ' ‘
¥ 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 om 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!"

"4
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Procedure (Three-Year-01d Experimental Group)

- T .
"The first two months with the three-year olds were spent working
- exclusively on aspegts 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 chjldren's” understanding .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 block, and a dol1,
the experimenter might say "Give me the block." Incorrect responses were
folloyed by practice naming each item and & immediate repeat of the question.
This procedure was also used several times with 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 «and 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 ?%cognition type items, "Show me
the 'ball1" 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 cencept of "OR' was taught by saying "GIVE me one thing,
the pencil or the dé#11." : E : ‘

.

Stories were told to the children at least oncefa week. The author .
devised ten short stories which could be concretely fepresented in front of
the children, and these were employed."This is SusiZ" is one such storys
five lines in length: "This*is Susie. She can s#ind up, and she can sit . .
down. She can walk slowly, and she can run quicKly. Susie can wave "Hello."

- Sometimes Susie stands on her head, 1ike this." Children were given the doT1,

- Susie, after Hearing the story several times, and then helped to perform and
e narrate the story on their own. This general procedure was folTowed with
all stories.., = ! ' .

The fourth month's exercises included many involving more compliex
communication situations. The three-year olds were gradually given practice
in describing objects to others in the absence of the actual objects. For
example, if 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?w paper can be used,
or what he likes to do with paper. - ‘ .

Another éituation which proved to work well and which imposed some of
the cognitivé/demands previously discussed involved taking one child away

from the group into an®ther 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,

| : &
t S 06072

o3

o




L]

63

~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:several 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?" A1l except the N
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 bgen ipitiated for the
purpose of providing practice in initiating verbal interaction with adults.
Instead of the procedure followed to this point during language lab, in
which childrén 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 the corner of the room, and a
research assistant reminded the children that it was snack time. She sajid
to go over and say, "May I have my napkin please?" The experimenter, while .
* gitting behind the snack table, would speak (and produce the snack item) only
when spoken to. After one week withkthis procedure, the children enjoy it
and it has become routine. -Ways are now being devised to increase the
cognitive demands inherent in this situation. ’

<

)

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 assémbled 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. : C -

e
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- Chapter III ~ - : TRATNING

) ‘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 byief (either one or two weeks), concentrated period of
training offered in late summer for all persons on the staff. It is scheduled fbor
the only time each year when child care is not provided (although. there are
usually one or two cgﬁldren of staff members sitting in on the sessions), and the
topics introduced are those that are appropriate at each time period. That is,
Zthe pre-service sessions held in 1971 were quite different from those offered in
1969, as 3 large proportion of the current staff has been with the project since -

 the begifining and no Tonger 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 sessdons 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 getting their classrooms ready for the children. ~

~ In-Service Training

The major thrust of our training involves continuous 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 cdn get together. However, with
skillful deployment of available staff, we have succeeded in making arrangements—
to have almost everybody together once a week and.td have relevant subgroups
together at other times. .

4

We have at least four regular training seminars that are on-gofng through-
out the year:
1) Research Staff Seminar. This is a weekly meeting for all research
¢ personnel, and has already been discussed in Chapter II.

~2) Morkshop 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 1ibitum
“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
programs. . . . .
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3) Aide Seminar.] The aides'training-program is an esséntiﬁ] 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 .

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

_ The aides'training is planned to,give a brief condensed overview of the
objectives of the project followed by basic concepts of child development. Thé
positive approach to child care is foremopst in our training sessions. ' These
training sessions are designed to give the aides a feeling of ,worth and dignity
in their roles as teaching assistants. - 7

Some of the wéekly training sessions are planned to:

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

Establish a sense of responsibility for the learning environment;
.

Demonstrate the use of new and unfamiliar teaching materials;

Review and discuss current issues in child development and education;

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

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

Ways of dealing with commoﬁ.problems of children are shared, and group
knowledge “is brought to bear on persistent problems that occur in allygroups.

" 4) Faculty Forum.  This i 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 not met with immediate acceptance. Quite the reverse; several
teachers did not 1ike 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. _

e

By far most of the sessions of the Forum aré devoted to a joint exploration
-of topics of interest to the staff. Topics are chosen by a committee th tates
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 .
-exampTe, in recent sessions we have hosted the.director of the Arkansas Art Center,

A

1 This section was Qritten by Mrs. Faustenia Bomar.

00079 .

r

o




L Y]

70

5

£ LB
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 againstathe local school board and, in
an "equal time" arrangement, the lawyer {recently elevated to national proniinence
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 .
4

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 -- i fact, we have not
during 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 éesign of
the program and was the author of the description which follows.

Student Teacher Training Program

- The young men and women whe 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 ordér 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 ricﬁ and rewarding course of action.
\ R )
° Basically the apprentice will be guided through two channels, one dredged 0
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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Q
. ., The course will encompass the three integrated spheres of the child,
*the-'sthool, and the teacher with.an intent of revealing how each is undergoing

a dynamic evolvement, though at guch different intensities, that 6aps result
which.teqp to undermine the harmonious integration of these spheres. O0f the gaps
the 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 complexnpeeds of a highly technological and continuously. evolving society.

. With the seminar representing such a collage of participants (apprentice,
master, and professional educators) it is.anticipated that these gaps will be at

- least analyzed and perhaps even bridged. If possible it might be desirable for

~ credit 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 reflect the Center's
most unique feature -- its developmental population, an aggregate of children who

range in age from infancy to adolescence, the span which has been traditionally ‘.

employed to demarcate the "whole of childhood " Historically the spirit that-has
germinated the enlightened concept that the whole ch@]d is necessary for .teacher
preparation preparation can be traced from Comenius to Dewey. However, it is rare
for students to have the op ortunity for exposure to‘'a wide age spread of children
during their training. ?E -

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 methedological courses,"as William James asserted, "provide the
scientificvground rules which determine the admissable and acceptable norms that
this art can assume, these rules would invariably govern a silent vaccum if the art
has not been cultivated.” It 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 gradually
specializé in an-age group thereby becoming increasingly entrapped in a situation®

>
»

The child-centered position as enunciated above js 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 ¥queezed into

- the prevailing certification rfquirements, its integrity can be maintained by adh&ring
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
- the Qugdof his specialization. The Minor represents an age level or Quad of
\.gointerest; thus the apprentice will consign approximately ' 1/5 of his

Secondar
classroom time to his Quad of Secondary interest.

]
i
-

The Major, which exposes the apprentice and master to Jeach other's pedagogical
styles, is intended to result in a synthesis or bridging of styles, ‘The Minor . -
will allow the apprentice the opportunity to design and execute methods and materials
that are relevant to theteacher's changing role-as augured by our highly technol-
electronic changing society. For instance an apprentice can fashion’a humanistic
model of teaching that could mirror Dr. Phyll1ys Elardo's AWARE progranm. ‘

J("g b

Though the Minor re1egq§g§w§he apprentice to a Quad other than that of his
specialization, it is to be” hoped'that any general concepts he develops in one fNuad

" can be extrapolated to another. The Minor, by virtue of its experimental nature, will
thrust the apprentice into a collegality with the reseafch members of the Center,

as well as with other teachers qu stuq?nts.

The Marrative Case Study v /

In addition to the continuity made possible by exposure to children of S
different ages, each student will have an oppor®ypity to do an extensive case study
of an individual ‘child. This will -involve a sggégter lTong exposure for the apprentice
of both the school and home 1ife of the child. " During this time the apprentice will

- be-composing a diary describing his relationship with the child. To enhance the

apprentice's sensitivity of the child's perceptions an ecological frame of reference
will be applied to the diary. The bases for this ecolodgical analysis will be drawn
from Lewn's (1951) psychological ecology advanced by Ortega Gasset (Commanger, 1950).
The application of the latter two conceptual tools should add a unique dimension to
this case study. ' ;

As the reader wades through the text it will be obvious that this is a highly -
compacted afid compressed-program that ideally should be protracted over two semesters.
‘However in <Tight of the present arrangement between the University and the Center
this 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 followin
fashion: . . - — .

Phase 1: Weeks™T-4. Practice: This initial experience will consist of
rotating all the apprentices through the 4 Quads, one Quad per week. The mornings
of this phase will be utilized by the apprentice to observe and also to carry out
under supervision plans designed in advance by the master. These plans will ensure

-that the apprentice has the opportunity to participate and not merely observe in the
various Quads. As this phase is consumated the apprentice should have declared  his

Minor and Master.

.

_"Theory: Week 1 - Three one hour afternoon sessions will be consumed by a
Seminar that will consist of presenting the philosophy of the Project by members
of the Center, School District, Universitxkiffffommunity. Some of this orientation
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can be programred via tapes and s]ide§, or videotapes. .- . '
- Week 2-4, willl entail the introduction to the Developmenta]l Teaching Pedagogy. a

It le;?Qg)employed- s a frame of reference to analyze the classroom practices of the
~appr ce and master teachers while also providing an opportunity to disguss social,
moral, and develdpmgntal issues related to Pédagogy. {The Seminar #i1T meet for 3,
., One-hour sessions per week ‘at approximately 2:30 - 3:30. One of these hours will be
B cansumed by parti¢gipating in the Faculty Forum. The latter is an inservice component
which consists of/ weekly presentations by “eminent Speakers\péﬁée top%Fi\are intended-

s

tovprobe,issugs ital to the chi]dz teacher, and the school.

.. Phase 2y 'Weeks 5-8.. Practice: Half the apprentices time will be “devoted
“to his Major And the o er'wgaf to his Minor. A1l the apprentices who Major v one
Quad will "ri resent-a powl. "~\Weachers who have children reflectihg each of the Quads

.may_draw updn’ these pools; no apprentice is fo consign more than 3/4 of this phase-

~ to any ong Mhigster teacher ip his Quad. - This will assuresthe apprentice a variety of -

. exposure to teachers. within his Majer. Schedules will be organized to allow ‘
appreptices to spend their'mornings in the, Quads, I anﬂfTI‘0r~vﬁ€=5F€§Eﬁgol. _

a " Whek 5. Each day the apprentice will jointly désign with the master~maSF§V{Jé,

. but, soldy execute the daily activities for one group composed of 3 to 4 childrén.

One videotape of each apprentice will be made for critiquing in the Seminar.. For his

intéﬁ ment in the minor the apprentice will adhere to plans solely ‘developed by the

teg£hey. ’ P = .

yd Week 6. :Join%]y design?and solely execute. for tWéigrOUps. : other videotape
// i11 be made. . : ' L ) . 'Kkg\7 - - .
// R ) . .. . ’ . » ’j ‘v‘
: _ Week 7-8. Jointly design and splely execute for 3 groups not to exceed mora - .
@ than half of tDe classroom's ‘children. - _ : _ T
. . . . ‘ L . . |
. Theory: The theme of the Seminar for this phase wl;] be on learning as it is
. introduced’by teachers, processed by chijdgen,-and used by thesschool and society.
' ~S N I R '
Micro Teaching as pioneered by Allen (1963) will be used to analyze the teacher's -
“instructional roTe.* (One session per week can-be devoted to critiquing.)** '
s 4 . B . . . . . “ L
Cognitive Dg;g]opmentvof the child as expressed hy Piaget, Vygotsky, Bruner,
Kendler, et al {4 ) will be employed to describethe chisld's .developmental learning i
_ % processes. ) Coe ‘1 S g ) 3 N ' Sy
| Socﬁo]ogical.Analysfs inspired by Durkheim and Parsons (Dreeben, 1968) QiT] T
“explore the way the school fits into the ‘larger society and plays_ an economic as well )
as an academic role. e . - o : o
S ‘ » N v . . ‘ 2 . e ‘. -
x4 (Videdltape%nd\<ais and feedback for apprentice and mastdr teachers Willlbe the
;fprmatadsed throughout &!1 the phases for the teacher sphere.) ¥ L
- . L ) . % ‘- . - . ." )
*%. The critique}sgcould_be done by the master.or the principal. .’ This would save
survival time, but we"'d have to find others. - . :
- ’ . &
ﬁgfa,' o . . T 51
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v Phase 3: Weeks 9-12. Practice: Two thirds of the apprentices time will now
be- alTocated to his Major and 1/3 to his M&ppr. The scheduling of Major and Minor
ch aw

times will be individually negotiated in s ay that one apprentice may have a
complete day for_ the minor. . »

ﬁﬁéeks 9-10. Jointly design and so]eTy‘execute twotcomplete classroom days
7envd1ving the entire class. : ‘ : !

¥

~obeeks 11-12. Solely design and execute the above.

Theory: The Seminar's theme for this phase will consist of'ana]yzipg the Social
concepts under which teachers, children and schoo]s 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
behaviers, then progress to molar or larger purposive social behavior and ¥inally
- culminate in an analysis of the macro elements (space, time, materials, etc.) that
" influence téaching. ' g : .

. ;-Socia]'Qavelggment as cohceptua]ized by Erickson, Bettelheijn, et al (Ausubel and?
Sullivan, 1970} will be used to characterize the social role of schooled chiTdren. 5

“ An instrumentalist philosophical position will be used to analyze fhe social order
that schools impose on children.? : S .

R /EZ o ‘ . . . ‘ , . \
Phase 4: Meeks 13-15. Practice: The major- will cohsume the.apprentice's total -
time, with the ‘exception of his hourly case stu :

~ 8

-~

Axd

S ﬁeek 13-15. 'The apprentice and master will joint]y plan and execute,the week
for the entire class. However,-the master teacher's role dg;%mg execution will_be
ancillary and subordinate to the apprentice who will assume<the teaching leadership.

Theory: This phase will involve seminars éoncarning the extenuating environ-
mental influences upon teachers, chi]dren,'and.schgof@. . '
: Macro Teaching will analyze the éco]oéica] classroom factors réported by Gump
, and Barker (1963} and Caldwell (1971) that influénce a teacher's>fuﬁct40ning. Y.

: Emotional Deve]opment.is important dimension of the child -which is usually 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. .

v Phase 5: weeE°]6. Practice: Mornings assigned to Field Trips encompassing S
alternative modes to contemporary schooling. . o :

Theory: Afternoons will concentrate on the teacher's pré?essiona] role as it
relates to Edycational change and innovation. Fach apprentice will discuss his case -
‘" study in diary form. - - . -

o
.

9

_Supervision and Evaluation . x E:

”

o A11 supervisors will be drawn from the Center's prdfessionaT staff, and all
. Q7 participate in the Semipar. Final evaluations for both the theory and practice
LE[{l(jons will reflect a ¢omposite drawn from the differept“participating supervisors.

== . g084




e

New York: . Grune and Stratton, Inc., T970.

- 4

T

| - . BRI
J | | '

Refer'ences . N
1Y

¢ , .
Allen, D. Demonstration of the use of video tape recorder in teacher tratning.
Stanford, California: Stanford University Press, 1963, '

T

Ausubel, D., and/§@11ivan, E. Theories and probTems of child development.

_ Barker, R. The stream of behavior. New York: Appleton-Century-Croft, 1963.

Caldwell, B. M. A new approach in beffavioral ecology. In J. Hill (Ed.),
Minnesota Symposia on Child Psychology, Vol 2. Minneapolis, Minn.: University
of Minnesota Press,x?969. 74-109. o

. \

Commager, H. S. The'hmerican Mind. New Havén, Conn.: Yale University Press, 1950.

Dreeben, R. 0On what is learned in schbo]i Addi;on-Wesley Publishing Co., 1968.

Lewin, K. Field theorg in social sctgnce; New York: Harper & ng, 1951,

Simon, A., énd Boyer, E. Mirrors for behavior. Philadelphia, Penn. : Research for
'getter Schools,. Inc., 1967 ’ '

i

o
g




76

“Chapter 1V . e QUTREACH ACTIVITIES
The Kramer projébt'haé*had 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 commnunities to try to develop similar
programs. Such visits make us all the more aware of the areas in which we have not .
Tived up to our own collective expectations and increase our resolve to wgfk through
these problems. . : '

The major piece of puflicity the project has had came through an article
written by Mr. Ted Irwin for Parade, the magazine supplement included yith many of
the Sung?y papers distributed throughout the country. A copy of this article is
enclosed as Appendix L. The response to thisSgrticle 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. . L . U

In addition to this national publicityy-we have received a great deal of
local attention. One of the Little Rock newspapers featured an article on Dr. Elardo's

Project AWARE for Valentine's Ddy. Even though this\;;u]d have overly sentimentalized

9

the project, we felt that it was very sensitively written and gave a good distant
Tookat the aims of the project. A copy of this articld is enclosed as Appendix M.

¢

sponsored by Pacific Qaks College in Pasadena, California. The text of the lectu
is enclosed as Appendix G. " While in 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 daysqkb
g

Récent]y the project directorsdeliverédd one of the four lectures on day caréé' R
R |

after the Pacific Oaks lecture, but?we.felt that it contained some important ideas
" for the lay public to haye about day care. A capy of the article is enclosed as
Appendix M. j\\ ” , .

The SACUS workshop on Infant Day Care has dlready been described, so no
furthey space will be given o it. Here it is significant to note that most of
the 200 participants visited Kramer during the workshop. Our philosdphy and our
ideas are heavily represented in the pwblication, 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 Education. This provided a“Unique op$or-
tunity to introduce-the Kramer ideas tofggpresentatives of pediatrics, psychology,
education, physiotherapy, social work, ahd occupational therapy from all over, Latin
America. For the project director, this)seminar was one of the highlights of the
year. . : .

‘ Our greatest coneern in outreach activities for the future is to increase
our Tocal impact. It may seem ironig, but we are probably better known
and California than we are in Little‘Rock. Our Faculty Forums have become
high quality this year that we feel selfish ﬂn keeping the meetings to oursel\es:
Therefore, we have décided to open them to the local educational community an
now routinely invite all elementary principals and teachers whg‘gan attend.

. oAl

N\
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number of private citizens particularly injzrésted in early child development

have been attending regularly. During our fext 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” handles
our public relations, and we are not sure we could absorb all the attention if
-.anyone did! We are convinced that the attention the project has. received is simply
related that ours is an idea whose tinia has come. And when that happens, people
discover you.

A
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. to apply~to our greatest challenge--making our school into the "school of the dream."
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Chapter V Future Plans | e

How will Kramer develop in 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 two years remaining under the original five-year plan. We how have
our research program SO well-organized that we confidently expect to have major
contributions to make in terms of increasing our understanding of child develop-
ment. This excellent organization of the research gives us some time and energy

Education Division Plans

Throughoutbthis year the staff has been undergoing a fairly ‘intense (and
not always comfortable) internal evaluation. At a number of sessions@f the
Faculty Forwn#yé have made suggestions, considered alternatives, aired grievances,
and in general applied our collective talents and energies to the task of improving
the school. VYet, 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 with
reasons Why they wouTd rather to be in Kramer than any othefschool (see th |
comments in Appendix A); all of the teachers are committed to the importanchﬁgl
our: task, and most see this task with something of the project director's evanye-
lical fervor; and yet we have not yet "put it all together."

+

The Advisory Council Retreat

3

@

- 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. A1l of
the supervisory staff attended part of the time, and for the remainder of the
sessions only the project directqr represented the staff. Although not:an official
member of the Adviso;y Council, %he new Dean of the College of Education attended
the full time, and L{ttle Rock's new Superintendent of Schools attended at least
half the time.  Also invited to attend was Dr. Marvin“Fairman, a new faculty member
in the College of Education, a specialist in edugational administration.

In the opening session of this retreat, every member had an opportunity to
make a position statement and to bring up any problems or issues needing attention
from 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 problem of conducting research in a public school-without making people
feel uncomfortable or defensive. -

‘
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“ school? Fortunately there have always been amicable{relations between the principals
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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 eff1c1ent 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. N1th1n the gliidelines of this research grant, the pro%ect >
~director has the final responsibility for the conduct of the project. Is the
principal respons1b1e to the project director? Is the project director responsible
to the principal in terms of decisions that directly affect management of the

who have been assigned to Kramer and the project divector.. But should that not be
the case, how are difficulties to be arbitrated? Ant1c1pat1ng this role amb1gu1ty
at the outset, we conceptualized one and the same person as principal of the
school and education coordinator of the”project. In general, Qﬁs 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 all feel the need for
greater role clarity in th1s respect. .

This ambiguity of role definition is nowhere more apparent than in the
elementary teathers. 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
another school. (One of the decisions made at the retreat, incidentally, 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 schodl, the 1ines of authority are confusing. To what
extent do they rely on project supervisors to assist in their edycati
disciplinary problems, and t what extent do they Took to i
personnel of jthe District? No such conflict is appar
as they do not fall w1th1n_;he boundaries of the D
‘rely on project personnel. .

rict supervision and thus must

opinions about what should be-done are
en one néeds someth1ng that cannot be

Such amb1gu1ty is no problem when al
in harmony. Nor is it a real prob]em
obtained from one source--one y tries the other source. But it is a very
real and present danger there is a difference of opinion about what is to
0 discipline the children, how to groyp into classes, whether
or not to cooperate with a new and unliked: pract1ce teaching plan. At those times
the oneness dissolves into the "Je'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 -

&8
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- room, etc.--but that the student teaching plan could not be changed ,to allow her
a full-time student at that time. We had agreed to try it for a fuf1 semester

. and planni¥ng future strategies. Next year AWARE will be extended downward to the
kindergarten and upward toward the fourth grade, and LEAP.will extend downward to

~ a high~impact type of subsequent enrichment for our children who have had the early

, 80
of the Little Rock School District on it, including the man in charge of practice
teaching in all Little Rock élementary schools. As the teagher 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 ong. 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

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 shouTd call the Director of Elementary Education
for the District and register a complaint--which, according to our understanding
of the boxes op our administratiye chart, she should not have done. No harm-was
done, to either the project or th& training plan, as the Director of Elementary
Education backed up our decision to try the plan for a semester. "However, the .
anecdote effectively illustrates why we are concerned about administrative ambiguitieg

o
Dr. Marvin Fairman, who participated in our planning retreat, is doing a
study of the Kramer-project adminidtrative 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 not 'be 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 lattey two’ projects, the summer will be spent analyzing data obtained this year

the infants. - . '

One of the major changes needed in dU#-research design is a way to cope with
the fact that we have much greater mobility than had been anticipated. Families -
move Gnto”and out of the Kramer attendance area, and our goal of following a stable
population of children all the way from preschopl through the elementary years is
proving unrealistic. Accordingly, we have been thinking about ways of continuing

childhood intervention. Although our concept is still a bit fuzzy, we should Tike
to describe it at least briefly. :
- b
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It seems to us that what is going to be necessary to test the major hypothesis
of 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,
Bbviously 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\anrindividualized type of post-preparatory support was going to be necessary.

2

When thinking about the kind of person we needed for such an endeavor--someohe
who could help the family obtain needed resources or services, one who could tutor
(1ike Doonesbury) who could help keep the motivated, who could be a special friend--
~ the concept of the child advocate came to mind. It sdemed that what we needed was
a pers%n who could, for an individual child, play the role of the child advocate.

As we now conceptualize the task, we would. like these advocates to work first

with the families. ‘However, if the families do not or cannot mobilize themselves

to provide what the children need, then the advocates should offer direct help .
to the children. A homely example can be found in the tjme-honored custom of e
parent-teacher conferences in lieu of a report card in the primary grades. If

the parent does not respond, the advocate will do everything possible to get 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 ingtitute it on a pilot basis in the fall.

ImproVing Reading Instruction

For over a year_naw 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 severe reading problems. None.of the original members
of the' senior research staff is a reading expert, and we have needed help from
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 research? ' ,

. Conservation and Reading Readiness .

A recent article by Athey (1971) has stafed 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 cognitioﬁ and language,a clarification

of the gelationship between these two functions is necessary to understand the
mental processes involved in reading. 2
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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 ¥iew 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
v . is not a matter of breaking down the reading task into a number of component
.skills and determining the order in which these skills will be taught. Instead,
it involves above all the realization that the printed word is anéther system of
communication analogois to speech. Hence as in spoken language where the child
learns to behave according to a set of induced rules, 1€arning to read means
Tearning 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. : s R

That the attaipment of conservation as measured by performance on Piagetfﬁn

tasks may be related to beginning reading instruction is only suggested in the

> Titerature. 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 construycting perceptual
tests based on Piaget theory, was the observation that the children who performed
well on the tests were also better readers. B

The major hypothesis to be examined through the research is that the
attaimment 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 Rave? and Saltzer (1971) and Heatherly (1971).

o
o Al

In terms of Piagetian psychology, the stage of concrete operations makes
Jpossible idea testing rather #&han simple word association. Herein lies a power-"

. pful-implication for the concept’of rgading 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 tke major hypothesis of the study,‘thé fo]]owing
experimental conditions will be included in the research: :

. ?
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. 1) A series of conservation tasks will be administered to children in the
study to determine the conservation status of each child. A $tandardized
conservation test by Goldschmidt will be used as pre and post test measures.

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

3) Twé groups of children will be grouped as conservers &nd.non-conservers
and will be taught to read using identical methods and materials, Differences °
in performance between the two groups will be exam1ned

) 4) Other groups of children grouped as conservers or non-conserves will
be in ather reading situations such as: basal readers, .1dnguage 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 conservat1on attainment.

5) Specific experiences designed to help children achieve conservation
status are also anned These include experierices involving classification,
seriation, and cla?s inclusion problems. Other activities designed for conser-
vation inducement will 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 1nterpret1ng the"\w

behavior in terms of Piaget psycho]ogy . X g
N : : :

Summary « R
In th1s ‘chapter we have highlighted a few of the plans for our proaect for

the forthcoming year. Many other plans are in a format1ve stage and will be
described more fully in future reports. Our main tasks for the périod 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 ch1Tdren for their parents, and .
for the staff. : {

-/
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KRAMER SCHOOL~-SOMETHING FOR EVERYBODY

Bettye M. Caldwell 1.2

There is anheld journalistic slogan which suggests that the way to write ‘
a guaranteed best-seller is te write about God's mother's dog's fiag; As each
of these topics ig in itself appealing, all of‘them together sghould be irresis-
tible. In somé ways, this formulehapplies to Kramer SCheol--- or, more fo%mally
to hhe~Cehter for Early Development and Education jdintly operated by the
University of Arkansas and éié Little Rock Publi¢ 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 theqlabel accurately describes our functional identity even if it
does not connote our fuil range of activities. . ‘

y . :

1
.

e

.

o Scme Background Informaﬁion

hd : ":‘) ! ‘ - ) .

The Kramer Project came into being in'1969 through what was known .3 the
. , . ,

“Special Fecil}ties" grants program of the Children's-Bureau. Each fiunded
facility had to have demonstretion, 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. ) B

The author had previously dirécted a research—based day care -and e;yhation
gprogram that offered comprehensive services to infants and young children and 1
_ their families but which lost contact with the child gn when they reached public
school age;z Durlng that time her conviction ‘had gdb/i that early childhood

Deducation would never 51gnif1cantly impact the children of America until it

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

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

z

*bridged., Accordingly she was resolved to try to help design a new prograr - a

v
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special fac1lity 1ndeed -- that would pro$.de age-appropriate developmental

guidance from early infancy tmrough the end of the childhood years. :

1< 1

A move to Little" Rock Arkansas proved ‘to be pnopltious for the pursult

Uy
, j'of that goal, as perSopnel 1n the Departmeﬁ% of Elementary Educatlon of the
. » m ~
Univer81ty of Arkansas expressed interest in the idea and establishe contacts

with the‘administrative staff of the Little Rock Public Schools{»who pledged.

p:

]
o
N

cooperation provided outside fund%ng'could be secured. An agreeﬁent was

v

reached to designate one of the Little*Rock“elementary'schools as the project.

v school for a period of five to seven yearsi Responsibility for 1mplementing

_the program 1n that school would be shared by the director of the project and
ia o ,‘ P .
the principal of thevschool with the help of guidance offered by an AdVisory -
& 4

¥ Council Consistingﬂof representatives of the Univer51ty, the School district,
. and the State Departﬁent of-Education. For the better'part of a~year a plén- :

ning commtitee (see Footnote 1) net to Wwork 6ut’detailsgof'the/prbject,-and

finally a proposal was submit;ed to and approved by the Office of Child
. Lt . O ) '
Development.- ' Y . -,

- « . - o

° )

. Selection of a Project Site ' J . f, T . ' N/ _ g a

‘ . . ’6‘ R \ ‘.: V
/( The project school was to Fe one whichb (1) was locatéd in a section of ‘.
. M ' / £ ©
the city likely to have a size ble proportion of low-lncome ggsiden*s, (2) had
AL < .
- a racially 1ntegrated-population; (3) was_in reasonahly good conditionf and‘ -

§4);had?incomplete occupancy é%ich would allow‘room for'the early°childhood

units; There was really only one school 1n the communlty that met all of those‘

Q L0 . v

criteria (except the one about bang in reasonably good conditlon ) - KraMer

School, situated squarely in downtown.Little Rock, built. 1n 1895 of an,archi—

¢
tectural style that can perhapé’best be described as "American Ugly." ‘The

-neighborhood itself is very interesting. Althoygh technically integrated, it
a7 & ) '
[} . lﬁ - - "l

v
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“eally contalns assorted pockets of whites and black It is eurrounded on
two sides by luxury hotels and apartmenta, and on the other two by a churxch:

and reasonably adequate'housingl Around one corner is a fire station which
veveru Wednesday at noon tests the c1ty 8 civil aefense girens at such a »

. 'declbel level that anyone having a tendency to. audlogenyéyseizures had beat s
go for an early lunch, one block dietant ls the city's Museum of Natural

‘History, and just beyond.that a beautiful art musedw. Moving in another

. ’
e ¥ }\' i

] }
direction we cross a busy interstate highway which ficially bisects the |

community into east and-west (and our population into black ‘and white).
» ‘ - L. ) -

Moving ifi another direction we have the main hangout for the local hippie
. - , P
colony and the Publication headquarters of the underground newspaper. In

still another‘directipn we find Little Rock's most famous housé -= an ante-

- ¢ bellum mansion occupied hy a gracious and alert 90-yea‘—old woman who graduated
g : : o .
before 1895 from the wooden school which preceded Kramer on its site and which -

o
\ “

burned down béfore the present school was built. In short, it is an 1nterest1ng
. : ~- &
néighborhodd, with‘many exciting thifgs to see and do within walking.distance.
' N P ) ” R 3. - -
There is no comparﬁgle neighborhood in the entire city.

* s P

. 7 Kranfer contains 13 classr?oms plug an auditorium and a cafeteria and is

. .
-

. ,con31dered a 300-ch11d school. At the time the project was %aunched there

were only 150 elementary ° éhlldren in attendance} We have now added to that

)

total approxlmately 100 children under.six. Thisainvolves a total pf 127

families and two~fost@r hames. In additicn to these children who are enrolled
in the school of' a daily basis,”approxiﬂately 150 additional familiee are

o s . . G
1nvolved w1th the progect through home v1sxts and other research activ1t1es. .

4

Thus, altogether, the pro:e?} touches the lives of approximately 400 children
o . ‘Q\' . B " .

@

'and'their families. Of the total number of children, 60 percent are black and

00098 e
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One-third of the children are from families receiving some
- i ,

-~ o

40 percent are white.
fype of welfare (AFDC, PA), and only. three-fifths of the children reside in two- °
parxent’ families. Sixtxhpercéht-of the mothers are.empldygd or in a training

program. The modal occupation-for both mothers ‘and fathers is semi-gkilled. - "4
§nly 35 percent of the mothers and 59 percent of the fathers have a highkschool
: : ‘i
Y
4

education or beyond.. ' » h

Compenents of the Program
‘ St T e .
In Kramer we have blended together a.number of program components, each of

which invisolatlon would represent a woxthwhile educational ‘endeavor bﬁt’all of

v &
which put together in the rlght combination represent somethlng more =- an

e;\§§lng pﬁ/;ram model worthy .of consxderatlon for adoptlon 1n other communltles

-

concerped w;th de Lgning a school environment capable of meeting the needs qf

young children ahd—tﬁ;if families. . : : CoL “:‘ - . , .-
: @’

What are thege components that make Kramer a spegial school? 'No one in

itsalf_is uhique, but, af thé time tﬁg program was launched in l96§ (and even

* . . " ) ! i N R
at the time of this writing insofar as the author knows), no school had put -
them all together in precisely this way.

A comgrehenéive early childhood program beginning in infancy.

L. +For over

a decade now we have been aware of t importance of experience during the early

years of life in enabling'ch@ldren' achieve their full develbpmental potential

ot

(Hunt, 1961; Bloom, 1964).

. During this decade early childhood education, always

~

Qithergé step-child or a petitioner for educational 1egitimacy, has gained a new

lease on life. ‘Exper mental(early enrlchment programs (Gordon and~wllkerson,

: % .
'1966). appeared in a few settxngs during the early sixties andc w1th~the launching \\'

of P:oject Head étart ip 1§65,°bicame éviﬁ}able to large numbers of children in

T

(T o0y
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- =: fmerica for the first time. Almogt never, however, haVe'programa\fordchildrén
Ja - " ’ .. . . .

younger'th n<five been accepﬁed as an fntegral'part'of public education. =
. . \N .
Most. of\ the new programs “backed down“ gradually from public echool

» L

L entrance age whlch, dependlng on whether the state had puhllc“klnderéartens,r
meant elther flve-year-olds or foun-year-olds. An 1ntereet1ng paradox in thls

order of program deVelopment 1y that Hunt and Bloom were WLdely quoted as

< \ ,having marshaled ev1dence for the valldlty of educatlonal 1nterventlon in thlB

i)

upper range of the,tradltlonal preschool years, Yet,"aloom'g widely ‘cited

apothegm zeminded us that approximately 50 percent of the?development of a
’ [ 3 ~—~— ’

P child'é intedlfgencecccurred by age four, not between fdur and flve. Simi-
)

/ 0 ‘ o ’ ’

larly, Hunt\(1964) speculated that from about 18 months onward the soclal
o env1ronment was partlcularly important in ehaping the behav1or ofvthe young
. ¢ ' ) . 3 .
'child. Had we not at that point in history been so justifiably phobic” about

the possibly deterious consequences of putting children younger than three

o

~ . .. -

T ) , N b
based on correct inferences from the data summarlzed by Hunt and Bloom.

o
w

These were especially meanlngful in terms of concepthal analyses of early '

developnent of the eltuatlon of the young child from underprlvileged backgrounds.

Boos,

It is durlng the early years of llfe that the child hlmself ‘has the least

[« B F )

éapability of selecting or influencing his envxronment and ls, at Ieagt phygi-

i~ .
LY

cally’speaking, a prisoner of his home enyironment. For years it ‘was assumed

S - .
] 'that most home environments were equipotential in their pattern of influence , .
durlng infancy and that is was onyy in later years that dlfferentlal 1nfluence

patterns could.be detected. The absence of Good descrlptivevdata about thb
. ) A\ »

- early home environment permitted this- stereotype to persist. Now, however -

(CaldyeXl Heider, and Kaplan, 1966; Wachs, . Uzgiris, “and ‘Hunt, 1971), we.have4

L e .
evidence that, quite apart from any inherent dimension of “goodness" or

.\)

o . L 60100 . P

into groups, more people would probably have moved premptly to designfprograms.\o

Ry
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o

_supports.

'

'“badness," early env&ronments contain as much diveraity ao is found in social

.

ana physical env1ronments available to older children. it io'in environmento

that we have come to designate by ‘that cuqiouGIY'micleading texrm, “middle clasgs,”

) that those characteristicq‘associated with developmentai,acceleration are found

N 4
with;greaterjgg'sictency and in greater abundance.. Quite apart from any argu-
. - - — ) . ] “

ment ag to,whether‘hone_environments that lack these characteriotico are

deficient or simply different, one needs to be concerned®with arranging for
. “ ’ . : - - *

ot

these characteristics if it cah be,demonstrated that young childien need them

ip order to have an opportunity to develep skills and personality characteric- i

tics adaptive in the larger society to‘which all subcultural groupsvwithin a

P -

region belong.
> Such iz the strategy of the early education ompogent” of Kramer School.

It is based on a Iiteral reaction to the linés of evidence that give us a

4

rationale»for early intervention programs (sge Caldwell,.1970), and” that

vevidence-unmietakably implies that the earlier the'intefvention the better,

14

Although at this point ‘in time we do not* have empirical ev;dence (Caldwell,

1921) that enrichment efforts begun in ‘infancy accomplieh more than appropriate

intervention‘begun later in the early childhood pericd -- gay at age three or’

four -- in terms of the theovetical 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 grade but rather moving forward:
) . . - .. . " .

from birth with activities designed t® provide age-appfopriate developmental

&
. :
- I}
/

In the eafly,childhood canponent of our program, carefully arranged
. . .

educational‘experiences are providéd young children from early infancy éight

up to the age of formai entry into public school. (In Arkansas this is etillh a

4
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avallable ‘largely through private gources or through fe

though occasionally inc}udgng three~-year~olds) since the establighment. of

and no péxtitieqable ﬁlaygrounds that can be assigned sgeparately to older and

age oix, ag public kindergarteng dre permiccible rathhr than mandatory’ and are

®

g
o}
E
Q
o}
=}
b
)
]
o
o
oy
e
o]

may be eithe; in the form of home intervention offered on a biweekly bacis or

in the form of enrollment in the formal educational prdgram offered on the
v ‘ e .

younger than six go to school right %n,the came building with their olde
. - , - (¥ .

- for many years aﬂd'evep for pre~kindergarten groups (usually just four—year\élds,

- o a - \

Héad Start. As Kramer-is'essentially a big cube holding up an asgortment of

the turrets and towers and gables considered architecturally stylish in its

~

dg;, thexe are no sepéfaté wings into whieh the little ones can be secluded »

"l

younger gzoupé. Rather the, clasgses for the younger children are geographically,

contiguous to those of the old%; children. “The only exception to' this arrange- }

meﬁt.is,;he coﬂtingent of babies, who, because of lack of suitable space in
- )

the mainkbuiiding that met fire and safety standards, attend in a portable

classroom situateg oﬁ"the‘school campus. This immediate proximity of younger

-« »
d -

and older éhildren féci;itates many types of cross-age activities which, in a

.more arcﬁitecturally‘ideal physical setting, might-be‘arranged only with’

- N .

s
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difficqlty. “It means that two or three childred from special cducation can help -
in the Joddler‘room during snack ‘time or lunch, that several kindergarteners

can do. the’same thing for the babies, that the fifth graders can q;raﬁge and

give a Valentine party for the three-yecar-olds, and so on. 2nd, indeced,
activities such as these are everyday occurrences at Kramer. It also means .

that when we have asseﬁblies or gpecial programa, the gixth graders can give-.

the caregivers from Baby House a rest, and feel very grown-up and nurturant at
the game time, by holding babies on their laps during thehﬁidgram. Ands it

means that parents.who are also encouraged tB'attend all fuch mregrams can

gather together all of their young ¢hildren and participate.in the experience

L
»

~as a family group. ‘ ’ d .
; —_\ o
In terms of the static aspects oﬁ the gﬁrly childhood part of the program,

the whildren, are enrolled in groups'thaﬁ are reasonably homgggpeous in terms
/ [} * . .

of developmental level -- babies, toddlers, threes, fours, éndofives.' There
are 12 babies and 16 toddlers in the two youngést groups, and anywhere from
, ) .

20 to 25 in cach of the three zemaining grougé. The adult-child ratio is

, ‘ i #q
kept at 1:4 in the two youngest groups, 1:5 in the threes, and”1:6-8 in the
N . B
two oldest groups. _ﬁa absenteeism tends to be high in the youngest children,

~ . -

we deliberately over-enroll in both the baby and toddler ‘units in order' to

L

avoid under-utilization of the facility.

If in obur old building we had more open space areas we would encourage
: : o ’

multi-age grouping more than we are now able to do. Howevér, in‘many ways we
had to design our program to fit our building, and our—cubeg;a divided into

. . Te . .‘ '
self-contained classroems. In such a setting,-activity and rest cycles corre-

lated with age are hard to 1gnore, no matter how much one mlght WLSh to group
Y .
childrjn heterogeneously wmth respaect to age. Last year, for example, we found

2
eursefves in a dlaastroé\ situation with our infants and toddlers who Were

a,.

Q - . A
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. ’

;ogethér'in the same portable 'classrocm. One gmall bedroom céntaining oix
S .

cribs had been pgrtitionéd off so that the younger infants in the group would .

hgve ; eraiate place to sleep. On paper it should have worked. But what
defeated thé arrangement Qas the fact that most of the, babies wanted to go to
sleep around 11:00 6r 11:30 a.m. -- whiﬁp_they werec permitted to do -L whereas
"the toddlers were not ready fof a nap until 12:30 or 1:06 p.m., by which time ©®

the infants were .ready to get up and begin to play. In the absence of an area

v iss

. 7 :
large enough to permit separate sleeping ‘areas for both the early and the j
late resters, thede incompatible activity cycles made it necessary to divide

- . LA :\,.

. \ the infants and toddlérs into separate geographic areas for the major home

M -

base aSsignments. Howeter, in our settipg it is easy to find opportunities

* .

to bring various groups tqgether_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

e

Ncomhon receiving area, and all who remain after 3:30 are'regrouped‘Into a
T 2o . /
"heterogeneous age groyp where they remain until their parents come to take

o
0

Q-

them home.

- fod *
Becauge our entire educational effort, including our home intervention

program, operates out of a pdblic school, we have eschewed the labels "pre+

.

school: and "preschoolers." It seems rather foolish to speak ‘of our toddlers

- - i &
as "preschoolers" when they attend school every da{f/just as do their older -~

I3

brothers and gisters. Also, as part of our conscious effort to uhifyvthe

entire program}ﬂnd to break down the implicit chasm that all too often appears

.to separate early childhood education from elementary education, we did not
Ct - v - }
 wish to refer to part of the program as "school" and to another part as N~
"notschool” (which is a logical translation »f "preschool"). Occasionally,

rl ’ 3 c-—'—_'*'

however, it is necessary o 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 come up with a descriptive phrase. Accordingly“ﬂ

~

we refer to thg 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 ag does the term "pre-
school" (we. aré not technica;ly preparing the children for school or life, as

. they are participating in school just as they are living life), it was the

best compromise we could come up with at the time we needed a designation.

" . )

We rather like it.

- Ay
s .

2. A dynamic elementary program offering continuity of-develgpmeﬁtal
v b U

support. A few years ago'many of us who were impassioned advocates for more

13
N .

early education made it sound as though we believed that enough proérams -
would solve all of the problems of poverty, would eliminate school drop-outs,
T . ’ ) . .
- and would make equal educational opportunity more than empty rhetoric. By
Q

s

creative intérvention duriﬁg ‘the early years of 1ife, the child could possibly
be changed in such a way as to make him theE@after more receptive to whatever
educational fare might be forthcoming. This assumption rested on the transla-

tion of what has been calledﬂthe "critical period hypothesis" into the field

. of human developmeht (see Caldwell 1972) t?As “the early years were critical
g ‘ ,

.for supporting ccgnitive and motivational development, correctiye programs
Y : [
1nstituted during this critical period would hopefu11y produce changes which

: \
o would sustain the child through any subsequent experiences. When early evi~

‘dence began to accunulate that it was not that easy (Karnes, 1969; Westinghouse
)

Learning Corporation, 1969), ébme pushed the panic button and began to claim

o

" that the early experience was not critical after all.. But, with the wisdom

that comes with hindsight, it now seems naive -to have agsumed that a small

00105




slice of enrichment early in the life cycle could have produced permanent
. . .
|
_changes:; If behavior at any point in tlme ig an 1ntegrated functlo% of the -

1nd1vidual's genetlc poténtlal hle pool of accumulated attitudes and gkills,

v

and of.hie‘cprrent environmental situation, then it is fallacious to assume -
. ) * °
- that one could ever expect the work of the environ@git to be completed.

\

. J . . .
7 The program implications of this point are obvious: ‘no matter how

effaective an early enrichment program-might be, it must be followed by exposure | .

. , , ,
-to an environment offering a proper match between the child's prevégﬁavachieve-
A . L4 - ) i

menté and the experiences offered in the new environment. . If children who do

R — b e
. .

make subs;antial gains in an early childhood program are placed in an elementdry -

LIEEY

program planned onptﬁe basis of - prev1ous expecttancies rather than on the actual
3

tachievements of;the children, then the same rate of p ogrees should not be

- ' hd - T :
expected. , . B
¥ ' ' .
This continuity . ig the second major component of the Kramer program

. s ?

Upon completion of the early childhood program, the child 31mply goes right on

up the educational lddder. By cpnscious degign the kindergarten and the flr?f

. primary classroom are adjacent to one another, and scome children move back and

2
forth between the two areas for part of the day. In our setting this made more .

-~

. .

: . : 3 . .
sense than having the two classrooms dupllcate one another in certain respects.

-
.

qPr example, there are geveral children in the klndergarten who, by any standards,

are “ready to learn to read. Likewise, there are a number of children in the

o
° .
.2 . E)

primary who need a great deal of readiness work. Rather than either permit each-

' S
teacher to igndre these indicators of develbpmental progress:in the children or

>

require each one to complicate her teaching strategy to accommodgte the children

whose deviation from the performance level of the remainder of the group is

P

extreme, we have arranged a simple exchange. The main work period in the y
/’ . . e !/ .

v

’ . 06i06 - .




kindergarten happens to coinc?ﬁe with the reading aﬁriqd in the primary classgroom,

dé‘the kinde;garten readers\and the primary non-readers,s%mply‘%hahge places.
The teaché;s 6n either sid; of the exchaqge remaigAileft';o ipdicaéors'that thev
arrangement ig in&@ed providing a proper match for the children's continuingv
development, and change can bé made quickly in theCZvent it should bé needed.

In limited space'ft is not possible to describe all components of our

=1 . M v . °

elementary program. The underlying educational thloé%éhy is identical to that

* which guides the preparétory program. We haveg referred to our program as repre- )

is .concerned with environmental

centing an ecolegical model -~ i.e., one whic

" ]

’ _

design rathq; than curriculum development. Our ambitions for that enyironment
o . . .

are quite cxpansive. We want it to be one in which the children can develop

magimally as'intégraped social-cognitive-emoﬁional-physical—moral human beings -

in chort, a supportive environment. +Furthermore, ,we want them to be happy in

the process,.and we want their behavior to be gso reinforcing to the teachers

and other personnel in the school that théir jobs are perceived as rewarding
r

and fulfilling,

-

\

. ,We_donceptualize the school environment.as corsi®fing of huan, physical,

and temporal factors, all ‘of which taken together comprise the ecological sysﬁem;

of the school. i ~ i

o

<
)

Human factors inéolve alllthe'éocial interactinons'between adults and childr?n,

« ®

children and children, and adults wifh one another. They include the emotional

- tone of the interactions, -the -extent to which'encounters between children and
%
teachers will be pleasureable rather than palnful, and wg%ther they convey mutual

.

respect and love or dlsdaln and hostility. Dhysical factors include all the
"feaching. materials and equipment and ther arrangement of space in the school,

Although we think of physical factors as being less important iij? the human

B
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13 ”
factors in the school; they do indeed set limits ‘for program operation and must
) N ] {.. '
- . be given careful consideration in environmental planning.. Témporal factors

- refer to the orxgahizgtion of events throughout the school day, tdé the way- things ¢

*

] dre put together. They can thus be consonant or dissonang with the child's
needs for activity and rest and with limits of attentiveness set by hig own ~ 4ﬁ/
phygiologi%al maturity and'style of reactiﬂg.

The ecological system of the school oveflaps and must be coordinated with
the ecosystems of the home and the larger community. One of our operating o )
premiseé is that ;hé greatér the consistency among these ecosystems, and.the;

greater the exXtent to which all encourage and support the’samevpatperns'of

development, the easier will be the developmental task of the children. in .
all training endeavors, an attempt is made to help staff memberB think creatively
. ' ‘. ’ ) .

about how these factors can be programﬁed to help the children progress at their

optimal rates. ) } ! ‘u o
*our ﬁlanning f?r th? elémenta%y progra@;has been sensitivé_to thg voices
of responsible cfiticismvof'public eddéatioh (e.qg., B;uner; l960;vCremin, 11961; )
Goodlad,;l966h Schaefer, 1567; Be;;an, 1968; éilgerman, 19765., It miéht be dv .
escribed as currently lying ahou; midway oh'a continuum ranging from a highiy' l

‘ . v -

tured program on the right- to a éompleteiy'open program, and moving towadd
A Y @ . c o . . : N R

A str

. the left. Our task in the elemeﬁtary'divisidh has been entirely different from .
s N . - ‘ p -

5 P - RV

_our early. ¢hildhood task. The‘lattér‘program we develqggg and‘stéfted; the-

v € o

L]

former we havé had to influence. "It is not easy to thange a school, as thousands
4 ‘ '

' of people who have tried ;§¢§he,past will testify.

r

. * ’ i Q
. We have 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 .
T, o . : , . :
dsehool is now non-graded, a§d there is cgnsiderable movement of children from

kel a .
v . . - .- t

. : ' o, . R . ‘ ~
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" one classroem to‘Another for’ partlclpatlon in act1v1t1es that mlght more appro—

o & ¢ .
b "priately match the{;wlnterests and achlevements. The olavllbrary has been s 4¥/'
converted-to a/hearn;ig Center (similar to'what is called a Media Center in
. . e .
most schools) where‘remedial work -is oﬁfered”in réading'and ﬁ?th and where . ' ".-
children can_pursue interests individually. We‘have-added ::'exciting,and highly Te
' ‘ o : S -}

appealing physical education program and an art program. We have arranged WeeEl?*“'/:

o

assemb11 s during whlch ethnlcally relevant and culturally enriching programs : :

. are preséé;ed with the children themselves ihvolved in many of the programs.

.o One cvl‘assroom has Abeen'set up and oalled the Alternative.Room. The' activities ‘
of this‘room are highly fluid and last only as longﬁ:; needed ,to trouble;shoot
.some‘particularvproblem}. For example,:for gn‘entire s;mesten it operated'as ; / .

;a'transition classroom forﬁapproximately half of the early_primarynchildfen who

»

were not able to respond to instruttion in reading and math within the range

.t . <

. o R . . . ) ) - .
appropriate for the femainder of the class and who were so volatile and impul—

V . .
sive as to need a more carefully cgztrolled classroom and more behav1oral supports

1n"order-t4;show devekopmental progress. This year the Alternat1Ve Room is belng

" used for.g¢ /huldren who ‘are srmply unable to functlon in their regularly a551gned

.
.

home classroom, generally because of behav1or problems. We find thls an extremely
valuable adJunct to the program and now wonder how_ any school can functlon without N
. - . . e .

such aﬁservicé, e > Toe o : S _/77

&
B

=
Teaqh1gg act1v1t1es for both elementary and pyeparatory divisions.are gulded K

‘by a lengthy llst of, objectlvesformulated in the areas of communlcatlon (read1ng

1 o

)

and language arts), math, social living (social stpdies), and personal development.

< ] » - . . . N
The objectives are stated in the first person and are intended to serve as pro-

N gress reports to children and parents as well as teaching guides for t?ﬁ? w)

[ . . \
. instructors. The lists of objectives are not considered to be exhaustive, as it

c 60409
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a . .
.

et i .f e ‘ ©
1s expected that every creatlve teacher will permlt the children to purbue their

.
- . o

-own 1nd1v1dual 1nterests 1n-eve£y aspect of the currlculum. Nor ’'in many 1nstances

. .
A - -

. - !
are they presuméd to have been sequenced perfectly." Mbst'emphatically,_a stated
. L2d ‘ ) . . e i ” . ) .. - - & ° i ’ N . ) -
. objective'iSvnot-expected to carry with it a prescription of how the objective
———— . . . 13 . P " . . . “ . l, i
-ig tao be athieved. Quite the contr§ry. One of our instructional premises is
: : . o 3 e,

S o

oo . . ) ), . ) . Cu! ,
\that there is no one ‘technique”that’will work with every -child, .and  we are:organ-

# izing a curriculum librany around thegse objectives to provide hints as to mu tiple‘d

‘ways of approaching eacH objective. Furthermore, it is expected that, insofag\as :
3/” p0551ble‘ achlevement‘of the objectlves should permlt the child to take %h

\1n1t1at1ve, with téacher intervention offered only as needed. C
- Ag stated above, we still have a long*way to gg\;n making our vision for
" the - elemenzrry division become a full reallty It will bé some time before the

'full educational impact of the program can be understood. At this time, for

- ) N

. . . . . Y . .
- 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 th have gone through

'atrleast one level of the elementary prdgram. These children' tested higher on’

a group IQ test than a comparable grun of contfols attendlng ahother Little
p - .
k> ' "Rock school but did not show any %ubstantlal acceleration in readlng or math,

. We are convinced that there are dramatic dlfferences in the children's att1tudes

ﬂ%‘

toward adults and toward authority in general. Almost every visitor comments, <%

~, ;

" for example, on howvfriendly aqg ldving the children’are tb their teachers and
©

> O N

in many areas, we w111 soon be able to subsf%ntlate what klnd?of change is

L~ . " gt o L

-occurrlng, how much,and what type of thls change ig assocrated w1th z;r}1c1pa—

7 5
I3 a

. tion in the early childhood camponent of the schedi and’ how much is due simply
-9 2 ' . v ) . . . r—/\; . ‘ B » . T
¥o- changes being institutedgat the elementary level. .

. e T . bl ., - .
’ : b . a . . «
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One of our most disconcerting problems 18 that there is 1ess geographlc

A s

., stability 1n the partlclpatlng famllles than we had expected.

Recently, the

~Little Rock Housing Authority took over six equare blécks that lie within our =

attendance boundaries, an act which involved 77 children enrolled in Kramer.

[ R . R o .

An interesting comment -on the extent to which the families perceive our- program

as offering them something of value can be found in the statiétic that the
. . o ,‘ '-.
families of 83 percent of ‘the children under sigfgpund)wayé’to continue to

- bring their children to Kramer, whereas only 20 pexcent of the'elementary,

children were returned,.even though in some instances a family might have been

transporting ycunger children to the school. Granted that there are 1mportant

r%aiaty factors 1n the situation (wantlng chlldren to«establlsh frlendshlp patﬁ

terﬁg-in the new neighborhood, conveplence associated with attendance at a.

. . s a

‘school closer to the,new address, etc.), we have 1n%§rpreted this as'indicating
: ) ? s

° that as yet we do not have. a community image of being an_elementary school worth
‘ ) :

) N , . . i s 4
taking extra effort to attend whereas we apparently do have-that image at the «

, , i wheze 2 .
PR
.

Y AET

~ preparatory ‘level. ' SR

3'.

Day care forhall children who need this service. Those who are at all

familiar witthhis author's pcint of view that day.care can most logically and

eccnomlcally be ‘expdnded by establlshang a liaison with publlc educatlon (Cald-
well, 1971a, 1971b) will not g‘is:rprlsed to learn that Kramer is an“extended

e‘day school. The school opens at 6:30 é.%{ and closes at.5:00 p.m., and all
‘childreﬁ of whatever age are welcome tnroughout that'pericd. As would be

.

\ expected, greatest use of the dag care component is made by the parents of the

~ very young childreni‘aithough a number of primary children remain for the

*

” R4

d_ extended day. One of the cg§ten%agg? which the'appea; of the school for the

children can be determined iSvthat the great majority of them arrive by 7:30

S Y} § E
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_to 7: 45 in the morning, although "school does not offlclalIz began unt11 8 30, e

i o ¢

Breakfast is serve& to the early arrivals” who 1nd1cate tQat ‘thdy were not fed

5 “ at home. 1In the,late afternoon many chlldren who do not actually need after

© 257
- o~ . ‘@ . .

-school care remain in order to partlclpate 1n the organlzed playground,act1v1-

‘. Rl

. Sk
ties_ The boys have had an opportunlty to partlclpate in“a city Boys' club
I+ . N .

‘lii> intramural sports program, and, because of the expert coach;ng they receive

from their pnysical education instructors, have walked away with most logal = -
sports trophies sinde the program.began.;»y LT . o -

. -
v
L

. *  We had originally planned to use the,surplus;fime in part to strengthen
the coénitive program -Fi.e., offer‘tutorial help, remedialoclasses,'etc.
. R . r . ) o e

During our first-year we found out what wé should have°been wise enough to v’

. anticipa%e even without the experience =~ tutorial help is not -what the children

want atﬁtﬁat %ime of day. The older ¢hildren in particular nee¢d to be active

« and ﬁfeevof too much supervision, “and we have tried to accommodate those needs
. whileMgtill ensuring safety. The most popular late day aEtivities are organized
o ' .’ - . ) v . . - “ » ‘

games and recreation, usually following.a seasonal pattern, and art. Sesame

°

« Sktreet hag§ehs to ba telecast in gur area in the late afternoon, and the ybungei
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, andgall the traditional day care supports

[}
o

are offered as a regular'part of the program. ‘In our early days we ran irto

Q

» . ‘'some interesting problems associated with the fact that Health bepartgent

requirements are not identical in school facilitiés and day care facilities,

. . . RN - .
Sometimes we could meet one  but not:.the other, and, whenever there was any

.

disparity, we were expected to meet the more stringent ofsthé two. Reconciling

Qpchvdifferences was actually a fairly easy job}zhowever, and_we heartily

,

recommend more unions of this, sort.

M- | 60112 .
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It has not been a marriage withQut problems, however. For example, when
o . ' ' . V ' . ‘
school holidays come around, it is algﬁyszhard to remind ‘the staff that-the

“w .

. day care facility must stay open in order. to be of service to our families.:

» Similarly, those who must come to workiyery early can feel resentment when

a [y

they¢see other staff members"come in later and possibly leave earlier. Also,

.

- for the first year of our gperation, it wag‘h;rd to get across the idea that .
. - . . A\

it was all right for the elementary childrep to remain after the formal school

. . A

hours. In most of the schools across this nation, there is almost always one

-
e .

~ staff member whose duty it is to get the children out the door apd off the
campus’ as quickly,as ‘possible!. It is not easy to break up old patterns such

as this one. "+ , ; ,‘; ' .

°

PN o

' New ideas usually sell themselves whenﬂthey_are recognized.as offering

o . ) . '_ﬁ
- something of value, and the day care component\of the program has gradually won )

] : ,
g R

converts from ambng the traditional 'school personnel in termd of the service it
. offers.. Before the project‘hegan,ithe principal used to come_to work and find
50-75 children standing outside the door wantingito come inside, no matter what

o . . E . :
the temperatuyre or weather. Similarly, in the afternoon, there were hazarxds

associated with unsuperVised play aCtIVItleS on the school grounds. Now the

S)ava:l.lability of qualified personnelato provide a program for the children early
\ @
and late so that thé regular teachers’ need;nog feel either guilty at not

responding to theichildren or frustrated that they cannot plan and get ready

becauSe of the premature presence of children in the classrooms has ¢onvinced

essentially everyone that all schoolswshould offer extended day programs;
One final‘point should be made about the day care program. bnless 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

CoaT .
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as well as the older children. That is, we have as a strong component of our

, philosophy thelimportance of strengthening family'ties, and we/do not Wish to
encouraee diiution of narent-child eontacts merely by the avilability of the
extra school eoverage. An occasional exception is made for children who
especially need to be in the program whose ﬁethers-might &eeline to enroil_them

for a‘haif;day only, claiming that'it is too\much trouble to get themldressed.

L]

for such a ghort time!

- . . 0
- as stated earlier, admission to Kramer was originally determined solely v
by geographic residence. Previously the poéulation was well-?;lanced raciaily,
» ¥ ’"\:'
but during the present year thére has been a ellght decrease in the proportion. -

of whites in attendance. As we want to keep.a populatlon that includes a social

clags mix as well.as a racial mlx, we felt.the need to enroll a few'more middle

v \\&ﬂgffvfhite children, Several of our teachers.who were securing day care for .-

O <

their own young children elsewhere were very eager to enroll them in Kramer.

We.saﬁ in their interest an opportunity both to be of further service to our -
i N - - . -~
\ = \ 2 ) 4 - .
staff and help maintain a racial balance. This is working- so well that we

v ” would like ta evangelize so that the service could be avallable to all young

o
teachers. There is something very heart-warning about geeing a young mother-

3

teacher go to play with her baby on her break rather ‘than rush to theﬁﬁounge

for a cup of coffee.

A

4. A broad research program in child develepment and education. Reference

was made earlier to the fact that th Kramer project is jolntly eponsored by the

¢
v

Unlveraity of . Arkansas and the Little\Rock School District. Although the univer-
sity was obvious y interested in the challenge offered by the opportunity to
influence public education and participate in the endeavor to design a model

schpol, the opportunity for the conduct of significant research in the setting

LY
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\\\‘“was an even more powerful determinant of univef/ity interest.” 1In. this paper lt

is not posSible to give more than a brief description of the many research

.

act1v1ties that are part of the project. They range from thé macrostudy - the
development and evaluation of the impact of otal project concept e to
microstudies which may be carried out over fairlz short periods of ‘time and
which deal with circumscribed questions of relevance‘for the total project.

The leitmotif of the research program concerns thezinfluence of the

environment on the development of the child. Morﬁ/specifically we are' concerned ’

with such research topics as: home factors 1nfluenc1ng early learning, &nter-

relations among different types of learning (cognitive. SOClal, emotional), the

5

' predictability of early performance; the development of internalized behavioral
8 LS
controls; naturalistic studies of classroom and home behavior- the relative

L4

effectiveness of different types of enrichment models, the development of a

human relatlons programgfor theyelementary school; the utility of pre-reading';

training designed to foster the acquisition of conservation; the-d%velopment of
- a language laboratory for two- and three-year-olds, consonance and diSSonance

between values for young children espoused by parents and advocated by the

a

school. +Different people on the staff are responsible for the direction and

conduct of the various studies, and reports will be forthcoming as the projects

-0 . -

are completed. . ' .

L]

We are especially pleased that our research is conducted as ‘an 1n%egral part
of the schcol program, not as an extra feature that has to be grafted on to the

regular act1Vitieo. A pOSSlble reason for this lS our dedication to a- funda-
@ ¥

mental policy relating to all research personnel: everyone, including the

girectorh igs expected to give some time to working directly with the.children

£y

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
_,1‘;31 .

"regard as the most demanding part of the worklloadlhelps create and maintain
good morale and helps to keep'teachers'and researohers attitudinaily on the
same side of the fence. We\feel that it helps'ro avoid'the friction‘that'can'

. ° d .- . o_ 4
develop when one group is seen as "doing research" on the other group. This

} improved cameraderie is esgentially a bonus from the policy; it was ihstituted

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 famil& services.. Ag would be

expected from the descriptioen of thelxramer neighborhood, the school is ot

LY

situated- in a part of the city with cohesiveness among the residents and a

(]

InaL e g

strong. feeling of community. ‘Although the school is racially integrated (as

¢ 3 3

are virtuelly ell of Little Rock's schoole; contrary to the nationel‘stereotype{
.the neighborhood is not. Rat%e;,rt‘containsopockets of-wﬁr;e'ooueiné,and
pockets of black housing, sections inhabited by stable, loné—term residents, -and
sectiooe where people come and go wﬁen the rent is due. 1In aqoition to the

P ’ :
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
. .Q -

figure, but about 75 percent of our mothers are employed most of the time. 1In

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 traininé. These data are

-mentioned at the outset to make it"clear that it has not been easy to develop

-

a dynamic family service program. '

-4

The staff as@igned primarily to family-oriented work consists of two

eocial workers, one school psychologist, and one aide. Within the project they

s ,
are referred to collectively as representing "supplementary services." One of

C 00116
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the social workers handles the enrollment of children into the program, serving

- -
s

as anAinformationlofficer who lets the parents kpaow what can be expected in the

school, fills vacancies when.they occur, makes home vigits both to obtain and to

o
-

give information. , . N

o

Internal duties involﬁﬁ such things as enrolling children in.the program and

S [

+* maintaining contact with families on the waiting list, contacting families of

chronically absent children (of whom we have very few), helping acquaint families -

P ' -
‘with community resources that thie family might benefit from, arranging for
clothing and food aistributién to needy families and coordingting periodic

Efummage sales, mainﬁainindfand operating a-toy l&nding library, providing a

% {gchOOl guidqngf service‘f%r all children showing learning or behavior‘érobleﬁs,
gffering'individuai orﬂéroup‘therapy to disturbed children, coordinating cdfféé
'hGursvfor éll‘parentg ;— and on and on. B '
- But the‘suppleméntary service personnel also have d;ties which deéi Qith

the }nterface betwéen the community and the families. Monfhly.péetings are

S 0 .
held with a small group of parents-who serve in .the capacity of a "parent
Y Nid ,3,.,/)

gvssoﬁnding board" (the group was originally designgted by the formal title of

~

Community Advisory Council). The purpose of this group is to bring to the

attention of the family service worker who serves as, chairman and thenc%ﬁ;l

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 broughtyup by this parent group
iclate to the sghool -- whether the teécgers are too easy 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.v
N ooty
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‘holds a ore or two~week training &orkshop. 6&;;re'are alwvays some carry-over

In a progrém such as we bave at K}amer, iﬁ:}s possible for family*orientgd'
act1v1t1ea to touch many famxlies 1lght1y or a few with 1ntensity Althbugh-tﬂ
hopefully there iz some impact in even the fairly super%;clal contacts we have
with families in such activities asvenrolling a cnild ‘or ‘checking on an.@bsence,
our nwn perception is that our pattern of signifiéant~iﬁfluence invplvng ah;erj |

.

*.amall number of parents, mainly mothers. Essentially it ié the same‘motﬁérs

- " >

‘who habitually volunteer to. help arrange coffees, who turn ug for the parent
. )

di~cussmon 8 who sit on the adV1sory group, who check out toys for thelr
. \ : “o

children. From what -we have read (Chilman, 1972) and heard from chers engaged

in 81m11ar ventures, most other programs have the same experxen%%% How to

: reach the unreachable famllles remaing a big challenge for the future,

'

6. A trq;nlng’program for staff and students. Our training activities may

"be divided into the traditional*pre—servige'and in-gervice activities. As the

school .virtually never -closes, it is difficult to find a ‘time for the pre.service

~ o

program when all staff members can attend. Wf/z;ve managed to find this time

»
A B T

>

in the late summer each ygar. Thig is a time wheg’many.families ‘are away on, -

. | . f. ¥, : . . S i
vacation .and when tng need fo%!day care is diminished. At this time the luilé
: » o i : .
ing core oo 070 cleaning an” the “lenrs are freshly varnished, and the staff
i A )
o)

personnel and some new personnel, ip'in these training sessions an attempt ¥s
made to give new- personnel short courses in the history and philOSoph§ of the

project and then have all particibanté consider together the important plan-

ning and leéarning and preparation that need to be undertaken prior to the fall

‘opening. ‘ ' “

a

The in-service training goes on throughout the year. To be on the staff

of Kramer is to assume the attitude of a student -t we are a%% learning all
e . ‘ -

o

| | - 00118
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the ;ime%i\This attitud® appears to come rather eagﬁﬁgﬁo peqple in eariy i
childhood education, as, having been step-children of formal eéﬁcation for so
long anyway, éhey tgn? to be a bit self-effacing and to assume that they cannot ‘ 
know anything very impprtan£!n Facetiousnessvaside, in the authér"s expexience,'

most teachers of young children appear to enjoy}geeking new knowledge and trying
* : u v

" to develop new gkills. Our credentialing system mdkes things somewhat different

with 6ur elemgntary and secondary teachers ~- they know how to teach, and they

have certificates to prove it! And, of course, tHb& are right, They do knbw

how to teach;vand'the educational Cassandras who are crying out. that they are

)

doing everything wrong probably have spent piecious little time in a classroom.
, : . N x agy

and have perhaps not coped without interruption for a single day with a roomful

-

of children.
Even though thisz author does not consider herself fo be a harsh critic of
our school system, and tﬁough she decries dramatic declarations that;our

1
T ' .
schools are sick, or dead, or are killing our children, the very idea of this

projéct-implieg;that somehow the elementary sghobl must not be doing a good job
or there would -be no need to try to medify it<£ﬁ7drder to provide continuity of
enrichment for the children who had been in the early childhood program. Thus i

, ™~
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 talentg and skills; therefore, we must develop such a

v

program." To the other group'the project concept translates more like this:

“Iﬁere is somet?;pg drésticalLy wrong with the way we are now doing things. 1If

this were not so, the children who go through our classes would not have so much

c . 00\“9 .o
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_ t¥ouble and demonstrate so many learning difficu]&as. If we.were doing things
L. SV ! . ' .
properly, certainly the little childreni who have the necessary experiential back-

ground would continue'ﬁo make progfess and would not develop academic and
SN B A , ‘_ . °
-behavior problemg:" b

is our conviction

I .
Thes® hypoé%etibal messages are elaborated here, as
4 . °
“that .our aim of developing a unified early childhood-elgmentary school program
., was placed izhjeopardy from the outset by these differ nt implicit attitudes

called forth from personnel in the two divisions. Thereforeé, one of our major

» > . v

training aims had been to help us éll see our gask frém the same vamtage.point}

In g_day care scHool, this ig not-as easy as it might,squn&, asg it is
virtually imgossible ever to get everyone togéther“ Our partial solution has
peen ;o arrange mov;ié for the children once a wgek’an hour bé%oreegegular

2’ dismissal'fime so that the bulk of the staff}can»get together for a Faéﬁity
Forum. Teacher aides and the part-time physical education teachers éupervise
the children d;ring this time. This does not solve fhe problem of getting

» teachers and aides tcgeﬁheg at the same time,.but it does at 1east gét the
‘teachers from the lower and upper diVisions Fogetﬁer.

Topics for this Forum are about evenly divide@ betweén segsions in which
new.ideas are introduced (either by a staff member or an outsidle speaker) and
sessions in which problems ate discussed ard solutions sought. Because of her
own lack of expeiience in public gchool seftings, the author was unaware of th?
exteﬁ%vtg which this éort of "luxury" was unusual (at least in our community) _
for elementary teachexs. Moét schodls have féculty meétings only once a month,

and these are largely consumed by announcements and discuséions of asgignments;

A o

they are seldom forums for the exchange of,ideas. In our meetings we have pr0u®

‘ceeded from polite. listening to a willingness to bring up controversial topics

’
4
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b . .
and to be critical of come aspect of.the program. (There must still be some.

l\

feelings of inferiorlty on the part of the preparatory teachersg, forl while I

~*Acan think of inctances in whrch an elementary teacher critivized eometh ng

being“done in the properatory lelBlon, I_cannot recall any instances of reverse
criticiom.) Thooe oeoeiono in general have beenlextre@elylstimulatlng and .
rewarding, go mﬁ%n co that they are non beino attended by‘sgpervie;ry personnel
from the Little Rock School Dietrict and by other interested persons in the.
community. In addition to theoe large group gsessions, many ad hoc training‘
sessioﬁb are arranged throughout the week to make new plans or try t%}york out
problems. Finally, otaff training 1ncludes the prov1slon of tra1n1ng modules

) of varying dimensions on request -- e.g., a four—weeP un1t on behavmor nocifi-
cation, -a ten-weck refresher on metheds and materials, a semester course on

L

underotanding eleﬂentary statlotlcs. It has been our goal to arrange for all

=y,
G

.staff memberu who participate in these training sediions to receive approprlate .
unlvere;ty crodito for their lnvolvement; to date, however, this has not been
possible. It 1o‘eaorer to influence an elementary school than a,unlvex51ty
Although it uwnpleasantly sugges ts a "separate but equal" philosophy, the
necessity that gomeonc must always mind the etore has mandated e different
training program for fthe teacher aides.. This is true only of in—servioevtrain—
ing,‘incidentally, for in the annual pre-service workshopgfthe entire_staff
meets as a single body. Our ea*gfience has been that, short of having a skilled

discussion leader oymbollcally pull thelr teeth, the aldes will not talk when

°
[

the trainrng session includes the teacherg and other professional staff members.
In the Aide's Forum, praotical skills have been emphasized, but at the same

- time theéy have received an excellent background course in ohild devélopment. At
the time of this writing, the aides themselves are ln the process of writing a

training manuwal for others in similar situations.

RE | o otat -
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The remaining major component of our training endeavors involves univeroity

P a

sﬁhdents. Thege are either graduate studeptsqwho take courees _taught- by one )

o

of the staff memberc who also hold academic poSitione in the university, /" i

%

advanced doctoral candida%es doing their drgsertation research under the guidance°
. . t e [ “
of the author, or undergraduate studente doing practice teaching- It ie only

with the last group that our training program is unique and merits description

. . N # L . -
here. ° : .

.

The practice teaching stgdents ‘come to us during theirelast semester --

after having completed all their foundations and methods courses but often with

¢ . ’ v

little or no practical'exberience in working with children (certainly.With no
sustained experience). All students deolare in advance the grade level (though_

‘we are nongradedf'with which they prefer to work In addition to their teaching’

*

. N .
_ internship, the gstudents also take with ug a nondescript course called "Senior

Seminar," intend=d to be an intrcduction to the world of the professional teacher.
Ohviodsiy the most salient feature of Kramer is the‘wide age range of

children partici patang rm the program. dhat ﬁgtter envirorment -could one find

to help giye students that often praised but seldom achieved "developmental

-orientation"? Thus, even though the students had requested a particuldr level

in advance, we wished to expose them to children throughout the available'age

. . . -

> range“‘ The two major divisionev(preparatpry andnélementary) were each,%qbdivided |
again, resulting innfour quads : babiee~toddiers, three's to five's, primary;
upper elenentary. BEach student eiects to major in one of these quads and to
minor in another, and each ic assigned to all four quads forheome 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‘

.

T0122 -
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W demonst;ate‘their ability to plan daily programs.independently, though their

: they'seiect one child in the school (not one in their major quad) with whom

ﬂ: . . IV SRR . — ’

C Ty

.and spend the remaining~two days in their minor quad. Their responsibilities -

. % . _ _
. are limited, and they mainly carry oyt assignments given them by the master

teach&rs. Af:fzzzwthird month  the major-mlnqr division becomes 4:1, and they

are given pxogressmvely more responsibl}lty both for planning and execution.

-

Their classroomx?ssignments will for the most part be directed toward one or
» e a \ .
another subgroyp of children. In their final month, they are expected to
» . “ .

e

- plans must Stlll be appro ed by the master teacher. This gradual bulld-up of

-

s

respdnsibility reaches itd ‘culmination during the last two weeks of the1r

S . » ,
agsignment, “during whifh time they handle the class independently. *° . ¢

PP
2

. ‘Throughout this timg”ap attempt is made in their seminar to relate their
classroom experiences to philosophical and theoretical formulations to which °

» . & ’

th have beenhexposedspreviously'(or to which they need expysure). They are!

videctaged twice during the semesggé\in’a microteaching sitpation, and these
tapes are critiqued in the seminax. They also participate in\the regular

2

»

Faculty Forum. . e

An,additional feature of the training regimen -is that eanﬂy in the semester

t

’ they}form a- "big sister" or tutorial relatlonshlp. They are expected to get

]

to know thls%chll eet his fam1ly, help him with assmgned homeworkp tahe h1m

»on a special o tingﬂ ete. Thelr experiences with’' this one child are then B

¥
v

written up as a case study -—-. the traditional c¢hild development as51gnment - o
& v e

w1th inferences drawn frow what they leaxn about that child tO'the kinds .of

quucational experiences that we need to try to provide for 51m11a;”ch11dren.

We havé just completed the first semé%?ir in which this training program

-~ has beef implemented;~unddqptedly we will make minor changegs in the future. = -
: ‘ | , . 7

" e ,’ ‘f G . . o Lf) ° o
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/g’i AltHough the teachers have resertvations about its value (théy préfer togeta —— ~

’

student early in the semester and keep him or her), the students are ecstatic *
. . D

e o

, about it. In fact, t§:§<are.so cd@bliﬁentary.that we think something must
be wrong -- students are just not that prone to,appfoVe things . thesge days:. We
¢ ) . . L] R

. 2fpe to be able to follow the careers of thebe young people who have had their S A@i?f'

initial exposure to ‘the world of teaching via this*deVelopmeﬁéal approach. -

3

Only then will we be able to know whether it has accomplished-our aims for it. . .:NL_

.
) . - R
’ - < .

’ j’ﬁ‘ ’ Dissemination of the Model :
3 ‘ o

e

1

° ~?

. - % . & . L
‘ ‘There is somethkpg veky rewarding -- if a bit burdensome <- about involve=-

. , - 7 . . .
ment in a piogram that everybody finds intriguing. Sygh has Eéen our ekperience .
at XPamaer, for, to be sure, it represents an-idea whose time had come just when

wé'got it started. We have no public relaticns éerson on the staffi*but gét

calls frem the local newspapers and television stations asking us what is.

‘ 'hap?gning that they might report. Under Sﬁr 6%ficial title' (The Cenéer,for -
' ﬁ' Iy Development and Education) we were selected by the National Center for o

&

Educational Communication as one of ‘the Model Programs in Childhood Education

~

" described in a brochure &t thei1'70.White House Conference on Children. I .
. | - N Q

have personally describéd the -program to thousands of people all over the
e, T H

» ' gountry. and have writtea about scme aspect of.the program for both scientific
anqﬁpopular publications. oOur w1d;§§gfnd most powerfﬁl diffusion came from an

article in Parade magazine‘published early ip 1972; the response to that
X N S ) ) .

)

> . .

(prticle has to us Bgen almost unbelievable:

¢+~ During our f}rst 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 £o6r the concept.

) 1 . o ; : . ’
Although we enjoy the visits of other parents in the community who have heard

AT ot
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. ... about Kramer and want. the.same kind of opportunity for their children, of persons
- who want jobs, of classes of. nurses or home@economists'or undergraduaﬁe teachers
.
or psychiatric residents, we are especially pleased when we have - school superin-

°
?

tendents, ‘model cit1es coordinators, Department of Welfare personnel from

. ]

- other'states, Four-C coordinators, legislative aides, and others ‘who can directly-

3

' luence their ccmmunities to. try to establish such programs in other areas.

,ulo‘.,_ v

ns are always.cogent.‘ How much Qoes it cost per child? (A lot.)

~

?heir que
tHow did you get the'uﬁiversity and the school district to cOoperate? (It,was
easyp) How do you manage in a building like thise (It isn't easy.) Where dob;'
you get your money? (The Office . oﬁ child Development mainly, with somp from
both operating Sponsprs. ) 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

_ project séheol, or else 1nvolve all existxng staff in the planning from the

(17ﬂ

first stages.)' For‘how‘iongz?ggﬁyour grant approved? (Eive,years.) What
(

[}

will you do when it runs out Like-Scarlett O'Hara, I’11 think about that

tomorrow,) Do you offer congultation to ot&@? communities that want to'try
to do thig kind of'thing?v (ﬁave’speech, will‘travel,) 2 They alllimply'that

someone'is goinglto_go right homé¢ and get to work.

‘.Q.c . "“ e . . : '- . ’ . ' . ‘ Ay \ . ‘s"/
o R K ' © 7 Summary. o : :
. o ’ . S & w .

In this paper I have attempted to present the major features of one
proﬁhtype»of a school for tomorrow which has the good fortune to be in ' .
operation today.’»In'the words of my title, it isAthe kind of school which
offers scmething of value to everybody ASsociated with the endeavor, to the

- -

- staff no'less thanfto the children and parents.. In its program design the

jicd
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school links together early childhood education and elementary education, _ C,/—s\\ .

. “education and day care, education and, research, and the home and the school.
. : ’ L4 .

>

Each of these linkages forms a symbiotic. elationship in which eacy component

\

enriches its opposite. Although keeping ik a11 together has not been 9asy,

one could hardly c1a1m that it has been truly difficult 4 -

. v

This description'is'being written before enohgh time has elapsed to
demonstrate whether the major question posed by the facility can be answered --

viz,, can an enviromment be designed which will provide the experiences neces-

sary ‘to_nourish development during the early years and necessary'tousustain T

that development during the years of-middle childhood. Therefore, perhaps it X,

would be appropriete to conclude with a paragraph from our original proposal

s

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 how 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 subséquent school experiences
without apology, and will have made substantial progress toward
‘becoming a respensible 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 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,"

v g\ -
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staff special appreciation is expressed to Dr. Phyllis T. Elardo and Dr. S
Richard Elardo of the Research Scrvices, to Mrs, Elaine Barton and Mrs. Faustenia .
‘Bomayx, Principal and Vice~Principal, respectively, of theschool, and to Mr.
Stephep Lehane, Training Coordinator. The author would also like to ackpowledge
the contributons of former staff members Dr. Jerry D. Perrin, Mrs. Martha Jane
Moose, Mrs. Rosanne Gmuer, and Mr. William S. Parker. Most -impdrtantly it
should be recognized that the project could not op€rate a singlé day without
“- . the work of the dedicated teachers, aides; research assistants, ‘supplementary
service HnQ ¢lerical personnel. Finally, to the‘K(a\:; chfldren and their .
parents goek my appreciation for remaining such goo ef%S‘about being -
vigited, interviewed; and innovated. From all of these components has the :
Kramey wmodel emerged, and without any part the system would break down -~

.

"E pluribus unum." . 4 . &

. e ) ) <
2 Teappear as a chapter. in Braun, S. J., and Edwards, E. P., Historz'and
Theory of Barly Childhood Education. Worthington, Ohio: Charlés A. Jonas
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 Xramer became a special project school, to find out what they
thought about the schaol. In response to my question, "Hew is Kramer different ,
now from the way it used to be?" the children gave the following reéponses in
~ the order given: ""We change classes more; we go from room o room; we get to
watch TV some; we go on educational tripe; the preschool; we got twoe coaches;y’
we changed the rules t¥on girls playing on the girls’ side and boys’ on the
boys® side to all the kids playing everywhere; the art; day care; and the
school is open all summer.“_ No talk about a supportive environment, but -
thev seemed to be pi cking up the concrate changes that refiect our attempts
to develop a more flexible program cfferlng greater rree&om to the children.

»
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Some Guiding Principles and Practical Suggestions

. for Infant Day Care Programs . o

Bettye M. Caldwell 1 e

In a‘brief paper it would bé impossib1é to déscribe even superficially the .

mang kiﬁds of teaching activities 1ike1y to be useful to persons who will work

with E;g infants-in a day carg environment. Accordingly, in this report I
shall concentrate qn'principles which should gujde program development rather

| than on specific program activities themselves. To me it seems much easier to
plan the individual activities if we understand phe underlying principles thar’
it does if we simply search in & random manner for activities likely to be help-
ful and appealing to young infants. In presénéThe some of these principles I
will in effect;be describfng those which guidg the operation of our program at

the Center for Eariy'Develbpmgnt and Education.

}he CentefModel
, v

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 atmOSphe?e
in the total environment is more important\than‘any specific element of the -

s}

Scurriculum. We see ourselves as trying to "design and create

environment,"
not as trying to "devi'se a curriculum." In this concern for eating a supportive

environment we are involved with wpat has come to be designated as ecological

o

issues. Thus we have come to describe our model as the ecological model of early

developgent.

_Author's address: <(enter for Early Development and Education, College of
Education, University of Arkansas, 814 Sherman Street, Little Rock, Arkansas
72202. The author's work is supported by Grant No. SF-500, Office of Child
Development, Departmeént of Health, Education, and Welfare. '
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Planning the Daily Program T2

The daily program for our children is derived by asking ourselves tﬂg . ij
fairly simple questions: '
, (1) what do parents and what do we as staff members acting in behalf N
_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,
o what'are the‘individually and socia]]yvabproved objectives for children in .
this developmental period?
(2) What do we know about the ways in which the env:ronment can influence
development? Th1s question requires some know]edge about how children learn
. and about environmental characteristics that are condu;1ve 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 wh6
have the resEonsibi]ity foﬁ;developing and organizing programs .is to create an
environment qontéining as maﬁy of the former and as few~of the latter as .possible.
Such an intense concern for idéntifying growth inducing environméntal characteriétics’
is in no way intended-to minimize the importance of intr{nsic developmentad. or f
matgrationa] factors thch a]so influence children's learning. We.a;:ept such ~
charactgristics as inherently givgn ?nd consider one aspect of our ecological
task togggighe identification of environmental characteristics that will fit most
adaptively 1nto-the individua]'s own intrinsic deve]opménta] schemas.

Over the Years we have, come to know a good deal about characteristics of

Ea
R

‘the environment that help children 1earn. In the f1rst place we know that ch11dren
learn from adults who “teéﬁh" them.. But we also know that they learn from self-

~initiatedig}eractioﬁ 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»%ask‘fﬁ?’%ﬁ:\%rogram planners is broader
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than that of merely talking about how to "teach"; rather it consists of asking

F

how we can,more effieieﬁflj'arrange the learning envirahment so as to facilitate
‘the acquisition of’cu1tdra11y approved patterns of behavior. Part>of this involves.
bkogramming the adults' own behavior in such a way as to strengtﬁen responses‘ﬁe
want to'encourageiénd to weaken those we want to discourage.. In terms used by
learning theor1sts, this refers to reanforcement or. non- re1nforcement of behaviorv.

It also means. hav1n§ the adu]ts realize that reinforcement may‘ e physical (as

in offer1ng a hug or a piece of pandy) or social (as in sm111ng at or pra1s1ng

- a child whp(has done something prsiseworthy). When ap adult uses or withholds
reinforcers, he or she is E1ear1y trying to 1nf1u2nce the behavior of the child.
Therefore a“good term to apply to any behavior which the caregiver may use to
try to eneourage or discourage behavior is 'influence technique’. Inf]ue%&e
teehniques are tn many ways the most important component of the classroom ecology
in that they subsume a11 other aspects. lThat is, selection of educational materials
and arrangement of the physical-spatial environment do not just "happen." Rather
these Se]ections represent important choices made by the people in the environment
who have responsibility fer_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 v1ewed as part of the total eco]og1ca1 system ’

Two of -the major aspects of our mode1 -- deveiopmenta] obJect1ves ‘and class-

’

room ecology -- will next be discussed more fully. ,

13 o~ .
Developmental Objectives
In_collaboratioh with parents, and after a review of the 1iterature'tn
the field of child deveﬁopment, we have formulated for our children-a minimal . 2

e

set of objectives which cover the full range of behaviors which will hopefully |

) . Q

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: Personal-social
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deve1ogment cogn1t1ve deve]opment, 1nc1ud1ng such funct1ons as 1anguage,

percept1on and problem so1v1ng,°motor deve1opment (fine and gros

s) and indepen-

dence and“self-help in carrying out routine behaviors. = . ( '

Caa The obJec§1yes which guide our program vary greatly in breadth and Specificity.
- For examp1e, tnereois a world of difference petween an objeotive tpat reads ,
"Accepts, enjoys;'1oves teacher," and one that says "Can point correctTy when
asked, to show his eyes." Att@inment of the first objective wou]d be expected to
reveal itself 1n}many ways both subtle and direct, and two persons éske&,to make
e.judgment as to whether a child has actually achieved the objective might not -
v'compieteTy égree with one another. The other one, however, is sharp and clearcut,
o | and, if a teacher or other observer did not already know whether the chi1d had
ach1eved this one, he or she cou1d prove‘it for h1mse1f in an 1nstant by ask1ng
a s1mp1e questjon Note that the second obgect1ve does not say, "Knows where
hig%eyes are;“ The Tatter wording can easiTy draw us into artnop when a child,
in résponsé to the reque;t turns and walks away'or perhaps‘shanes his head A‘
negatine1y Does he really know where h1s eyes are but s1mp1y does not want to
tell us? Or does he know? As toddTers often ‘acquire more than a modest amount «
.qﬁof negativism about the same t1me they acquire rudiments of language, we have

L]

tried to predicate successfuT achievement of most'objectives in terms.of some
| clear behav1ora1 outcome (po1nt1ng, say;ng; wa1k1ng toward, arrang1ng, etc.)
| rather than on our having. t:iéiEZ»a Judgment about whethdr an 1nterna1 cogn1t1ve
change (know;ng, understanding}=has occured. o, .
We have formu1ated over 150‘objecfives for the infants'and toddlers in our

\program.' Th;§ Tist is contained in the Appendix. The.Tiso is Toosely sequeneea

in terms of increasing difficulty level within areas; however no claim isvmade o
for thenexact accuracy of the piacement of’an objective in the‘eeries.v Twice .
'éach,§ear tne chilqren_are rated by their caregine;s on”these objectives, and

areas of strength and weakness in their developmental patterns are noted. These
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_ appra1sa]s are then used to guide program act1v1t1es for each‘ch11d. The strategy
' h1nd this kind of program design is based on the prem1se that anythwng which
_he]ps the staff 1nd1vidua112e program p1ann1ng for d1fferent children will be
" to both the teachers' and the chlldren S advantage.x It also pérmits the.
selection of act1v1tieg that caﬁita11ze on areas of strength for each child
And part1cu1ar1y, it helps u* to note areas in which the child m1ght be espec1a11y
| vulnerable or in which his major needs,are not being met at all, Thus if we find
a child who can successfully rep1aq§ all ihe piecesiin a three-ho]e formboarq.
~ but has never been judged as having'achieced‘the objective that reads, "Seems to
'feel good' about himself," then we have 9§{gna1 that perhaps our entire program

emphasis needs to be shifted in the direction of he1p1ng this ch11d to enaoy

his daily exper1ences and the people w1th whom he interacts.

&

Classroom Ecology R

©

A day cére_center, linked with the home from which its children have come, S
o . o ' T <
copprises an ecological system which in its entirety will influence the develop-

ment of young@chi]dren.' This environment may.be described as having three d

major components: social, physical-_patia1, &nd organizational. The social

- components refer to the interactions between the adult caregivers and the

children, between careg1vers and parents amoné caregivers , and among children. *
o The ohy51ca1-5pat1a1 components include’ the 1ndoor and outdoor -physical space

- in which ect1v1t1es are conducted, the equ1pment and materjals used by the - : . 
adults and the chi]drén, and. the arrangement'of these materia]s in ‘the 1iving
environment. 0rgan1zationa1 components refer to the way 1t 1s all put together -

- to p1anned or accidental time sequences in the 1ntroduction or availability of
sotial and phy51ca1-spat1a1 components of the environment -- i.e., to the pattern
and schedule of daily exper1ences P]anners of day care programs need to be .k

‘aWare of these components and of ways 1n which they can_use. them for the benef1t

of children and for the enjoyment of the adults who work in the program. These
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are the things wé have at our d1spoca1 that can help us ach1eve our ob3ect1ves

for ch11dren -~ our own Behav1ors our persona11t1es a w1de range of influence

techniques, the almost 1nf1n1te variety of 1nterest1ng teadfting mater1a1s the @
- bu11d1ng and grounds where we operate programs , and the freedom with which we
can pattern the t1m1gg and arrangement of ‘events and objects and people so as_

| to max1n12e 1nterest and n1n1m1ze fat1gue and monotony In -program p1énn1ng,
,  one needs to keep all these components of the ecologica] system i m1nd mone

Re)

can be omitted if the resu1t1ng env1ronment is to be nax1ma]1y growth—inducing.
' Thls\\s a part1a1 explanation of the cdmment made earlier than one should not

restrict one's a1ms to ‘dev151ng a curriculum.” The total environment in which
devé]opment occurs must receiVe our attention. Let us'examine further these : &
three components of classroom eco1ogy |

= Social ecology. Although one cannot at this juncture specify every feature

of deve]opmental environments which would be conducjve to optimal growth for -
children, ye feel th;t a great deal is known and can be provided. In”terms of
social eco]ogy,i¢here is ample evidence‘for the'necessitu of having infants
cared for by a relatiVely small number of pebpfe'and:of maintajning anfadu]t-chifd :
ratio of about one adult to every four or five chderen for the parts ofrthe'dau
when ch11dren require a great deal of attention. The behavior of the careéiver
should communicate to the .child that he is a person of worth and thereby he /M;p

‘h1m come to- vied himself in this vay s the adult must demonstrate &0 the ch11d

. that they(a/o the totalienV1ronment can be trusted, thus helping each ch11d . .
develop a sense of trust in the adu1ts who prov1de,care for him in his world.

The social environment must be sensitive to the needs of the child and must

-try to provide an optima]xlevel of gratification -- enough‘to avoiﬂuihotiona1
frustration for the child but not so much as to 1nh1b1t steps toward h1gher

levels of competence and- se]f 1n1t1ated behavior.

Responses made by the adults through all modalities (phy51ca1 contact,

J[’

\
Q motiona1 behavior such as a smile or, frown verbal comments offer1ng pra1se or
°
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information)'mnst be approprfateafor the child's developmenta1'1evei; We-~'

operate on the assumpt1on that the’ younger the ch11d the greater9h1s needs

| ; ' for phys1ca1 contacts w1th h1s careg1vers. In such responses adu1ts shoqu cuea_ . 0|
R ch11dren about the k1nds of behav1or which are. va1ued by the soc1ety 1n which Lo
Dtheyeare develop1ng and should re1nforce those behav1ors when tgey occur. Inn o
the1r mode11ng for and gu1dance of the chq]d s deve1opment careg1vers shou]d
apply ag few restr1ct1ons as poss1b1e on the ch11d'?;own attempts@po explore

and apprehend his wor1d However adu1ts should not ﬂuh the1r respons1b111ty

[ 3 ARG
to arrange ‘experiences for children that will increase the 11ke11hood of new S
1earn1ng which will offer more- opportunjty to fee1ﬁcompetent and fu]f111ed « .

Pf’ ’

One of the most 1mportant;a5pzcts of the social ecology of the;day care

environment to which we are committed is the use of ‘influence techniques which .~ «

are 1arge1y pos1t1ve and. which minimize pun1shment and force in trynng to

- mod1fy°the ch11d‘s behaV1or. Careg1vers shou1d be trained to g1ve the1r attention

. \Lto the'chf1d who-is‘behavfng acceptably or commendab1y and to w1thdraw attenttpn
as. much as possib1e from the'misbehaving child, We recogni ze that in group °

- ‘sett1ngs it is somet1mes necessary to 1ntervene immediately in order to prevent

anyahfant from hurt1ng h1mse1f or another child or adu1t However careg1vers

" need to be, aware at all, times of the potency of their own behav1or as models

for the behav1or of the child en?rusted to-them. Th; env1ronmenta1 strategy

o

'_ is thus to try, by careful organiz#tion of the tota1 1earn1ng env1ronment to ." ¢
&
Jﬁax1m1ze the 11ke11hood that approved behav1ors will be emitted and to minimize -

the 11kelﬁhood that undes1red behav1ors will occur

A Phys1ca1-spat1a1 features. A great deal of attent1omy1s current1y'be1ng
: =

' g1ven to “improving our understand1ng of the4types of physical-spatial env1ronment .
which w111 be conduc1ve to the opt1ma] development of young children. We know :
S first ofcg11 that the physical env1ronment must be safe and’ healthful, that it

must not cohtdin hazards that immature minds will not»recogn1ze and avofd or~an

_ . | | 7 .
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undue concentration of sources of infections and other diseases. Unless the
environment gurantees such conditions, no other aspect of the_progfam will be .
successful.’ Wg know also that the environment should not be too crowded, that

~ both children and adults should have enough $pace to move around.freeﬂy. SIn
both animals and humans, chronic crowding is associated/;;th increased: aggression.
’Furthermore; the arrangement of the space that is available and the.manner in

which objects are anchored in the space will affect the behaviorzof'yOung children.

. For example, a p1éce of equipment (1ike a sand box or water aable) wh1ch can

o

accommodate as many as e1ght children will, if it is p1aced where; the children
cannot freely move up to it and around it, e11c1t quarrels an%-aggress1on rather
than sharing and cooperdtion. As important as the way space qs arranged 1s the

. extent and var1ety of materials available for the ch11dren*f1

children is fostered by the prov151on of varied: and\patterned st1m01i wh1ch
‘have sensory appeal, are enjoyable and prov1de an opportuntty for chlldren to’

', act upon the materials and‘rece1ve feedback 1nformatqon from them. The available

sensoky”stimulation must, however, remain within an.1ntenS1ty range that does

not overload the ch11d s capac1ty to receive, c]ass1fy, and respond

Temporal organ1zat1on The final eco]og1ca1 aspect wh1ch we recogn1ze =%

che organ1zat1on of.events into a schedu]e that is comfortab]e and’éhﬂoyab]e 4- is -
in many ways the most ohal]eng1ng task for the program planner. For F§§;§ th1s
aSpect of program desﬁgn that will strongly 1nft?ence whether/the children are
. happy and involyed or fatIgued irritable, bored, or withdrawn. Many people
write about day cgre _from the standpoint of ear]y childhood educat1on -~ from
the experience of having ch11dren in groups two or three hours a day. The long

_day -- the eight or nine~hour day -- is quite another matter. We feel that the

day must be organ1zed so as to provide cycles of intense act1v1ty and rest, of

3
@

staff 1n1t1ated -activities and ch11d selected activities, of 1arge group act1v1t1es

and solitary or sma]l group activities. This type of schedu11ng must, furthermore,

¢ - . [N

T
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-be based on each individual ch11d's,schedu1e rather than on some hypothetical

group average. This is not to suggest: that the day's activities should be s0

rigidly prngrammed that there is no give or stretch in the 5chedu1e, no, opportun1ty

: for fol]oW1ng the unexpected show of 1nterest in a partncular typeof play act1V1ty, o

S
o+

no room for spontaneous expressions of desire. 0bv1pus]y we arelreferr1ng_to

,'broad planning done with the childrens attention'span andvinterést Tevel in TP

mind, Ch11dren beg1n to. develop a sense of time at a very early age. They

. need a certain degree of' pred1ctab111ty and regu]ar1ty in their daily schedu]e

to enable them to ant1c1pate that their .expectations will be confirmed.
In the organizatdon of the day, brogramﬁpianners should seek:to provide_
the chi]dren with rich and varied -cultural experiencesvthat are meaningfulyin

the’ ch11dren S fam111és, and also experiences wh1ch wi]l begin to introduce them

- to the broader culture of which we eventually become members.. In this gradual,

broaden1ng of the child's world, the we]]-organ1zed day care program will ensurel

the prcper match between what the-child has a1ready experienced "and assimilated - -
’ .

and. the new exper1ences to which he is be1ng jntroduced. *Ideal]y—each new

| experience should ent1ce the ch11d to stretch and grow JUSt a 11tt1e bit, but

C organ1zat1on;%

it should not be so far ahead of h1s current deve10pmenta1 1eve1 that it cannot

" be assimilated 1nto his existing 1eve1 of cognitive, soc1a1, and emotiona]

.

- - Putting It A11 Together . . .

Integrat1ng these concepts into a daily operat1ona1 program is not d1ff1cu1t.

'we feel that avgrasp of the principles is essent1a1 to successful performance

- as a caregiver; it is eas1er to improvise a teach1ng act1vity than it 15 a

rat1ona1e dn th1s f1na1 sect1on ‘we WOu1d Tike to offer some practical sugges-

't1ons to 1mp1ementing such a model. 7 “_ N
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The Physical Setting

As explained previeesly, the infant care program that we ere descriBing is
ﬁbart of a special extended day echoo] VThe building which houses the fnfants,
however, is sl1ght1y removed from the remainder of the school bu11d1ng It

“is 1ocated in a portable 24 by 40 foot classroom co]]oqu1a11y baL]ed "Baby
House". The 1nter1or contains two eeparate bedrooms 9' X 10' and a separate
bathroom. In'eddition we have reserved an/area of 4' X 6' for a visitor observa-
tion erea. A sketch df the‘building Q shown as Figure 1. The entire building
vis carpe;eda;heated, and air conditioned., The purchase price of the buf]ding in
1970 was approximately $12,000. The building is by no means perfect for ouf needs ;
mostkespecially we'need one adgitionaT room. But groUgé‘needing a place in

which to start a program should be aware of the possibijities inherentn?n such

a'prefabricéted building. g - '

- INSERT EIGURE 1 ABOUT HERE

< . N

" Our building has 960 square feet of 1iving space. On the basis ef an
‘average daily attendance of 16 ¢hildren, Ehis i{ves us 60 square feet per chikd,i
When we add in the four adults who are afﬁays in the building, this cuts it
down'to'48 feet per persbn We are almost afraid to compute odr available
space after subtract1ng f?“=bermanent p1eces of furniture like couches and
- sand tab]es By any criterion, however, wepare crowded. The only thing that
saves us is that our children are not limited in their dﬂy care experience to

¢

what goes on within the Baby House. That is, the fac111t1es of the ent1re

schoo] are ava11ab1e to them from time to time.




i

" Children and Staff . "

Enrolled in.our infant program are 18 chi1drén1 from homes reﬁresenting a
wide range of parentai educatiop:and social status. Of the 18, six are babies

and two are toddlers whose age range at time of enrollment was six months to two

- years. Although we like havingﬂalwide age spread together, and although most

of the time it works well, this arrangemént (within thewlimits of our physica]
space) occasionally causes prob]ems,.especially at nap time. We J]most never
have ﬂore than 15-16 children %n atténdance on a given day. On the bésis of
what we knew about attendance patterhs,-we deliberately “over-enrolled” in
order to ‘avoid having the faci]ity under-utilized. = |

A’f”\

These children are regu]ar]y ‘cared for by four adults; a lead teacher or
nurse, a co-teacher, and two teaching assistants. This est;b11shes 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 thévcbildren
two hours daily during the prime cognitive teaéhing_time from 9:00 to 11:00 a.m.
A1l the participating staff received extensive pre-service training, and all are
involved in COntinuing in-service training sessions.

" Our health program is supefvised by a nursg»Who is fui]-time in the
school and who checks on the babies daily. Iﬁ addifjon_she makes certain that

safety and health practices are consistently followed. Tutritional supervision

- comes from the dietitian for the public schools. Diets for the youngegt

chi]dréh, a few of whom were on formu]é when they‘fi&st came into. the program,

are workéd out in consultation with the children's parehts. : -

-
A\, ,
-

ki

1 Since this was written we have 1ncreased our infant-toddler population to

. 36 by making available one classroom Tocated inside the main school.

v
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| "The family service personnel of the Center staff provide a 11hh hetween
the home and the Center. Most of the children remain in the Centen ail day,
but we_try to remain alert to changes in the parental work schedule and |
encourage partldd§ enho]]ment wheneverbthis is feasib1e Transportat1on is
~ provided by the staff for a few fam111es, but in most instances. the parents
transport their ch11dren to and from the Center. The day care serv1ce is
ava11ab1e on the same basis as the elementary school is to the- olqer children. e
.That is, if the family Tives 1n the area 1%§nt1f1ed as w1th1n the geographic )
attendance zone for Kramer School (the elementary\schoq1 which houses the
Center), the children in that%family‘are eligib]ef#er dey care. The only
fee chargee for the service is the cost of lunch and snecks, and even this 1is -

waived if the family cannot afford to pay.

"The Daily Program o . : .
Although no attempt is made td schedule the déy too tightly, and although
there will be some variation from day to daya mgit_days 1qok roughly 11ke this:
8:00 a.m. Early arr1vals taken to Baby House (Children who arrtve
h_“before 8: 00 a.m. go first to one of the preschool classrooms
‘ ik the schoo] where early morning day care is prov1ded for
chvldren of a]] ages. Thus during this time tnere is wide
mul.ti-age grouping.) Records are played, and toys made>ava11aQ1e
that require a minimum of supervision. This is essentia]]y a
period for friend]y_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,

v

the older babies in feeding tables, and the tiniest ones are

|

o .
: |
|

|
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9:15 a.m.

10:15 a.m.

11:00 a,m.

11:15 a.m.

11:45 a.m,

1:00 p.m.

W 13

3

held. Sometimes a story is read during snack, but’ the usual

input is friendiy conversation -- talk about the weather,

the clothes the children or adults have on, something that is

going to happen during the day, etc.
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 youngest babies are much more on a "catch as catch can” basis.
Outdoors .in good weather. Free'play, w%th encouragement of |
gross motor activities 1ﬁside‘Baby House, or.in jndoor gymn;sium
in the school in the event of rain.

Preparation for Tunch. Wash, change and "cuddle" babies. .

‘Youngér babies go down for naps around 11:00.(this changes

‘during the year as the babies-become more mature).

Lunsh. Again, conversation is the maiﬁ teaching technique, and
se]?ihelp foy the children is the main behavioral objective;~
Children are toilﬁ;ed and washed, withﬁxhosg capab]e,of doing
so taking as much responsibility as possib]e. Chi]drqn who
are in the program only during the morning ére dresst to go ho;e.
Cots are,distribufed and naps begin as fhe chi]dren are reé&y.
Most chi]dren are on their cots by'12530 - 12:45.

Youngér babies begin to wake up and are changed, washed, and

loved individually. Ih good weather they may be taken for a

- «walk in the strollers. _Staff members'have p]gnning and training,

sessions during this period.

F
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| PRREETY
2;00-2:30 p.m. Toddlers wake up onm naps’ one by one, go to bathroom;éhelp get'

: ready for snacks. Atmosphere is toned down, subdued/ﬁhtil all
ch11dren are fu]]y awake activities -are quiet and 1nd1V1dua11zed |
Most are fylly awake by 2:30, although a few sleep 1ongey. |

v

+2:30 gam.; Snack, story, conversation. | .

3;00 p.m. Preparation for'dismissa1 for those who leave when schoe1 is
out at 3:15. | |

3:i5 p.m. The Tast period of the)day involves outdoor play and free p]ay
1ndoors plus one-to-on teaching activities; there are on]y 6

chi]dren_1n the Center at this time.

rifg this period the
. major goal is fo reinforce the mo:ging. ctivjties and to keep
the babies happy. It is easy to'over-stimulete them at this
time of day. ) ~ - |

5:00 p.m. Baby House closes for the day. o~

4

Achieving the Objectives .

, It will be recalled that we have c]ass1f1ed our obgect1ves as fa111ng 1nto
-

the categories of social, cognitive, motor, and routine behav1ors., In order

-to achieve most of the social and routine behaviora] objectives, no special

- infants' development. To some extent this is also true for most qf'our motor

programming-is necessary. That is, tpe training of the caregivers is oriented
toward helping them to understand how they can manipu]ate the social, physical,

and.temporal aspects of the learning environment in order to facilitate the

objectives. That is,'the kinds of equipment we place in our day care center
will to a great extent spec1§¥ the types of motor 1earn1ng we expect from the o

ch11dren -- a slide in the classroom or on the p]ayground lets it be known .that

“we want the children to learn to slide down it. And, as the normal young chi]d

is so much in motion, we can be certain that he will yse whatever we put into

0144
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‘pur environment to encourage gross motor acpivi#igs -~ small c]imbiﬁg frames ,
£ . tricycles, slides, up and down steps, swings, etc. We try‘fo supp]emeﬁt the
. opportun1t1es provided by the equipment in a-number of ways however One such
supplementat1on is verbal -- "My, you re up __gh- "Your car goes fast, doesn't
it." Another is frequent 1mprov1sat1on 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 tﬁe‘floor with chalk
: aﬁd.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 desirab]e'behavforal by-products).,.These
‘are so well-known (Ring .around the Rosy, London Bridge, etc.) as ‘to-require no

elaboration here.

It is in the achievement of the cognitive 6bjectiVes that‘gb come closest
\ .
to descr1b1ng what is generai]y referred to as "the curriculum." Ue do not
consider our curr1cu1um ever fin1shed and are constantly try1ng to dev1se new ¥

teach1ng techniques appropriate for this age daroup.




SUMMARY - .

This paper has prééented the'outline of the model for infant day
care followed at ;he Cehte;ﬁfor Early Development and Education. The
- objectives of the brogram and the ecological factors which guide its »
* operation (social, phys{cal-spatiél, and organizatioha]) were‘presented.

Finally, practical aspects of program operation were described.
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DAYCARE: TIMID INSTRUMENT OQF BOLD SQGIAL PQLICY

| Bettye M, Catdwell! .
> 0 ) » \

H o Abstract
| S

“The term "day care" has undergone sigriwi.fiéant 'conceptual revisions during
the past. \ten vears, Earlier restrictions on the service as one which differs from
education and offers pmmamlg,mar‘e and protect;on have been removed, It is now
recognized by parents and prgfe ssionals alike as a developmental service par
excellence for children and familiés, Those who represent the field must accept -
the responsibility for influencing policy that should reside in such a potentially

powerful social institution. ' ° ) S

» .

! Author's address:; Center for Early Development and Educatlon, College

of’ Educatlon Umver‘sity of Arkansas, 814 Shepfhan Str‘eet Little Rock,
Ar‘kansas‘ 72202, The author's work is supported by Gr‘gnt Np. SF~500,

Children's Bureau , Department of Health, Educétion , and Welfare.
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DAY CARE: TIMID INSTRUMENT QF BOL.D SQCIAL POLIQY
o Bettye M. Caldweu '

I

N ’ ° :)“ .~ ’ . . Ve : .
N .- In recent months "day care" -~ an awkwar*dand somewhat insulting ter'r'n which

- few _people used in elthen their professmnal or per-sonal vocabulames as recently as
five years aga- — has become a househo,@ﬁ term, Widely her'alded by 1ts advocates
as a near panacea fon many quhcl 1115, demanded by women as< civil right, °offered
a5 an employment lure by cvombani'es hiring large n'umber‘s of wemen, requeéted by
a:c!tyqplann@s and boards of anti—povekty or*ganizatlons and recomm'ended as an
essential first step in reducmg the large numbers of per'sons recelvmg welfar'e - -
how could the field have more status° But this pleasureable sﬂ:uatlon is val"y new,
* ‘Day Care, the P’dor* Relation |
) Until recently, ‘day care wés but a ;Soor;'relation of*both spcial sérvice and .
educdtion. Neither field seemed daisposed to embr'ace it fully or re_goghize its .
legltlmacy But, historically speaklng, day ‘care has been much closer to the field
of" social welfare _thaLLt@ education, In fact, it is from the' ﬁeld of social service
(ch{ld welfare s in pafnticular') that day care received its definition; yet ironica‘lly
" the conceptual definition oﬁ’ered by the chitd welfar‘e ﬂeld may have served ?to
; restr'lct the sphere of influence of the day‘ear'e movement This restmctlon pperated -/
| v1n at least two areas: the designatton of thé major function qf day care as g_a_g_a_ and | '
,E,Eosec;tzon and the 1mp11catgon that the chief reciplents of servicg shvo-t,_ﬂd be chlldr‘en
‘from families with some type of social pathology.

a = @ ’ 1 \\

~ ;

| Care and Protection S N . : O &
| Early literature on day care generally took specnal pains to dlfferenttate day

care from education, F_or@ example, -in the 196() edltiqn of the Child"Welfar-e L.eague e

it

“field)'one find®¥he day care field delimited as follows:

"Day car'e ser'v1ce has to be diffarentiated from the nur'sery sc;hool or kmden-v

gar‘ten , and fnom extended school services: and other programs for school-—age , . |

(oo
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~ children offered as part of glementary school systems. These have education of
young children as their main purpose. The primary purpoge of a day care service

ig the care and. protectlon of . children, This~purpoee the reasons. for which a

child and f‘amily may need it,. and the r‘esponsxbillty shared with par*ents, distin- -~
guish a day care serwce f‘mm education programs "
No challenge to the 1mpor~ta$‘lce of care and protection is intended here. But ‘
"the mearning of care and protection is derived from the time andﬂ place in which the .
child to be cared for happens to live; then censtancy of meaning should net be
expected. At the time the day dare movement gained adherents and 'momgntum
in Amer:lga, the tyE\)es of hazafds from which we Wante& to protect young children
were things like inadequate‘super'v{sion, insufficient food, lack of shelter', and
physical abuse. As today's knowledge about the importance of experience FTor early
: development was only faintly limned in our consciousness at the time the above /‘
) ‘deflmtlo} was formulated, it is not surprising that the prevalllng ccncedt pfaquallty
 ‘day care would fail to recogmze education as an 1ntegha1 part of "care and protec-—
thﬂ." Now we haye a clearer r'epogmthn of the necessity of algo protectmg children
fram toxic, madequate, or imappropriate early experiences -~ {,e., of reeogmzlng

education as a necessary componént of care and protection, . .

v

The ‘Day Care Clientele
A second factor which undoubtedly kept the day care field slightly putside the -
“ opnds of general re_spectab;llty was the designation of the famlly with problems
ﬁ the primary group fo?whem the' service was apprbpr'iate. To quote once again
from the Child Welfare Leagug's irTfT‘ential Standards: ’
' "Day care, as a child WeLl?Far'e ser‘vwe, is an expression of the commumty s y
concern for the welfare and protection of children whose parents need help in

E &3 >

| prov1d1 ng the care, protection and expe ri_enees: essent%ﬁor their healthy deve—

'lOpl;hent - ", . - . ’ ) ) o~ V ,:

2.

The pamphlet goes on to identify suéh children as those whose mothers wo'r”'k¥
whoee fathers might not be in the home s who have illness or emotional problems,

. . - o~
or ‘who live in poor housing conditions. This tendency to associate use of day care

EKC T - 00152
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with family pathology has been aptly labeled the "residual” appmach by F'lomrenqe

Rudemﬁa’in. Certamly if famihes must see themselves as exemplifymg social

»

patholo y in order to use day care services, the field is not likely to be embraced
by thoaz '

-

who could give it status in the larger society.
[0

'

Day-Care; the Parvenu
. , o - | -\
. Suddenly day care is "in," and quite naturally the groups 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. Fu?;darhental child welfare pro-

- 9 .
- grams that cannot be launched independently can possibly be made ‘available as

" riders on day care appropri‘ 1on;.;~ Ahd the current popularity is cha‘ractepized

'by‘ a healthy program diversity. There is certainly no one model 'f"oh day care which
is pushed as _th_g model tdday. Still the biggest suppliers of day care are family )
members (oth'eh than the mother). Next in line come those mformal arrangements
w orked out between consumer* (parent and ch11d) and entr‘epr*eneur‘ (ldentlﬁed collo-

quially by the dlspar*agmg term, babysﬂ:ter) Fa1 rly far down the llst of potential

- suppliers of the service are the organized pr*ogr‘ams generally called day care -

centers It is these programs which come under the provisi::)ns of licehsing laws o
' and wh1ch receive the highest degree of surveﬂlance. Such centérs may)be suppo;ted
: thr‘ough ‘state or* federal monies pr~ov1ded for service, operated as demonstratlon and
r‘esearch centers, supported and controlled by the parents of the. children in attendance,
offered as a public service by a cﬁur‘ch or secular community or;anization,' provid‘ed |
as an employment 1ur~e by industry, run for profit by a pmvate operator or as a
'-f ranch1se unit.of a national drgantzatlon -- and on and on. Still r‘elatiyely sgarce
| are programs such as the one directed by the author and' which?in\)olve a complete
blehding of da;y care w,ith education —— i.e., extending the age of admissi‘.on down-— - )
war*d','t’o the first year of life and extending the schbol day both di rectiohs to.accom-
modate work schedules of parents | .. o . \
How do we explain the sudden populamty? I would suggest that 1t can be. -
 @ccounted for by both pragmatic and conceptual considerations. ' .

. i . . o ~
o : n
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Pragmatic Explanations, ., ..* | .

Day care and maternal. empl@yrﬁent. One reason that the number of day care

'_ centers did rot 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 ."_‘3‘_’2 gione to work outside the home, including
motherle with children younger than six. And these are generally conscientious
mbdthers who want good child care during their working hours. Although relatives
émd 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.
VFUr‘thermor‘e, whereas national social policy forjmerly endor'sed financial subsidies
to ~per~mit mothers with yo}.ﬁlhg children to remain at home and care for tHeir' children
(the Aid tg Families with Dependent Childr‘en program), this policy is currently

b eing‘ re—examined. That is, training ahd employment of the mothers are being
urged as a more adaptive alterr{at{T\‘/e with quality day care recegnized as essential
1f the policy is to avoid being self—defeatmg from the outset.

| Interest in day care as a means of facﬂltatmg emplayment is not limited to

. potentially employable mothers and government policy makers. Employers are
also turning to day care progjrams as a possible way of enticing female workers
into émployment and as a way of reducing absenteéism from the job. The best

. known modern program exempllfymg this mter‘est is the day care program operated
in conJuhctlon w1th the KLLH factor‘y in Cambr‘idge Massachusetts. Similar programs
were funded under the Lanham Act during World War II, only to be discontinued at
the end of the war when retur:'ping veterans dramatically\ changed the employment
picture and displaced large numbers of women from their jobs.

Day care and Women's Liberation. A second pragmatlc COhSldeI"at'th that

has helped enhance the status of day care is the r~ap1d dissemination of the ideas
bnd 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 personatl fulfillment is a right to be shared by men and women

. \ . .~
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~alike, and that child é;me is not the only valid avenue through wihch women may gain
fulfillment, pi"o'ponerﬁts of what is currently known ;:olloquially as the "Women's Lib"
movement have demanded quallty 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 Whité House Cdnference on Children, a fairly large
riumber of the délegates 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 facilities to the level needed, priority be given to indigent and for minority
groups, Such delegafes 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 patholbgy fr‘om.day care services,

Conceptual Considerations ‘ ‘ P

In spite of the importance of these pragmatic considerations, the mosf fundamen-
tal influence has undoubtedly been the steady flow of information about the ifhpor‘tance
of the first few years of life for normal development as a human being. That is,
evidence has gradually accumulated that certain kinds of exber‘iences _dur‘ing 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 7 .
magazines and thence to parents of all social classes. And the net result is that the

‘par‘enrts are clamoring for more such programs for their childr‘en'. And, as many of
these same 1;ar‘en,ts need child care, the request is generally for'day care rather than

"early education'" per se. )

Adaptive Conceptual Revisions : : o
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 re\;ised, and it is significant to note at least

\ 00155 7"' : \\9
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three’major 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 legitimately /.

_ )
offered as day care:

"At present, a wide range of resources and facﬂltles, including mfor‘mal arrange-

. ments and or"gamzed prog}r‘ams s,,mder2 various auspices, is used for the care of chil-

RO

dren outside of their horhes during some part of the day. These resources and facmtles T
,c”:‘&have been established t4 serve many different purposes. They plac%dlﬁerlng emphases,
::S . N . . .
reflected in their programs and the children whom they serve, on the respongibility

for care, protection, child development, education, or treatment,"
S B

This new statement recognizes that care and'grdtection involve afi inhegyent
-;dé\velopmental and educational component. Day care can no more be sepgfated from
educatlon than it can from welfare or health. In breaking away from earlier narrow
concept which tried ar\tlﬁcaally to separate the two patterns of service, the day care
movement in this current definition has now given 1tse1f a new char*ter*. This is no
small and InSIgmﬁcant conceptual change, u

(In a second radical departure from the earlier cdnce;;t, -the new Standards suggest
that day care servicés may be Qgger‘ed more as a se’rviee to the mother than to the
child. The pamphlet states:

" Da:y. care pr*ogr*am.s are promoted and used for pur*pos‘eshin which the interests
of the child may be a secdndar*y consideration, Day care is provided to ellow mother‘s‘,
'pantieularlyg:hose who are unmarried, to complete their schooling or to train for new
car*eer*s- to help ﬁnanc1a11y dependent mother*s attain self-~support and to reduce
’pubﬁc assistance expendltures, and to recruit women for, and retain them in the Iabor g
?‘f)r*ce," ‘ . The League R;notan organization which which can lightly take the
subordinaticn of the needs of children, uthvever*, andthe report goes, on to caution:

"Under these circumstances, it is hecessary to ensure that day care is in the
best 1nter~ests of the individual children » and that the daily exper*iences are of bene-
fit to them, or at least'not detrimental, " _

In a subsequent section of the new Standards, a third subtle but major conceptual
shift is encountered. This r*e\l_ates to the verb that accompanies the "care and pr‘o—'

tection" charter. While thé old Standards used a nominative statement (" The

primary purpose . . . is the care and.p'r‘ptection of children'), the new revision

r
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adds an important infinitive and prepositional phrase, viz,, "The primary purpose of g
day care service is to supplement (italics mine) the-care 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'e_lse more cognizant of the reaiity
that care and protection for the young child attempted in loco parentis has little
' opportunity of providing much of either. The implicatiorygis that the family carries

the major burden and the day care service only supplements the family's endeavors.

The Next Generation VVersus 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 whichr is at once

both honest and refreshing and yet just a little alarming. The new Standards have the

audacity to suggest that day care is more than a noble servtce to the next generation,
being in addition an important service and convenience for the now generation. The
L.eague is to be creditedbwith recognizing the \)alidity of that orientation. People da
‘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 E;ﬁall the social, affectuzj: and cognitive galns that
will accrue as a result of the experience -- that I tend to forget about the families

of the children, An?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, .

A day.care program can ef‘Fec‘zively serve both generations, but in my ‘
experience professionals tend to be 4much more comfortable in conceptualizing
their endeavor as being pri\marily for the benefit ‘of the next generation. Were it
otherwise, m'any 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 oerhaps be open 24 hours

- a day and on weekends (as the Women's L.ib groups are demanding). We would be
more patient with a mother whoi 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

ERIC 00157
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issues an ultimatum —— "If he wets his pants again I want.you to swat him good."
Did there ever exist a dey care professional who, upon r‘ecelpt of such an order, did
not feel compelled to "work with" the mother to help her understand cur gertle > 1\:
techmques of discipline, inform her that we had cther 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 beeé_{-‘
the fear that, no matter~ which generation it focused on, it would wealken the tie between _
gener‘atiohs. Nowhere was this fear more apparent than in the recent White House
Conference. While one of the major themes, strongly influenced by Bronfehbrenneh,g;
was to '"bring families back into the livee of children and children back into the
lives of families," the resolution which received the iargest number of votes f"r'om. .
the delegates was one which celled for "Comprehensive familyTOPiented child develop~-
ment programs including health services, day care and early childhood education. "
Perhaps the very destgnatlon of day care as a "f"amlly-omented child development"
pr*ogham helped‘convince the delegates that day care need not drive a wedge between
parents and chlldren (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 beeR more dresumptive than factual and has been built upon an irrational »
- equation of day care with institutional care. Dare care -~ daily separation foflowed
by nightly reunion in the context of social relationships that permit a sense of )
identity‘"dto‘ be formed —— appears to have none of the hsocially toxic effects of prolonged
institutional care, or even of temporary separations (such as hpspitalization) during :
which fam_ily contacts might be terminated for a given time. The author and her
’ Syracuse colleagues, Charlene Wright, Alice Honig, and Jordan Tannenbéuh'\,
recently published data that demonetrated rather persuasively that two-and-a~half
~ year ald children who had been mﬁay care since around. one year-of age were as
attached to theih own mothers as were compai"able control children who had never
. had such a day care expemence.
Whatever the aouhce of the fear, 1t appears to be a strong one. And some of
the parent groups that are advocating more day care facilities are also reminding

At

. the pr‘ofessmnals%hat they, the parents, have a right to share in the planning and

IText Providad by ERIC.
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~decision-making. During the summer of 1970, a workshop was held in Airlie House,

Virginia, in order to p_repa“r‘e a number of pamphlets which could be used as guides
by inexperienced grqupsvwishing 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
Z rhost important document of the workshop, and these principles went considesrably
beyond the League's position in récognizing 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 thué cannot be quoted, it can be paraphrased. The
earfl}./ 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. Furthey-—-

more, day care was described as being a type of program which could either bring
parents and children t'ogether‘ or else drive a \I/vedge between them. The statement of
principles opted strongly for adoption of the for;ner goal and str‘e‘ssed that quality
day care should never do anything to reduce the family's cgmrr}\itment and responsi-
bility for its 6wh children. One suggested way of achieving this inter—generational
cohesiveness was to supply parents with the inforrr@on needed to make informed
judgments and then:x 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 dare has been viewed, in today's
parlance, as an advocate for the child, for the parent (éspecially the mother), and ‘
now for-the family. The policy implications of thése different orientations are .

profound and far-reaching.

¢ Day Care and Social Policy _
TI:ne arguments in this papér have béen directed toward the generalization that
(becausé of its importance in the lives of children) day care should be a bold instru-
rdent g;f:social policy. In fac_:t, day care has not made policy; it has followed along
i, When policy ha's been méde. It has accommodated when it - should have foréed
acco%modatiqn from other institutions. It has apologized when it should have
bdasted of its .potential . It has grown somewl:a\t"lfgs%\azardly, changing its own
d?afinition ever;;y“ten;x years or so. At present it does not know whether it should serve
t‘i‘ze child, the parent, or the family. It cannot make up its mind whether it is a
service forfamilies with social pathology or fdr all families, whether it should be
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- tion to the next without planned pollination,
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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 f’rom one-
generation to the next. It does not know Wwhere to obtain its official identity This
identity confusipn can be clearly seen in licensmg pattems followed in the 48 states
which now license day care faCilities. In the licensing for group day care for pre-
school children (not infants) the Welfar‘e Department (or the equivalent thereof called
by a <5lightly different name) handles. the licensing in 36 states the Health Department
in 8, and some dif"fer*ent agency or some combination in. the remainder. The Depart—
ment of Education is the licenamg 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 pr*oper* di r*ections for its

continued evolution. Perhaps, as a hybrid, it will not "breed true" from one genera-
. H .

It is precisely in this area of_ planning forj our‘chi,ldr*en, ext:ept in the grossest
sense, that we are most timid in this country., With our °tr~aditio'n of i/alui’ng r*uéged
individualism, we have been reluctant to éay muc;h about the kinds, of children we
want. Do we want obédient chi’ldiﬂen? Happy childr*en?'Adaptive childr*ei;i? Children
who remain faithful to the values of their families? Militant children? Bright _'
children? Group-oriented children? \’/Voo‘dstoci< and I\/laypole youth or Peace Corp
youth? Eventual adults who can slip from one type to another? Bronfenbrenner has
comménted on the extent to which child-rearing patterns .in the U,S.S. R, have a
clear objective —— to train children to bacome r*equnsible citizens of the Soviet
state —— in cohtr*ast to the belief in autonomy in the U.S.A. In our concern for
respecting individuality we occaaidnally find license for evasign of the responsibility
for guidance, Day care, as but_o'n"ie of the resouces in an armamentarium of child
care programs, suffers no more fr*ol'n 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 fMannot logically be any place

"'\*t‘m* than public education —— albeit education defined more flexibly and compre~

ElKclvely than is usually the case. Were a health definition to supersede the current

Lty tnen s 00160




BN [ )
Q

Welf"ar*e concept of day 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 cgblic
", education and public day care, for most schools are."day schools" and nepr‘esent
"day education" with or without the supportive family services gener*all; of-’f’ered
undevr',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 bégomes 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 expr*essing, thinking, feeling,. and problém solving are being
de@veloped and value systems are being essimilated, hae no need to feel apologe‘tic.‘
Coming from this author the sd gestion that day care find aafor*um in edUcalEion
(even taken in its.literal meaning "td lead out of") can only -sound like a cartisen
recommendation. It is hoped that this will not be the case, for i 'ém talking more b

about a conceptual modgl for program design than about professional auspices for

program operation. BUt’ essentially the same suggestiorphas been made by others,
2

1nclud1ng Florence Ruder*man in her book, Child Care and Working Mothers: °

"Day care, regardless of the ausptces under which it is offered, should be
developed as a child care pr*ogr*am- a program d1r*ected to optimum social and
psychologlcal 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
help shouldlno more _defl‘:\e day care, nor determine ellglblllty for it, than the

: existence of social service departments in schools and hospitals,.now defines these
“ facilities as social work services. For organiéed child care service in this countny
to develop and meet adequately a growing Foclal need it must be. recognized as a positive
» social institution and enabled to stand in its own right as an essential child care pro~
gr*am." With this arientation, the challenge becomes one of having comprehensive
Chlld care embraced as a legltlmate endeavor of that behemoth of public policy —-
publlc education —— without having lt consumed in the fire of an encrusted bureau-

cracy and w1thout any loss of concern with "care and protection." And this orienta~

need not close out any of the dlver*se m@dels now being tried. Public education
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would do well to stop and reflect occasiohally that one of its concerns should be with
the care and protection of the children and youth who come within its sphere of
influence! From such a powerful forum, day care would pbe heard. And perhaps

education would listen.

of Timid Social Folicy" é/ b the reverse title I gave it. For at this moment in history,

when we are on the threshold of embarking onva ration—-wide program of social inter-
vention offered through comprehensive child care we lat ourselves be persuaded to N
prattle in small talk about lech things as cost per chilc‘i,‘ physical facilities, or

even community control. Bold’ instrument of timid policy. An when we begin to
think big about what kinds of children we want to have in the next generation, about g
which human characteristics will étand them in good stead in a world changing so
rapidly that we cannot begin to predict accurately yvk;at 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 ;Dolicy. Yet any social institution which can shape be_haviof:, can

help instill values and competencies and life styles,“shoﬁld also shape policy.

Early child care is a powerful inst‘rument for influencing patterns of development

and the quality of life for chil.dr‘en and adults. Because of its power, those who give °

it direction must not think or act with timidity.
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Day care (Contmued from Page 5)

preted negatively; such Situations can be
used to reectablish effective school-family
communication.

TOWARD COOPTATION

. bhave tried to stimylate thinking about the

advantages of a conceptual and operational
Sntegration of day care and education and also
-to encourage colleges and universities which
prepare educational personnel to include day
care in their endeavors.

» “Héwever, having neglected day care for so
long, education cannot simply step in and Say,'
“I'will take over now.” The social welfare field, -
which has carried the ball, which has fought the

. battles in most of the state legislatures for
minimum standards, program funding, qad the
like, will not and chould not passively relinguish
all its interests. The bocial welfare era of guid-
ing day care has made a major contribution. It
has helped humanize the service; it has insisted
on serving\ihe needs of both children and
parentg.

To a certain extent the social work profes-
sion has helped keep day care "loose,” keeping
options open so that the directions ot growth,
were not closed out before they had a chance
to be tricd. The entire field of education nceds
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 gightful
place alongside our major social institutions.

Bettye M. Caldwell is
professot of elementary
education and director of the
Center for Early Development
and Education in the College
of Education, University of
Arkansas, Little Rock, Dr.
Caldwell Is presently yorking
on a book, Educational’ Child
_ Care for Infants and Youngy,

. . Children, ‘

Editor's Note — A 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 O,
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,
Schoo! of Education, University of Piltsburgh,
Pittsburgh, Pa.

.
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This appendix. consisted of ‘a reprint of

o : "What Does Research Teach Us About Day Care;
L , For €hildren Under Three," by Bettye M.

\ -~ Caldwell.” It is copyrighted and not available
for reproduction by ERIC at this time. The

- paper was published in Children Today;
January-February’ 1972, p6-T11. v
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day care in America has grown in spite of secia] planning rather than beca se of it.

<,

WHAT HAPPENS TO CHILDREN IN DAY CARE? | .
A ' Bettye M. Ca]dwel]1 ‘

¢.
y

v . N ‘ ' }
A few years ago it would have heen impossible to try .to approximate an answer

| o?/series of answers td the guestidn, "What pens to children in day_ care?" for: the _

\ts mple reason that for many yé%rs nobody bothered to try to find the answers. For

4
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 day ‘care, asserting that hore‘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 *

,1115. Finally sociat p]anﬁers began to realize that failure to provide good day

care did not keep mothers at Qome,vparticularly these thoqght]ess creatukes} often

left with full responsibility for cht]d-rearing, whose cht]dren’might not have sub-
sisted without the income that the mother could provide. Rather the a]ternative‘to
not prov{ding\gggg‘day‘care was to-force mctherS"to’Settie for substandard day care.

But suddenly day care is very much in Ouk,consciousness. Where did it come from?

\\eWith many people the experience is 1ike learning a new worq. Before you learned that

word, you never heard it before; now-suddenly you hear it three times a-day and wonder
why people gre sudden]y using it so often’ Day care, or simply“ehildtcare-‘as ost
of us prefer to call 1t has suddenly emerged as a major force in Amer1can life, and

it will not disappear again. It is with us to stay. I th1nk there are a number of - A

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 Gr&nt No. SF-500, Office of Child Deve]opment Department

of Hea]th Education, and Welfare. Author's address: 814 Sherman, Little Rock, Arkansas.
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reasons for that emergence but do not wish to spend so much time sharing my

ana]ys1s of social trends with you that I forget about the magor quest1ons raised

by my t1t1e Suffice.it to say that at least one reason that comm ity-based ch11d

ql

care is with us as a subJect of m;30r social concern is that we have eached a new
_level of community or1entation in our persona] 11ves One ,by one the maJor areas \~ .
of 11fe that have throughout h1stony been taken care of predom1nant1y within the

family (extept for a few select people W1th1n eachnsoc1altgroup)--ch11d-beartng, .
routine health care, basic educétion, food prepération--have’begun to be shared

with others in'theasocia1 group Such shar1ng comes about in any f1e1d whenever >
specwal{zat1on of function takes place dnd some members of the community are recog- |
nized as more skilled than others at a particular task.. As techniques.of child .
rzaring have hecome a subject of scientific study, and as groWih-inducing and ¥gowth-
retarding practices have heen iaentitiedgtﬁt has become inevitahle that child care

be graduaily ever more professzona]wzed Mhenever either self-proclaimed or con-
sensually- acciaxmed expertg" appaar who suhposédﬂy can do & batter job at a given

Task, someone is sure to speak ug quickly\qnd say, "Then do it for me, or at least

help me do it;“g To me it is useful to view- day caré in this context of socia% evolu-
tion as a'mahifestation of the profe;siona]izatﬁon of child care and.hot simply as

an ad hoc procedure created to perform desired social sarvices.

V“Xhe dawn of the day care movement in America (it took a gquantum step during and.
© after World War 11) did. not coincide with our obtaining information that would help

us answer the question of our title, "What happens to éhi]dren in day care," Iir
t

~ early day care programs grew up"almost outside the boundary oikfij::::ﬂicien #ic
inquiry. Simultaneously with the increaée in day care in America <aé€:;ha a

bU11d -up in the area generally called nursery education or preschool educat1on But*®

certa1n1y the leaders in that field d1d not ta]k to the people in day care,.and

‘vvce versa! Indeed not. For, after a11, was not day care a service des1gngd to
s . . ,
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provide care and protection for unfbrtunate chi]dren'whose mothers were forced to

work? - And did not use of day care automatically identify a family as one in which

there was social pdthology? After all, if there were no such pathology, the family

theoretically would not have sought day care.- Nursery education, on jhe other hend,
- was for children from sforybook Ameriqe; for the Dick and Janes who would later
appear-in our readers, all blond and blue-eyed andifair¥sk1nned, happily chasing their |
dog Spot in the drassy yard of their Cape Cod house Surrounded by its white picket,
fence. Al11 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 cookieswand Tovingly applied band-aids when someone fell down.
These children were exhaustéu§1y reseawched to the extent that we knew hew they '
greu What their concetions of causality and deity were, how many'words they knew o
at each age 1eve1, whether they played para]]e]] or as isolates (heaven forbid )s
Whet the1r average IQ s were, whether they responded better to autocratic or
democratic }eadersh1p-—and on and on and on’

;/ But there were other chi]dren out there. It vas juet, as Mfchae] Harrington
charged,,thet,ghey were.invisib1e to us. And many of then were in day care--often |
of an 1mprqvised‘type,‘not in beautiful lab schools furnished with Creative P]aythings,
and futurietie jungle gyms. .No, many of those of nurSery school ade were left/ with -
a 6 or,7fyear;o1ds at ' 5:30 in the morning when mother had'to‘1eave.the housin oject

to catch e train across' town to arrive by 7:00 A.M. at the hogpital where sh worked.
| At 7'30-they went to an aunt's apartment three flodrs down,7and she gave them break- - B
fast and then took them, along with her two, to a decrepit day care center, fo]]owing
which she Teft for work. At 4:00 the1r mother picked them up, along with the two °
that be]onged to the aunt, and took them home with her, where all the ch11dren stayed

. until the aunt came home--and so on. Certainly few peop]e were interested in the '

child development of "those children." For.how could we possibly genera11zeato .
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the populat1on as a whole if we used such a group for our research sample? .The fact
1 that “those children" were probably far more representat1ve than the ones be1ngw

RE

| exhaust1ve1y studied never seemed to make an 1npress1on on anyone' s consc1ousness unti]

% the early sixties. -
But then things changed abruptly, andﬁday care waS‘given the impetUSoit'needed to

come into its own--into its own w1th full trapp1ngs of social respectability and that

- fraternity handshake of the 1nte11ectua1 crowd--data,’ facts information. For it was

" in the ear]y sixties that early ch11dhood as an important deve]opmentaT pehiod was
discovered. Furthermore, with early childhood's discovery came the notion that it

was not only there but that it might be tr1t1ca1 for sett1ng developmental limits

‘for the child for the rest of his tife. Intervent1on during the early years became
the batile.cry, and for the first ting the primary target group was "those children® who
previously had been tgtally_neglecégd, Sc%entif?g.idaas_can hgver'ilourish, of course,
uh%éss they are campatib1e with the Zeitgeist.' More and bette% nursery education of
the 2-3 hour a day Var{ety woudd not have fil]ed a major social need. But more and

,bétter day care would indeed £i1] suchla"neeé?é And sa dgyhcare came out of the kitchen .
and, for tile first time, began to.éai in the dining room. It was no lohgev a pariah;

it was really the prodigal son who ‘had béen misuhdeésthoq ail along. And so, for the
Iast Six or seven years, we.have been seviousiy trying to observe day carc programs, to
try to evaluate the extent to_which they wanu1ate‘objectives for- the children and

. families and then meet those objectives, to conduct vesearch on samples of children in
da& care ahd thus té‘hnderétand them better anﬁ’;; broaden our understanding of all
children. And on the ha§i¢ of the pool of kh@WTedgc now emevgihg we.cén begﬁh to answer

the question of this paper,"What happens to children in day care?"

i. A fuln.vange of experiences w1l] be encountered by children in day care; one
' “ -

can_ng more speak of day care in-the singular than one can of "school." This = .
. B N B B v T ‘1 . e
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has-béen documentgd more éoqplete]y by Prescott and Janes k1967)'than‘by aﬁybné'else.“
They obServed'fbr fodr 20-minute periods daiiy for 10 days in 50 randomly sélected
day care centers iﬁ the Los Angeles area and noted such tﬁings as teaching style

" (use of restriction or encouragement), amount of training, program formatﬁ, spatial
-arrangements, and staff attitudes. As would be exbected if one paused to“refTébt o}n"‘ ’
on it théy found a wide variety on all their variables in the:dfffergnt éénters
they observed. Among their findings were such things as the fact that, in general,

- amount of train1ng was a predictor oﬁgwhether the program would be adult-centered
or child-cen}eredd with more- training associated to a child-centered approach , a1th6hgh '
there weré some very‘we11~traingd directors Who were adult-centered. Size of the
fééflity and avraﬁgement of equipment within the available space was an importaqt '
dgterminant @fftéacher,performanceo They found that day care wag most ef%ectidglégsfv;uy -
determined by the extent of the children's interest and invoﬁvement in the progfam)
in those centers in which the staff was flexible and where children's needs were
met,  Positive behavior tended to be f@rthcoming in response to en@@wrageﬁént, to
lessons in cpnsideratﬂon,.c;eatﬁvity9>p1@asure, awe and wondér, and to emphasﬁs

-on verbal skills, MNegative behaviors téndéd to be associated.with restriction and '
to lessons in control and restraint and rules of social ? iving. In shovtg in this

- important’ @bservat1on@1 ¢tudy9 Tt wasigossnble to pﬂace the pr@gwamu of different
centers along a variety of gontznua both in terms @f pr@gvam 1npuc>amd child
v%sponéeu Neither in California nor in any @ther>ﬂ@@étipn ﬁ?n one refer to "day _
care" en masse and be doing anything,othe? thgm obscuring iMpowtant‘informatioh.

Z, Children in day care develop motivatioma]iy and in tevims of skills consi-

deréd adaptive in today's world. A few years ago when a nuber of peopte began ‘to

do serious'reSearch on the effects of day care, c}itics of the field took the
pos1tion that the task for the researchers was to prove that the experience did
not harm the chv?dren This was generated bj the fallacious assumption that gvoup

12
<&
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day.care was the equiva1¢nt of in§;1tdtfonalugroup care, in which children experienced
extremely depfiving\sensony circumstances and in which the problem of self-identity -
was difficu]t i€ not impossible to solve. MNow we fortunately have an accumulation
| of data which demonsirates that quite the regérse can be true in well-planned and
we]lgrﬁn programs. That is, chi]dren~enr011ed jn g?y care on the averade show
-significant gains on standard intelligence and achievement tests. Data in support
" of this can be cited firom the Children's Center in Syracuse, New York (Caldwell
and Richmond, 1964). The hypothesis that led to the development of that program
was that the optimal time to bggﬁn enricp{;g the experiential environment of -a
child was during early infancy--that is,oafter such time as he would have formf} ale|
attachment to his ﬁrimary caregiver {his ﬁother) but before sucﬁ tim2 as restrictive
‘modes of communication and thinking haq;beén established that would limit his
future adaptivityo Fwom 1966 to 1969 this program had yearly ‘eardlinent of approxi-
mately 75 chwﬂdrea&rangnng in age, from six months to five yfars aggxngﬂch into
five approxnm:teﬁy equal subgroups. Age separations in the groups were not rigid,
aﬂJ during part of each day the children were in planned contacts with o6lder and

younger groups. Most of the chiildren attendad for a full six-vo-nine hour day, with

-8 aeach@r~pdpnﬂ ratio being approx*mataly 1:4 for all groups. The ciassvoom activities

-

offered a bﬂﬂance between teacher- 1nvt1ated and child-initiated activities. _That

i, in each day's sghgdu]e\there were some actnvﬂt1e§ that were carefully planned

« by the,teachjpgVété%f.and?ﬁfhers that involved completaly free selection of activity
ﬂnd expression of interest by the children. A1l groups were vacially balanced, and
én'qtfempt was made (not aTWays'sutcessfu1) to have equal numbers of boys and airls

. ini each group. L . SN | ‘

At this time data are available from some 86 children who had enterad day care

prior to age three and 22 who had entered after age thfgg and 49 controls frém comparable

. - 0017_§
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~ the same pattern.

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 enro]]mentaon a standardized test of

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 stat1st1ca11y

. reliable. Data from other demonetration day care projects have shewn essentially

It has been suggested that such gains are spurious and merely reflect greater
familiarity wvth the test situation and greater ease and relaxation during the
assessment per1od. This may well be the case. ' However, 1t i s1gn1f1cant to nbte ’

that in the Syracuse s tudy comtro?s were themselves ﬁesned in circuristances which

corresponded very closely te those under which the day care chiidren 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 situation ane with the cxaminers.

But even if the cains in thz day 65{? children are motivationa’ rvather than intrinsic

- cognitive gains, this in itself is importanf Whether such gains no?d'up with time

. - is quite another matter, and one to wh]ch a great dea{ more rescarch attention

4

needs to be directedoﬁn the future

Findings ¥roem other carefully eva1uated'day care programs have shown ei ther
similar gains (Robinson and Robinson, in press) or else-n@ difference between day
care and ceﬁtweﬂ children (Keister, 1970). Probably the, imost eccuréte generé?izatﬂ@nv
that can be drawn is that the greater the proeortion of children in a program from
environments>wbich differ from the middle class novin, the greater the likelihood

that results will indicate g\ increase in cognitive fumciion’ g associated with day
. - X N .
& ’ :
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_ care; the greater the proportion of children from backgrounds already geared to
the acquisition of skills regresented in the®developmental tests, the less the
likelihood that “here will be a stat1st1ca1]y significant difference between day
care and control children. Butlabove,both of thgse conclusions can be placed the
superordinate genera]izat{on that inte]]ecéua] development need not b; gdverse]y
affected by participation in day care as many people seemed to'feaf might be the ‘
case if.chiidren were separated from their families for large segﬁén§§ 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 health of children is a major one. Because of the associated health hézards, it

would have been foliy untii just a few years ago to advocaté bringingllarge nurbers
| of ypung children,.eSpecially infants, together in groups--epidemics of measles of
polio would have besp disasi-aus consequences. Now, however, such illnesses can be
controlled by immunization and, provided a fémiiy receives good madical care, they.
no longer need to pose a serious threat to the presence of young children in groups,
But what about the array of less serious, but sti]1 troublesome, illnesses
that beset iﬁgpg children ir grouns? Specifically, what effect will day care have
on the incidence and sevzi vy ¢f coelds and other VESpmratory i11nesses? Will children
in groups have purpenua runny noses and w11ﬂ one infant in a group so spread his
i1Iness mham no one witl be safe? Theselquestions are especially relevant for
jnfant day care.
Several infant centers are currently ;%11ecting data on this §ubg%§t% but to
date only ;he Chapel Hill, Morth Carsclina group, has pubiished resu]téi Over a
5-year period, this group studied vespiratory illnesses in approximately 100 children
_ who had participated, for some length of time, in tﬁe Frank Porter Graham Child

Development Center. Most of vhe children entered day care before 1 year of age.

T B -




,,fhe average %hcidence of respiratory illness by the group was 8.9 illnesses per child
’ per year.Ey The highest incidence rate of 10-per year:was in the chﬁldren under one . © e
- year, with the figure drqpping be]Qw 8 per year in the'fhree year o]ds. The Chapel
| Hi1l data Were Compared to data frdm a large metropolitan communi ty which recoraed
an average of 8.3;1]1nesses per year for one yeér old chf]dren and 7.4 ﬁér year
fhereafter th;ougﬁ age 5. Glezen, et al (1971) concluded that infant dayfcare might
~ be associated witﬁ a slight excess of respiratory {11nesses in children undér one
year of age but that after that time the incidence fighres were very similar to those
reported for home reared chi]dren.‘
Data from this study should be very reassuringrtovthose who a}e interested
~in operating fhfant day care programs. In the Chapef Hi1l Center, no attempt
was made to i§o1ate the i1l chi1dren unless this appeared necessary for th% i1l
- child's own'we]!=being. of coursegAhigh standards of cleanliness were maintained
by the staff. Also, all children received excellent medical care -through the
program and, by 1967, a full timz nurse and part time pediatrﬁcﬁan weveApért of
the staff. Thus , one should qo?, from the results of this one s,i;ud,y9 rush to the |

conclusion that infant day care will never be associated with increased incidence

~of illness. 0bV1ous1y the data at hand are from a high quality program WHiéh .
“strove for optimal conditions for the maintenange of health. They are in the
least encouraging. |

4. Children in day care do not lose their attachment to their mothers. The

Syracdse group (Caldwé]], 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 founda%%pn to all other social attachments that a child forms in later

Y

1ife (Ainsworth, 1969). 1In order to obtain some information on how early day care 7

e e0drs
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affects this basic attachment, thé Syracuse staff compare& two groups of mother=
child dyads. -

Children in one group of 18 mother:chi1d'pairs had been 1nvofved in the Syracuse
day care program from the time they were approximately oh@ year old. Childrenin
ﬁhe other group of 23 mother-child pairs had remained in the exclusive care of their

. 4 .
mothers during that same period. A1l assessments were made when the children were

approximately 30 months of age. Based on observations of i;teractidn between tﬁe
mothers and -the children in a 3- hiyr session, interviews about the child's behavior
- at home, and discussions of the mother's own child- rear1ng patterns, a cluster of
ratings pertaining to atﬁachment behavior was made for each motheraaqd child.

Findings ofvfhe study should be very reassuring to all persons.congerned
wifh infant day care. In terms.of the atta;hment of the children for their own
wothers, there were no significént differences between the day garé and the home»%
reared infants. That is, the ch11dren who had been enrolled in day care and had
been exposed to severai adults daily since before their first birthday were Just~és
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 aétachment, i.e., in terms of their
attachment to pegple other than the1r mothers. They day care infants gnjbyed inter-
action with oth@r peop1e more than the home-reared infants. ?ﬁi§ finding is
compatib]e with data from a study by Schaffer and Emerson in Sco%Iand (1964) which
showed that infants who had had extensive contacts with other people tended to
develop attachment to more people than %nfants who had been. isolated.

In regard to strength of at%achment 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 old.when they were enrolled in

day care. This policy was adepted to permit the primavy child-mother attachmeni €0

Q
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i%%eve]op nggrg_fhe child-was placed in a situation that might conceivggly weaken
it R ‘ | |

o Other findings in this Syracuse study which, wﬁi]e not directly'answe}ing our
quest1on about the effects of day care upon soc1a1 and emotional functioning,
demonstrate the informational byproducts that can generally be expected from broad-
based research. For examp]e, when the day care and home-reared samples were combined,
we found that sfreﬁﬁih ef attachment of a child for his mother was correlated with

, &
developmental level. That is, children whose development was most advanced usually

b

were rated as the most attached to, their mothers. Similarly, there was some.
evidence that the most adveheed babieeﬁ%eqded to have the most attached mothers.
Both of these findihgs corroborate the gehera]ization that one cannot’effectiﬁely
fseparate early manifestations of intelligence from other aspects of development.
Several other projecté are confﬁnua]ly monitoring the social and emotionai .
eevelopment of infants whose early experience has included day care. Within fhe
next fivevyears:a great deal of info}mation'on this topic should be available to
".US. | ' a ) |

5. Youngﬂchi1dren in day “care do not necessarily become émetiona]]y distﬁrbedb

«This conclusion is also stated negatively, as there were valid theoretical reasons

@

to vemaﬂn alert lest this occur. Gain data from the Syracuse project can,be offered E
to substantlate ‘the po1wt In 1968 Dr. Samuel Braun, a child psvchlatrwst was s
asked to do what is genera11y called a "blind" study on aT] the children in the gweup o
of three- four«year~o1ds‘(Braun & Caldwell, in press). " For many people the only |
acceptable cutting point For enrolling children in day care was age three=~any
 ch11dren put in such a situation at an earlier age were Tikely to become emat1ona11y
disturbed,_p? so it was predicted. Those of us who operated the Syracuse program

were eager for reassurance that our procedure developed to offer cognitive and
» . .

sociaf enrichmant was not-producing emotional damage. Accerdingly Dr. Braun spent-

60180
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a.weék wit@ the children in the two oldest groups:-he1p%ng in the c1assrgoms, e;tihg

. with fhem! going to the‘%athrobm with them, riding to and from school with them,

talking with their teachers, jus# observihg them, etc. At the end of that time he’
rated each child on a scale of 1-5, with "1" indicating good adjdstment and "5"

indicating poor adjustment.. 0f the total group on]j one ch11d?feceig;d a ratiﬁg.

of "5" anq qnly four received g.rating of "4", indicating that in@géheralthe Bd

children were relatively well adjusted. After having that as réﬁ%%?rance, ve

looked to seg whether the distribution of ratings differed for th;féhi1dren who

had entered the program younger than three and those who had pnro]1ed at or after

;ge three. The distributions of rat{hgs for the two groups were virtually iﬁentica],

indicating that early enrollment (prior to age 3$vneed not be associated.with'é

high incidence of emofional disturbance. Again.more reassurance.

«

6. Children in day cave develop a.feeling of community. For some time we

have thought that\n;r early day care children "cared for" ore argicszr < oar: than

one usually finds ir avoups of children of similar age. (One infdrma!,Crite}ion

of this ic that comrtinas they seem to fight more--like siblings ) They are often
‘deep?y concornad aboge snnsher child's rights; about whethe:r War} hat rad her thrp
or whethey the tearha dzszii adequately with Eric when he pushad Geval? off the
tricycle. A .int that this might be the situation can be found in pubiished reports
{see Freud and Dann, 1844) of the social behavior of parentless childrer who were ©
released from cdhcentratfon ramps in eastern Europe after World War II. These
children seemed to find their strength in each other and to resigt for some time

fhe establishment of close ties with new adults and with other children. Currently
Lay and Meyer are collecting some observational data on¢20 kindergarten children who'
are "graduateg“ of ‘the Syracuse Children's Center, most of whom have been toaether

in déy care from early infancy. These children ak; now enrolled in a school with

20 additional children whe were not part of the day care sample. Using a time
RN

° b
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, sample observational technique Lay. and Meyer found that although the "new“ children - -
" distributed their soc1a1 encountens rather equally over the entire group of 40

W':children, the soc1a1 1nteract10ns of the former day care chi]dren wére 1arge1y

#
among themse]ves That is, they tended to st1ck with the children who had

J‘graduated" to tlie% env1ronmen/t togetinér, a]though over the courSe of the-year
(as new friendship patterns deve]oped) this tendency weakened somewhat. Th1s
suggests that fhese iittle chi]dren from diverse family backgrounds moved to a
new- soc1a1 setting as a sma]]\community--sticking together,»helping 6ne another, i
offering a familiar base unt11 the new environment cou]d be more read11y appre-
hended Severa] of the children were from unstah\elgnd disUered families, and

/ LY
" most were from famiTies- burdenéd in economic d1fficu1t1es, yet the1r "togetherness"

f . - e . , ' ! . .
Jere had~h'19ed them adjust to a new.situation and had strengthened in them-the feeling
.. of . commun1ty that we need to encﬁuﬁ%ge 1n aii ohildren. | ) o <

Ghi]dren in day care have a better‘chance of being AmericaniZed I wish

\\ tojuse th1$ rather archaic sounding term~-Americanize--to highlight the absurdity
‘ofiuomé of the charges that- have been Teveled against the recentiy defeated (and
\momentariiy underground) comprehen51ve ch11d care bill. Evéryone°1nterested in .
:-dﬁy care knows the highiights in the sad chronology of events of December, 1971

) :The Cdmprehen51ve Ghild Deveiopm@nt Act, inserted as a seotlon of the bill authoriZing
| ﬁxten51on of the OEO, passed the,Senateg_then the House, and then was prompt]y vetoed

by the presmdent An attempt to'over~ride’the«presidential veto‘in the’ Senate failed

"a by seven votes to achieve the needed two thirds ma;ority in his"messaée accompanying _

g the veto the president condemned .the chiid care provision for itS “"fiscal irresponsi-

;A bi]ity, administrative unworkability,, nd fam11y~weakening imp]ications *of the system

it envi51ons R The pre51dent was Justifiabiy concerned about this veto, as, sh3rtiy

gfter taking office, he had by ‘Executive Order Eaeated the Office of Child Deve]opment

\

: ‘&
‘ and had committed h;s office to do everything p0551b1e to strengthen programs for -

2%

L3
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1 chi]dren‘during the first Five'years of life. A]though participation in the programs

'Was ‘to be voipntary, and a]though 1oca1 paant councils would gu1de all programgﬁthat .
became operational, the preS1dent claimed to fear that the child deve1opment programs
woo1d eventua11y become mandatory and thus serve to destroy the’ fam11y. He said:

" "For the Federal government to-plunge head1ong financia]Iy‘1nto'supportino child
development would commit the vastfmora1 aothority of the National Government to .
the side of communal approaches to child rearing over against the family-centered
approach. " o I
" An illustration of this poS1t1on can be found.in the fo]]oW1ng quote from
the CohgreSS1ona1 Record the - remarks made by a California 1eVJs1ator who shall
remain name]ess | '

“’ "Of course, Mr. Speaker, they do not yet ask for power to take children

by force fThat never comes first. But, Mr Speaker as sureby as twilight
: foTTows sunset and darkness follows tw111ght, it comes last. It is the
! enw/mo whtchma11 such programs_]ocha11y tend. The family is the backbone
+ of any healthy society Destroy the family and we destroy America This

by

.ot 'child deve]opment' 1eg1s1at1on aims at prov1d1ng a substitute for the
“family in the form of comm1ttees of psych1atrists, psycho1og1sts, sociolo-
gists “and social workers But the?i is no substitute for the fam11y. A
Nation of orphanages cannot endure, and shou]d not. “It is an offense to
God and man."

<«

This. bit of 1mpaSS1oned rhetor1c was followed by the piece de reS1stance

"Wa1k into the halls of the Department of Hea]th Educat1on and Welfare and-
" - think Of pavi ng it ’Ir(p'lace of: a mother " p/ .

This charge _ has come to be 1abe1ed the "SoV1et1zat1on" ?ssue--such programs
W111 mean that we are changing our basic soc1a11zat1on pattern to conform to that

used in collective societies. This is, of}course,ﬁa\ipur1ous issue, de11berate1y

o lo- . ooissT




set of parents could hope to do all that was needed to educate (i.e., soc1a11ze)

of progressive child development legislation, I wish to suggest that early ch11

= R

e \ ,
\2715 -
employed to contuse and\mislead. A few careful substitutions in part of the above
quotatidh will perhaps help to strengthen my point:
"This 'education' legislatjon aims at providing a substitute for the family

~in the form of comm1ttees of super1nt¢ndents, pr}nc1pals, and teachers "

For is that not what we do in our pub11c schoo]s? Do we not now let teachers help

our children learn how to read and c1pher 1nstead of the1r parents as used to be

°

the pattern? Aniﬂhas not vocat1ona1 education broken up the pattern of family

D

apprenticeship? To assert that/%gfexper1ence wh%ch can heTp ch11dren achieve the

goals for which this cauntry stands will "Sovfetize" them indicates just how far

we have strayed;from those original g@%ls. Did we not develop a i*{tem of public

Y

education in this countrv precisely because our forefathers recognized that no

et
el

their children?

Thuslto counter some of the irresponsible Eharges as to'possible consequentes

development programs can do much to help Amer1can1ze American children. Let me

re1ate a poignant anecdote to 111ustrate my p01nt -

“This occurred in the kindergarten of our extended day schoo], a comprehens1Ve‘

educatvonai day care facility for children ranging in age from under one year up
through the sixth grade One of the mos;qgopular ch11dren was a 11tt1ejwh1te child

whose two best friends, one a boy and one & girl, appened to be b]ack Aroun&d
\f

. Christmas time the girl's parents 1nd1cated their 1ntent1on to wﬂthdraw hér\from

&

~the school, as the raC1a1 ‘composition had sh1fted from about 50:50 to 75:25 b ack-

4
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policy of adnitting children without regard to race and urg?ng that the chi]d be

5\

permitted to remain in what was obviously a high]y rewarding and enjoyable environ-
ment for her. The parefits thought the matter\ over and kept the child in school.
The(first ngrning after the Christmas holidays, e/little g1r1 came into the
room and, in her customary didactic style, pointed individually to each chi]d in”
turn and announced, "I can play with you, and you, and I can't play with you or
) you, or you. . ." W1th the honesty of a child she freely verbalized the agreement
that had a11owed her to remain in schoo] "If I do my momma's go1ng to whjp,me
*%\\\\and my brother' s_go1ng to beat me up." The earlier favorite f;lgnds of the child :
were'Ehushed, and the child herself had obvious difficulty remembering the new
rules as she fell into her school routine. Fertunately 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 fohgotten and
o 0l1d friendships were restored. ’
| To whom did the teachers in our day care scho%g have an ob11gat1on? To
those parents, whose Igve and devotion to their child expressed 1tse]f in a very
un-American concept ard type of behav1or? 0r to the child who deserved a better
chance to learn how to adapt in a pluralistic eociety in wh{ch representatives of
; all ethnic and cu]tuha] grdups have equal rights ane'privileges? has the child
who was being enéouraged to behave in the context ;; a set of values that-obviously
. contrad1cted those of the home being Sov1et1zéd7 COmmun1zed? Not at all, but she
was being Americanized. T submit that one of the nicer things that can happen to
r chi]drén‘inrday care is'that.it gites’them an opportunity to rise above their parants’
“snarrowness of vision i n.ealizing the fuller meaning of that now seemingly anfachro-

nistic phrase, the American\dream. WL ™~ g

<

©_ o018y - L




T o | | - 17 -

Summary
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1

Invthe%e remarhs, I have tried to suggest that what heppenS'to chi1oreh in day
,care need not be a hégatiVé'experienée for young children, as So many people seem . .

~to Fear today.' In fact, ii\the few programs in which,systematic research has_beenip
done, quite the reverse has beeh shown to be.the casé--qha]ity day care is associated
with intellectual gains, with the acouisition of éoeptiVe"soeia1 skills, and with

0 hea]thy phys1ca1 and erot.ona]deveropment A response to such data m1ght be a-
rejoinder that such exper1ences can obvious]y be good for children but that they -
are seldon found in day care. What is the proport1on of such programs amont the
array of centers and day care homes séattered all over the country? In how many
do you find happy children, and in how uany do you find children eating lunch off ‘

' the'11d of the garbaerpail to cite one horror story that comes from my own state)? - -
And in what proport1on }s there a.sensitive program, geared to children's developmental
needs in contrast to a'steady diet of TV throughout the day?. Unfortunately we do
“not k%ow the answers to'thosebqueEQEEhs,vbut one of the more encouraging ‘trends of
the past five years is that we are beginning to bring all categories of day care

_ undér quTic scrﬁtiny. All states now have some kind of licensing procedure for /
day care, albeit the standards vary W1de1y from state to state. ~And a]though 11censing
can in some respects be seen as encourag1ng premature crystallization of operational

~ patterns without ample opportunity to explore and try di fferent forms' of service,
in general it offers one of the best protective mechan1sms that we have. If consumers
are to get good day care, they must realize their ob11gat1on to find eut about the
situation, visit centers and keep in contact with state and nat1one1“1egis1at1on ’

~

programs.

00136
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* Finally, I would 1ike to suggest‘fhat as consumers we must all demand constant
monitoring of day care programs to ensure experiences for our Sﬁi]dren that are
conducive’ to wholesome development. Horace Mann once said that education was too
*~1qportaht to be left up. to either the professional educators or the parents--it
Had to be the concern of all cit%zens. The same is true of day care. Today one
héars-cries from potent¥al consumers for more and better day care, and soﬁetimes
. these demands appear to have but little concern for the welfare of the cnildren
in961Veé. FWe need more day care centers so tﬁeir mothers caﬁ go to work and get
off the we]fargﬂro]]s." And, "We want more child care cepteré so that women can
realize their potential."” Thése are legitimate concerns of our society, for we do
. want our citizens to be able tb function independently, and we do want our women
to have an opportunity to realize their own destiny. But sometimes it is hard fo
‘shake the feér that those who make these demands are minimaT]yc;ncé;hed about what
happens td the children. If day éare does weaken fami]& }j;e, we need tb know this,
for as of thié time we do not know of a successful wayvto rear children (.in“terms‘
‘of how our soéiety has traditiona]]y defined success) apart fcom families. We must,
in short, keep cohsténtly-éttuned to generate continuing answérs to the question
asked in_this paper. Me can have cheaper day care by not béthering'to monitor, by

not bothering to 6ére, But in the Jong run it will cost us much more.

[S
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The foTlowing-padket‘contains a 3ummary of the testing program
employed at the Center for Early Development and Education in: the

1 .
evaluation of our children's progress. S

This summary contains two sections: s

SECTION I is a description of the General Testing Schedule. The
General Testing Schedule includes the 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, qQr 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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¢ CENTER FOR EARLY DEVELOPN\ENT _” .

L AND EDUCATION .

- o INTRODUCTION |

The materrals assembled in thls booklet are being used in a multl Ievel home |

intervention projéct that i's part of the research program of the Center for
Early Deve!opment and Education:. We aye attempting to determine the
effectiveness of djfferent types of home intervention, recognizing that no

, one patter m will ever adequately serve the needs of all families. - We are’
trymg out the ‘Usefullness of these materials under the following conditions:

1) leung the written materials and the toy's necessary to carry out
" the enriclhment activities to the mother, a few pages at a time,
S 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 conceptuahzatlon '
s ¢« of the way in which the materlals might be used at this minimal
. . level of intervention.  For example they might be hanqed out to :
J "+ -a mother who has an appointméng in a well baby clinic. They could

. .be offered as™ take home material$" similar to pamphlefs on infant .
. feeding, parent-child relations, .and so on, that are eﬁen made ‘
~ available to parents in well_child clinics. s,

(2):  Home intervention pIus interpersonal rela’aonshlp wrth the mother.
~ . Thesgecond level of intervention involves having a. staff.member of .
3 s our pro;ect go ‘to the home of the parent and child and demonstrate

.~ the activities to the parent. This demonstration is conducted with 3
o the materlals thlnklng of the ‘mother-infant diad as the target. -
ST The techmque isvery similar-to the one used by -Phyllis Levenstem

| inher research. An Gttempt is made to establish an on-going. relatiofi-

shrp with the mother, and ¢time in the interview is made available to
talk about areas of eoncern that the mother mrght have Thus

.-ﬁ :

v

‘ : » . A_ o L ) 002708. P .




: although the intervention visit is esse‘ntmlly ch|ld centered,
-the reeds and interests of the mother are by no.means neglected.
The whole activity is cartied outwrth something of the wttitude -
of friénds or ne|ghbors havmg a. socml VIS"E The home VISItS
“are made b|-weekly | . —

The Written suggestlons are not g|ven out as kussembled here. “Four or
five dge~appropriate ones are selected from the total array (and néw ones
are always being prepared) and given to the mother at the time of- the
~ather’s visit to the Center for testing or the staff member's visit to the
home. The printed activity quide  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 dctivities roughly according to age level.
That is, there is a bag that deals withagtivities appropriate to the 8 to 10 6
month age range, 10 - 12, 12 - 15, and-so on. However, the activity kits

are Selectéd more in terms of what we know about the child's developmental
achieveme nts than chronological age per se.

‘The materials assembted in this booklet cover the age range of roughly eight
- t0 24 months. Materials appropriate for 24 - 48 months are currently in
" preparation. The toys placed in the kits are given to thie parents and they
-3 0re not expected to' return them. This was done because we fecred that
parents would not fully. utilize the materials if they felt they had to turn
them back in at-a later time. Infants can be hard on toys and teaching
materials, and we-were concerned lest inothers fear that they would have
o\pay for materials that a child had damaged. Because of this patterr we
have' limited the value of any given kit of-materials to- seventy-five cents.
Actually if they were ever prepared on a larger scale, the cost could be
-be reduced*by half. .

Many pﬁ)le on our staffare working either inthe project in terms of
introducing the materials t6 parents or in the preparation of the suggested
teaching activities. People who have worked on the materials include:

7
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~ Rééearc’h-De‘siQh R ,,  Typing and Art Work , *
N Bettye Caldwell - ‘ " Dorothy Rhoads
vRosnnne Gmuer N -~ Sandy Singleton

1 Preparatlon of ertten Materluls { . Printing and Assembjy

. Betiye Caldwell - S imtie Jefferies
-\ Ann Campbell , | | S ,
“kNancy Goss - Gathering of Infants

Ylu lie Ho ney |

’ " Dorothy Corbitt
urchase and Making of Toys | Evelyn Jackson {and referal ..
@ . : © from many mothers
Ann Campbell o : - alréady involved)
Andrea Gillespie >« o Pat Walter

~ Nancy Goss , ) ‘ ” T
Burbora Hubcm HomeInterventiOn

Dorothy Corbitt

o 1 ~ | Andrea Gillespie+ .
Ann Campbell | - . Julie Hpney L
~“Nancy Goss | ' - Nina Latimer o
~Barbara Huban | | - JoanRorex © -
Penny Mayer ~ " - ~ Marnette Trotter

Phyllis Melton

-' We would appreciate comments from any persons who try ahthe ma vqermls
-W|th parentsrund children.

- BETTYE M CALDWELL Director
N Center for Early Developme nt
and Education L
~University of Arkansas
- 814 Sherman Street
e ) - Little Rock, Arkansas 72202

00210




. -7 THINGS TO REMEMBER
~|. Make this a fun Timeh

| %2.. Keep i l|ghT OHd»eosy

3. Don't push Too hqrd if your child

| isn't interested. Don't feel bad"
~if he doesn'T wonT To ploy Try
~again IoTer o

| 4¢I.Spend just a. few mlnuTes egach play
Time.

5.. Praise your child. .Smile, laugh,
look proud if he does whaT you are
tfrying fo. teach him To do. Don't
scold him if he doesn't do if.

" Smile and fry again later.

6. Help him. Don'f expecT him to do |
too much on his own. He will be
more inferested in thealoys |f you
are |nTeresTed in them, too. '

D

'/ ¢
(A : A S

o ) “ a | -
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Things To R@TWLM - 3 - -

- lo.

'When henmok@s sounds ond seems To

'Some: of T%e Tedch{ng can be'done"

- D - _ R I

¥

. Talk to your child a lot. Don' +
‘feel silly.. Don't worry about using
"bgby talk" if it seems llke a good

Thing To do

)

be Trylng To tatk, answer your child,

qu his nomelofTenQ:‘SGY‘hfs name

when 'you praise him--"That's a goed
boy, Johnl™ “
o T /j

while you are working (cleaning.
house or doing dishes). Save g
few minuTes for you and The baby

. to 91T down for'o "special Time.
p

. “Make up oTher games like the ones

we. have played with your child.

" This -can be done with Things you

have around the house

< | 00212
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~ EXPLANAT | ON:

The age limitations of gach inter-

q%
vention item are quite fiexible. The

Toys and Tasks mdy.be ékpcndéd~dS‘Thé ©
. ¢child increaées.jn%hobiIiTyiqnd'voéai~
izofibﬁ.,’: The Types of. Toys we hovg//&

"chdsen For our lnTervenTlon ore noT

. X \ )
expensjve, moy be found (or dupllcoTed),

A \
. Jn_Théfhome ~and should be consndered

F,‘

as "Types” raTher thah specjfic iTems.

CODE: A--0 fo 6 months
. B--6 to- 12 months
C--12 To. 18 montThs
D--18 to 24 months
E--2%# fo 30 ‘months
F--30 to 36 months

e 60213
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Material--a ball

SiT on, The floor with your baby ‘Rdﬁﬂ : £
The ball To hlm ' | - a
.Soy, "GeT Thefboll," ; ..

LeT him chose The boll ond push i T
oround

Directions:  NexT visiT, see if your
- child will crawl (or walk)
after the balld  «




. . LISTENING
Material--a bell | S s
g ) »
STond behund your boby ond rang The bell
\
When he Turns toward the sound show him
 The’ bekﬂ L et |
Put-the bell in his hand. -

Show him. how to ring the bell.

'DfrecfibnS' Nex T VisiT see jf he?CoH
L - pick up The bel | and riﬁg_
|T . Ce |




¢ -“‘\ |
| i
3 i BLOCK \‘i; h
) : ‘} Q
| | N 4
MgTerials--blocks® - Q

LeT your boby onch while you sTack Fon
blocks

See if hevccn put oneidn,pofof GﬁoThgr,

Praise him loudly jf he stacks a block

~(or two or threel). _ ¥
. 4 ‘ . ,
. ) ¢

.Directions: NexT visit, see if he can
“build some blocks for us.




Materials--cup

Show your baby how To hold a cup by the
hondle

See if he can pick The Cupﬁup'This wdy;

Vs

" Directions: Next visiT, see'ifWhe can
. - use The handle on a cup.

R?ﬁw{av{A
CE

S L
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’ a CUP4
| | &
MoTcrlols--cup, smalI Tqy or‘f
\ oercoﬂ

Hide a piece of Cehéof,Undér the cup:

Make sure the baby sees-Qbu do this.

Encouroge him To flnd The hndden Toy -

(or cereal).

4

. !
LN
[N

Dir;CTiohs::'NexT visiT, 'seevif your

baby can "flnd" whoT |s‘

under The Cup

\3




T
PLACING IN CUP™

LTV

MoTerioFs-rcioTheSpin$ and cup
,Drop some cIoThesplns (one’or two) in\tThe
cup. :

LS
P
5

Dé This hohy Times.
See if your boby can puT Them in The cup.

) Clop for him when he does.

< 3
'3

<

Directions: Next visiT,‘see.]ﬁ your
“baby can play this game
with us.

B and C
ERIC

r
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! Y |
Material--a book.
\ .
-

SfT withYOQh bgby.and show.héﬁ o-book.‘vnh'

Pé%hf.To The piCTures.vﬁ

Te|I~Him about the biCTgrgs,'
Show him how" o Tu%n’The pagés.

see Thot’you~ﬁike~books.,

/

Let him

3

Directions: Next visit, we will look -
| at a book together. %




, f’: ‘
e “
RCADING
= o
L o g
MaTerial--a book .

Read out loud fo your beby from o book
each day. L L
The new words he hears will help him .0
talk and reagd beffer when he ts,older.

&

Directions: Try fo read from five
| ' o Ten minuTes eaq
To your beby.

= day

e




’ 2' 'iMoTé}iors-:h!nkée’g:E-Toy ) u> : ,
' ‘”‘?@ - ) ‘_ | ‘r.g
Caver the Toy PGPT of The way with the 0
honkf ‘

Do Thls whlle The boby waTchesf

Make sure some porT of The Toy |s showung

o

PonnT TQ The hankné, soy, “Eind The_;

2

, DiF¢éTions¥E-NeijV%SiTqISe 'ff&YOUP‘
: - " baby can-find a foy Thal

is parle hsdde n.




AMIRROR N

¢ ,. . . £~ . ’ o . ’ A
Material--large mirror or hand mirror -
| ° That vou hold“(be careful!)
. | e
Hold your baby in front 'of The mirror Gﬂd
vsoy,'"See The baby." -
gfﬁ

PounT to the boby in The mirror and soy,

~ "Hi, Baby." "Where's The baby?" "There
he is.” . EI |

ArLeT your boby poT the mirror and g ve it
a_ klss | o

a‘SGY,Q"Lovc the boby;"”4 y '
Let your child explore the mirror image.

Encourage him to smjle.

Directions: NequyTsiT, see if
your. baby can poinT fo himself
- in the mirror.




RING'

| MoicrdeS—-ringfcgd attached sTr.ing

‘Dangle the ring in front of your baby. ;' %

' Swing the ring back and forTH'by,The
string.

Encourage your baby to take the ring.

Lat him hold it anld find ouf all about it.

) ~ - L ‘
| | “ fé

=

o~
3 Directions: See if.your baby will
| - grab the ring on our

- nexT wvisiT.

BondC | EETPTYE




RING?

Materiais: ring and GTToched N
Trang o

;'LeT your child hold the rlng 'Thcn,
«'puT T ouT of his reach. :

/

| Po:hT ‘The STPIﬁé Toword hlm«

Show him, how to pull the sTrlng ond moke ‘
The rrng come To him.

. beécTions:(ﬂexT vnsnT' see if he’coh
N - ‘pull a Toy or the ring by
the sTrung

A cmd B s




. oerpIR | | Wﬁ“ | =

- s SCRIBBLING S : .

»
Materials--paper and chayOns"
Draw circles or lines on a piece of paper.

- b | ‘ o aa
Encourage your child to wafch you make
marks on the paper. | |
Let him try fo make marks if he wanfs to.
Directiions: Next visift, see'if.he'wilh'

. waTch while someone else "
~scribbles. |
00226 B and €




- " TALKINGS
N ”
MaTerlals--you, your child, a spare~
- (or busy) mlnuTe ’
'V§Ejnd iime To“Tolk To your child obouT

.ge,“

‘,“chonge_hlm.

whoT you are doing.
S

Tell him The ‘parts of the body as you

A3

| =

"Exp¥diﬁ’Wh°T you are doing when you

4 ¥
. o
. & N // y
clean house. . ¢
- §. .
, - . ] {
[} . ' . L _
1, !
ﬂ 1]

-

| Take.TlME To Talk To your ba&x odoy!

, P
-1 N _
N ,.. ) .
N .

L Poazy

%, 4




Q@

TALKINGD

-

STbeSSﬁcdbying»words and sounds,

You copy the baby's sounds, . If

he éoys}'"Grﬁﬁ;“\Kfu say “"Grfm" |

back -fo him sometimes.
Encourage him to copy your sounds..

Work Oh.”Mdfmﬂ,"w"Doido,"'"Boby,"f

i

. . , . - B " ' . oo
.. "bow-wow, " "T.v.," “noeno,? "bye-

“bye,” and "bottle,"
) |

]



IMITATIVE PLAY (COPYING)
| 'ii\ K |
Materials--ypu and your -child
Sit on the floor with your child and kick
your feet (or paf your hegd or clap your
honds) | :

s ~ o , |
Proise'him if he copics our acTions.
1t is very |mporT0nT for your chlld To

learn To imitate oThers :

A

¥

DirecTEOQSf‘.NexT'visif,'see'ff yo0h
~° child can copy someThung
v ThoT you do.




Q

IMITATION

Material--a doll

* Take o doll and get yoUr baby to do
. whatever you do--"Pat The baby," etc.
v | n‘-‘ | ’ H * : '

"Wipe Thevbaby’s nosé."

‘"Love the baby." N
.o y 2
. . ’ = ' ) g
‘ 8| o 0
7
r / -
. Y,
‘ ‘ &
, ’
: . \ X '
' f,
| :
N




" "PEEK-A-BOO"

Materials--you and your child
Hide your face with your hands (or cover
it quh & wosh cloth).

Say, "Where's Mommy?" Peek our and say,.
”There she is!™ -

Hide your baby's face bruefly and say,
"Where's Baby?" "There he is!"

&, : f ?‘ E ' ‘ , .
Directions: See if your-baby will-

o+ - play "Peek-A- Boo"'nexT
t -vnsnT

00231




A

4 T. " HIDE AND SEEK

MoTerthsQ%you and-ydhf child’.

¢

Hnde behnnd a ChOIP or behlnd The door.
{

- Say, "Find Mommy. Where is Mommy7"

N 4

Encourdge“your child‘Togcome ond'find
you. | -

See if he wull’hlde ond let you look for
“him.

j(SThess'The bhiefneés‘of fhgiseporéTion.)

-~

Direétions: Play "Hide and Seek" on the
+ o nexT vusuT for me.




FINDING THINGS

4

Materials--you and yourkchildf
,Holdvyour child in your orms.
. Say, "Where's the light?" (or "Where's

. your bottle?" or "Mommy?" or "Daddy7"
‘eTc 2. ,' IR :

]

Help hlm flnd |T w1Th hlS eyes

% .
ﬁWhen he is older, help hlm pounT To it

'Dirécfions -See if your bqby wy““'Took




HIDDEN TGY

MoTernols, ‘A favorite toy

(sTuffed anlmol, etc.)
-

 Hide a special toy of your child' 's behnnd
. The sofa or behlnd the door. ,

Leave it shownng a little blT Help him
+ find it. ~ | L
Glap your honds ond be exched when he

-~ Finds it. : .

‘Directions: - Next visit,
play this "Hidden Toy" =
game with your baby.’ &

- See if he can find =

: The Toy




"SO BIG”

Say, "How big is ___ //// 7 While, you
.say This, sfrefch ydhm arms above your

head.

Answer, " is so big." N
%D ) . -
- Directions: Next visit, see if your
‘ child canm 1ift his arms
up when you play This ‘game.
% . . @®
: | o . r




J | krw T RE ’ﬂ\BYW 40‘ )

McTertG¥S~~doﬂﬂ kﬁeeﬁéxV'Comb'

<
o

\'Say, "Love The,bﬂby " As you say Thss
,vg.ve The dol! a paT @P a k iss.

e

-

Show your chnld how To wash The doll9
face (or comb The doi]’s haig wupe the D

S R

doll's nose .or rock the baby)

j('

 ;DtrecT|ons f-See if your baby can do one
| of Phese Things on The’ n@xT

visiv. -
S )
- | {
]
SS .
L~
| \\\ !
'VB—D° | o

j?s .




AN

" PARTS OF THE BODY
f e : . , ,

f.\ ’

- MoTerlols--you and your boby | ',///

Soy, "Where's your nose?"°To'your»b0by. /
Touch has nose and say, "Here iT is." | |
- Soy,."There S Mommy S nose," and let your
boby touch your nose.

~ Help your child find'his'eyes, ears, moUTh,ﬁr
qnd oTher parTs of The body . ‘ R
As he grows older .name hondg,zfeeT, Iegé,.'.

arms, and so on. B
_ - SN

“Directigns: -Just.naming the parts of the
. body will help your child
~learn tThem later. Do not
expect him to be able o
f|nd Them yeT

*ﬁuﬁi | ; |  'A 00237
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~ BUBBLES

'MaTer?GISF-bUbble moker‘f"
~ Make bubbles for your baby. .
Let him try to coToh or Touch The b'
bubbles o e ®
= o | e ‘
Laugh Wi th him wien-the bubbles go ,<>‘ff
| owoy - o °
DirecTiQns: Have fun!,' o ©.
et
\\., 00239 .
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A . - :
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.

DROP THE SPOOLS y

Materials-=coffee can and spools.
(or walnuts) |

Show ygfr bgby hgw F@ dr@p Thc sp©ols lnTO

the can

See if he wnll puT some spoois inTo The_‘

'»coffse con

‘Directions: Try to help him put 6 or
S 8 spools info The coffee
can. ~

\




CAR (BUG)

‘Materials--a smali car (or bug)
Show your -<child how To puéh the car (oh%' \
bug) along Igg%floor, R B

-iMcke‘”cor noiéeé .as you push it
Say, "Por$ the. C@r " qnd'r@ﬂl it uhQéf
a chair or Toble T
';\.

"Directions: -See if your boﬁy can bush |
4 the car on the floor on
The ﬁexT visit. |




CAR - SOUNDS

MaTerials--car, plane efc.’

vMake sounds of motors whlie pushnng a
tfoy along--"Choo choo" (car sound plane

~ sound, eTc ).

| Encouroge him To make The sounds w1Th -
you. -




N
SAME

—-ony 2 househpld ObJECTS

*that are’.the same (2
\spoons, 2 spools of red

'Y thread, 2 buttons, efc.)

| Material

L
2

Help your chi/ld undersTond which jtems
are the same. Gnd which |Tems are dlfferenT

?Soy; "Thcse_spoons are The same. Let's
~ puft Them Togeﬁher." |

Encourage him To group Thangs that are’
the same. - 5

,V‘Ea*_




Help him to get the

TWISTING

&

Materials--a jar, lid, ond cereal
| - (empTy baby food jars
are suggesied)

Put The 1i¢ loosely on the jor.
Show the baby how .To unscrew the 1id.

cereal out of The jar.

%

‘ﬁepeoTu - " 3

Directions: See if your becby can do this
on The nexT visift. |




| SELF-HELP

~ Encourage your chlld To take off, hIS shocs
and socks. | T A

- As soon as he learns to take Theﬁ.off‘
;heﬁp hlm learn to puT Them bock on again.

~ Say The words as you do This.

‘ PPOISC hlm,wheh he does it.

-y

40245




EARLY ACT i ON WDRDS
| (1l cvel 1)

Sometimes it is easier for a baby to learn

the names of Things than it ig to learn

action words:”™ Once he learns fo walk, he

will spend many happy minutes carrying olf
 requesTs that let him move from one place
" to anoTher. :

Use this to help hlm learn such words as:
come, go, get, give, brnmg, put, find, Toke,
show . Say such thi ings ds: .
- "Come tTo Mama." |

"Go get your bottle."

‘"pyt the cat down.”

"Bring'me your socks. o
"Where is your shoe? Go find your
shoe. s |

"Give iT To Mommy'"

—

" |f 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 |T'" -

e -+ o00246




. )
MGT@PII|S==DIGSTIC spoons and forks,
all of the same color

Have your boby sort the spoons and forks
according To their use.

‘Soy to him,"Give me all of the spoons”
(or knives or forks).

Praise your baby.

.=

‘When he gives you the last one, preterd
fo eat with it. Say, "Mmmm--good! Have
some . " Lqugh. '

Note--Sometimes The ends of The forks
breack off. Be very careful that the . g
baby doesn'f geT one in his mouth. ‘

\
. A
e
o
Y
“
A
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CLOTRESFIN LIFT

MGTePIGIS=aG shoe box top and 6 |
clothespins

Cut some holes in a shoe box Top To fift
the cloThesplnS

Fit the cloThespnnS into The\hﬂles. SqX g;
to- your child, "Take them out." Show
him what you mean. | «

# When the clothespins are ouT of.The box, -
encourage him fTo put them back info The
holes. Help him:dt first. Guide his
hand if necessary. Help him learn to
lift straight up. AT first, most babies °

~pull the pegs toward *them.




N

UPS -

)

STACK ING

Q

. Materials--measuring cups

]

Show your boby how To puf a liTtle cup -
~ ide of a bigger cup.

Help him'TO’ghoose the right cup.

Directions: See if vour baby can (quh
nelp) ST@ck 3 cups.

[

b3




L[A*ﬂ?fi PROLT SIIE

- g

Many wonderfuf\?hlngs can be done with a set
of mefal or pIQSTlc measuring cups P |
Give them to your ‘baby when .he is suTTing in
“his highchair--or any#place wherg he hos a
| Troy or Table in fronT of him. |
. \ -
- Left hlm p!oy erh the cups. If he does not
do it by himself,.show him how fo put one . -
“cup inside of another. “Say, "Put The: IlTTIef
‘ones in -the big one." 'Later on say, "
glve e The big cup or "Give me The HiTT[e
cup \ ,

. /)
“

wPrqise yoUr CHiLd'ofTeno | B

Sometimes when ybu'ore“busy,'one of The
~older chj.ldren cgn play this game wiTh The
" baby. They likel

to feel That They are
Ieorn

7"

| helplng Thelr "bo-y
./‘S’\

.




o | o
- HIDING AND FINDING

Materials--a seT of nesting mecsuring'cups'
‘and a pieceof round dry Cereol or a raisin
- To hlde

oToke 2 of “the’ meosur|ng cups and hide a piece
of cereal under The bigger cup. Say to your
child, "Gel the Cheerlo IT's under the blg

"

- cup.' Try Thlgwover and over.

. Praise your chlld offen. He won't learn To
do it all at once. | |

NexT hide The cereol under TH% little cup
_and osk your chlld to find it. Be sure to
use the words QLg I|TTIe, cup, cereal, and
'r015|n often. - |

Another time--Give him just | cup ‘and boTH&
@ raisin ohd a pjece of Cereoﬁ Hide both
and ask, lee me The raisin” or "Give me
the Cheerlo




~ MATCHING -SHAPES
| MaTerlols--cookle CuTTers with

cardboard tracings of
The cookle shape

Encounoge your child To put the cookie
cutters: down on the proper cordboord
shapes. . . | |

. P o |

/}rooe around the shapes and 5/ﬁfkyour
¢hild To ploce the cutTer on iTs drown
shcpe

e

‘Prcjsg youh»child_ofTen.

60252




. UNDERSTANDING WORDS

Emcour@gc your child To look at Thc stove,
~the light, his sisters and brofthers, or
his. {@Ther |

Encourage him “To ﬂook by looking at tThe -
i Tems yourseﬁf |

/
Proisezyﬂur child often.

Before a baby can Talk, he has to learn
to "make sense" oul of The sounds he heors;
-Every day you should "tesT" him To find
out whnch words he knows. .

=

v
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LOOK ING AND POINTING
Help your ¢hild learn 10 point.
'*Don'T worry that people”soy'iT isn7T

~polite. It's d way of helping us reach
. farther. | B

‘Take his flnger and point oT a fcmnluor'
ob ject. .

‘-Scy, "There is The IighT " while ponnTlng
~at the Ilgthulb | :

Point and encourqge htm To look aT tThe
- object. AT first he will look at your
~hand. | | |




BLOW A KQSS-

o/ ~
-~ Material--g dolt = . .

A
. -]

Teach your,child To blow a kiss or
" To |Kiss your cheek.
. E j - 3

“BSE
ERIC.
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/  LOOKING AT PICTURES

Materials--magazines
Read o magazine with your child.  Call
out .words and poinT To The piclures.

Encourage your child To point to The
pictures, Too.

Don't scold when magazines get forn.

—




SORTING BY COLOR

Materials--4 black checkers and ¥ red
checkers |

Give your child The ¥ black and ¥ red
checkers.. . . .

\ | |
Encourage him To puf tThe red cheéeckers
in one stack oM the black checkers in
another sTack. |

Praise him often.

-




MATGHING BY SHAPCE

&

ENN
s
<.\_£I'

MoTerlols~-2 black domlnoes and
. 2 black checkers'

Drd@_The shapes of The checkers and
dominoes onTo a piece of cerdboord.
Encourage, your child To place the Checkers
‘and dominoes on the cardboard shapes.

‘"PboiSc him often.




REMOV (16 OBJECT FROM BOTTLE

Materials: QmpTy boTTle and dry
- cereal

. Give your child a cheerio and a clean,

- empty baby food jar or plastic baby bofTle.

i : : | |
Encourage him to drop @ piece of cereal in
tThe bottle and then to tip it out. Say,

* "Put it in the boftle,” "Take it out," or
"Get it out." | | o

- Then give your child more cheerios to fill
The” jar. | |

Let him eaf them.

€0259




Materials--2 me@suring cups

Give y@ur chlid 2 cups while he is in the

“hgthtub. Let him pour water from one cup
'inTo The oTher

| \ : -
| f he pours waTer from the big cup into
The ittle cup, he will nofice The waTer
- running over, |

He may 'fry to drink from the cup. If so,
he will learn that soapy oner daeb not
Taste good. | : | e




-
TELEPHONE PLAY

Ly

MoTeridlé-a,Toy Telcph@né

Hand the toy telephone to child. Say,
"He | 15, " :
_Answer him.

Talk To your éhin on'The'Telephone.'

Praise him often. _ B




TELEPHONE PLAY

Material--a toy Telephdhe

«

Hand the toy telephone To child. Say, |
"Ha | | OQ: " | ‘

Answer him.

Talk to your child on thé felephone.

Praise him offen.




.'B1G AND LITTLE

 rMoTerio| -Big, and IIWTIe obJecTs cups, -
| t-outs, butt ticks.
paper cut-outs ons - ? i C S/(ﬂ’
Show your child'ohe-poir'of ob jecTs atf a
Time ond“say "Show me The big =L

Do all the big obJecTs, Then ask your Chlld
" To p0|nT To The litTle ones.

y
\
\




Maferidls:

WL

DRESS UP

Sgﬁi a grocer box for "dress'\

“y up”*clothes. Put okd shoes,
) purse, haft, dresse's, efc. in
\;/Qc, - , (‘ : : - ‘
box.
Ploy preTend gomes with yéur'child:

N
et hlm serve _you moke belleve coffee or

ta

cookles
iﬁgréfend Vou are®at a.party or in the kif-
chen cooking. Make up your own make-

‘believe .gamed.
. v .

> O
a a
)
. 123
|
¢ -
’ ¢
a
& .
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¢

0

- clecn fHe milk up.

{Hélp'ypur chifd‘poqfvhis ownmi]ﬁ.

TABLE ACTIVITIES: |

<V
5 R

"

You can prochce with him with cups when
you are bathing hnm -~

| f (or‘when?”he}spills, let him help ybu

. .

-Show hlm how To %hrow The sonled nopkln

|n tThe wosTe boskeT
v

'Moke hvm feel a part of f%e family .

.i"PPGl e him ofTen.

- e-h==;




v TABLE ACTIVITIES Il

Your child can fake part in sefting The

" table. He can fold the napkins. He can
place fhe spoons on The fable:! -~

May be you could find a pretty-leaf or a

‘flower and let him decorate The . table.

- He will like making things look nice.




sing it Togzil=

’

b

Lali »t‘h}l

i /’ 4

J .
6. JSINGING
Your chilid likes fo be happy and likes To
see you-happy. i e
LeT him hear you =irg when you feel like
ot ,
i T. |
A . . . .
Encourage him To < »ng witTh you.
Mgybe you cou'c nuve ¢ favoriTe song and
-] ’ ’ ! . o . ) .
A
i ;} 4 \»J

4 7//[:"};'“ g ’ .
.Y [/V'I'll-//’]é" . ’ )
A Ny

L rrflll'[”& ,/-lm
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FISH SONG © °
a 0 o ' '

' SONGS TO LEARN FROM

MATERTALS -- A toy fish; a picture of a-

Turkey.

| Sing'These songs To the child and show him
how To do The oppropﬁioTe hand movemenTs.

O

Fish Sang

One two Three foJr five

caught a fish alive. v
Why did- | let him go

‘Because he bit my finger so
‘Which one did he bite

Thé 1iTtle gne on The right.

,Turkeyasgﬂg

|'m a very fine turkey

And | sing a fine song
Gobble, Gobble, Gobble,

| strutt around the barnyard
~all day long

And my hecod goes |
Bobble, Bobble, Bobble

* 00268




© "THE BEEHIVE"
MATERIALS -- You and your child

.(Mdke a fisT with your'hondh This is oﬁﬁﬁ
beehive. Bring ouf a finger as you count
- each bee. Begun quh your Thumb.)

Then sing: o " | &"
"Here is The beehive. Where are. all The b@@g
- Hidden away where nobody sees. ¥ o
~ Soon they are creeping ouf-of the hive --

_One' - two!- three! - four! - five!"-

~ DIRECTIONS ---See if'he can pldy this game.

.....




FOLDING PAPERS

MATERIALS -- Half sheet of paper, crayons

- W

Tl P e

'Téll your child That you are going To make
a book. “Fold The paper over and press iT
down so That it makes g liTTle book.

DIRECTIONS -- See if your child can make ¢
" |little book this way. Color
a picture L

4




FAMILAR THINGS

MaTerial: Magazine, T;fdﬁmg Stamp Catalog

Kskdyour child TbépoinT To common objects
in tThe magazine.

Say, "Show me the bed,".__ - - the lady."
"Can you show me the chair?"
‘the car." .
;{See it he,will begin To Tell Y Ou som@ of

°'ﬁThe names.




FAMILY NAMES

Help your child To learn the names of all
of his fomlly | :

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 ﬁor him when he gets The name right.

Moke a scrqpbook with fomlly plCTures
.iT, maybe.

=




- HOUSEHOLD HELP f'~l Y

Your child likes fto feel grown up and” help~
ful.

Take tTime to include ham in your dole ac -
’TlvnTles.

He can "helb" you: sweep, dusT, poliSh,
and scrub. 7

Praise him and help him feel he's a good
and useful person. This.will make him
- happy. | |




L WORKING WHTH CLAY
MATERIALS -- Modeling Clay

Show your chidid how to make @ big ball and
a little ball;.a long snake, a face on the
clay, a bowl. | : |

Put 2 of The items such as a big ball oHd a
little ball in front of the child ond soy
"Show me the big ball™ efc.




WATCHING TRAFEIC

'l'Childreaniké“big trucks.

. : \
- When a dump Truok The garbage Truck or.

a fire Truck goes by your house point- Them

out to your chlld .

Be exciTed as you name the kﬁndgf.Truck

going by__

Call Them by nome Gnd pOInT~

'Soon your chlld will be showung These things

To you

| Other Things To pOInT ouTg Airplones
Ambulonces buses rood mochnnery

: r.,’:’!,’“ ) ‘
Bevas




 PUPPETS

r\‘

Save on old sock.

 "\Dr0w a foce on it with a moglc morker or,
a feIT Tip pen. |

o
Let the "dol1" dance and talk. :
Answer the "doll"‘bock S 'o_g .

Encqyroge your chlld To puT The sock ow'
The doll. , |

 He|p him make the doll Talk.

T AA

i




SONGS TO LEARN FROM
| c @

MATERIALS -- Smoll tfrain

?'Slng these songs To your child and help him

make the appropriafe hand movemenTs.
. J -

- C!op‘Youh Hands -

Clap Clap Clap your hands

- Clap your hands together,

8 | Clap Clap Clap your hands
| - Clap your hands Togevher

(Shake your hands; ~ub your,
tummy ; pal your head, stamp
yvour feet; wink your eyes,
etc., etc.)

The "Train

(Hold out arm) o

y &

LitTle Train goes up The Track
Woo-00-00
And Then he comes bocL

CERICT | i 00277




. - BATH TUB PLAY - .~ .

¢ :

MoTeﬁioJ: A sponge. . .
>

LeT youh chlld explore GIT The fun of a.

- spbnge. ‘ j; ‘~;- Cp .

@& L -

B Show hlm how To squeeze “the" sponge To flll |
) |T WlTh oner \\ | . B |
“LeT him squeeze the wo$er fllled sponge 'fzi
lnTo a plosTlc cupJ..... | |

¢

PuT soop on The sponge ond wosh”/ﬂF;/Tub
Scrub.@gs feet qnjknees.; |

/Spbnges‘hove mcny uses.

‘Make, up some "games" of your own,
/ . "
‘1 \ ‘*ﬁe 'l 7! %-
N — -
: ¢




> j \DRAWING

A

° MoTerioIs: PuT your hond down on paper
“and trace around: it. Then do The samé - -

with your child's hand. Say "mine is
big yours is lifttle." Draw fingernails’
on The hands. . . ond a ring too. - Talk
about fingers and help your child fit
"his real hand on the drawn hand.




Y v o k) 3

BISTINGUISHING AMONG

0

I BJECTS
y[gft;' S

X
:

- MATERIALS ;-- Things of different textures:
“ weeds, leaves, rocks, mud,
L ‘ sand, sticks, pihevconeé,
,- water, etec. L -

, 0o

Present the objects 6 the Haby, one af o
Time. Tell him what -fhey are.. WheA baby
‘Tires of one object, give him another.

"DIRECTIONS -- See-if he cdn learn to
- disTinguish among tThese
Things.. Ask him To point

To The leaves, the rocks, etc,




"UNDERSTANDING "YES"™ AND "NO" RESPONSES

~ MATERIAL -- Small object orfood = \_ -
.Show child the object and transfer it back .
and ferfh between your hands several Times. .

PresenT botTh hQ;Sé dgd sdy,-“Which.hond is
|T in?™ | - |
B W

- When The child reaches for one of your hands,
say either -

(a) "No, no, non. lT’s not in This,hond."
ImmediaTely open your hand. "This hand is y -
empty." "Where is it?" or . o
(b) ""Yes, }t. is in This hand.™ open hand :
immediately and if using food, let him eat it.




DR/WlNG SHAPES |

Materials: .Croy&n Paper W|Th dotted lines-

5--o-X's. o .
5----Triangles

_ 9----Squares
5----Circles

Take the X FirsT,ond let your.child watch
you connect the dotfs. Give him another -
and help him do it. | |

' Continue with Thé other shapes.  You may.
~ have fo make more papers for him.




%

,MaTeniols:

SHOW:ME

|0 common

l

hbuSéhOid.objecTé,

. such as: spoon, comb, TooTh-
brush, book, shd&e, cup, cookie,
napkin. -

Toy car,

T | youruchild The na

me of each ob ject.

Place various combinations of these ob jects

in front of your child,
to one of them.

Show him (The.cooLie
and say, "Point To The
The cookle etc.

8
1)
2

A\

IR N

and ask-him To point

sodp and TooThbrush) qh
"PoinT To

soop"

L W
»ﬂwl e /,‘. ;r"‘ ‘1‘ | j,“,"l‘ﬁ 'l ‘,u \‘ et
: Ihin! N 'l‘( NEL _ O \\1
—? i D :
& .
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&

SHOW ME 11

Materials: 10 common household ob jects

d

Show your child a set of 3 ob jects, such
as soap, fork, comb and tfell him To "point
To The one we can eaT with","Take ‘a bath
with". RepeaT w:Th YGPIOUS comblnoTlons
of obJecTs ' :

l'LoTer, you can groupvoll | 0 objecTshTogeT-
her and see if your child can find The one

- you gre TolK*ng obouf. | |




,
FAMILIAR THINGS

Material: Magazines and sheeTs ofestiff
| paper. ;

CuT outycommon ob jects, people, etc. Paste

two on each page of blank paper. Make .
several. | “ , ,
. ya |

Procedure: Tell -your chilawhoT each item

is. LetT hym name each item. LaTer, show

him each page and say_ "P0|nT To The man.
| POIHT fo To The car” etfc.




"RING AROUND THE ROSEY"

1

. MATEhIALS -- You and ybur‘Chiidi

_Ho]d hgnds with your child and walk around
in @ Clrcle while you sing "Ring around the
_rosey

The sonhg goes: .
"Ring araund The rosey R
Pocke® full of posey,

Ashes, Ashes all foiﬂ down.™

Chdnge The rhyTﬁm of The song so chlld doesn @
_know when you are gonng To scy all falicdewr /

\ .

—




PUZZLES
Glue a pucTure onTo a pnece of sher
cordboerd
cut %he picture snTo 2 pueces
He lp your chlld fif The pieces TogeTher
%f LaTer cut These 2 pnéces again(to mokev4 -

pieces)
Help your child. f:T The 4 pleces TogeTher




| '
BUTTONING

L

‘MATERIALS -- Butfon on material and buffon- °
: " hole. | , |

Show\your child how fo button and unbutton:
describing what you're doing.

4

a

asked, - and, unbutton whizn
. asked.” |

DIRECTIONS -- See if hevcan,buTton wher
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The effects of a supplementary language program on the .
linguistic performance of preschool disadvantaged children.
2]

* ' 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 1anguage,performance would result

-+ from the addition of a formal language development kit. The kit chosen for this
added training was the Enge]mann, Osborn, and Enge]mann (1969)_IHSIA31aﬁguage
. - Pprogram. _
L "It has been the opinion of many 11ngu1sts (Menyuk 1971; Houston, 1970;

McNeill, 1970; Chomsky, 1965) that mere exposure to the 1anguage in a st1mu1at1ng
enV1ronment (such as-a preschool classroomg 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
fo explain it to them; and noted that no careful- schedule of rewards for cyrrect
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 acqu1s1t1on of a skill--and so does not depend
upon enyironmental exigencies, save in that children must hear a Tanguage in order
to 1earn it" p. 959.

- On the other hand, behavioristic psychologists such as Bereiter and Enge]man
-“(1966) believe that the language problems of the disadvantaged child constitute a
Ut%fundamenta1 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 deve]opment program which is sometimes characterized
@ as, a "pressure-cooker for young minds". >

This study was des1gned in an attempt to uncover differences in language
» perfoermance™ amo g a group of children, from a stimulating classroom, who rece1ved
additional stimulation in the form af the DIS]ARlanguage program.

¢

Method
Subjects. Subjects were eighteen children enrolled in the four-year-old '
c]assroom at the Center for Ear]y Deve]opment and Education. ) ‘§i§
. Exper1menta1 Des1gn Thevgroup was ranked from h1ghest to 10west in terms °
_of score earned.on the Stanford-Binet.. Every other child was then assigned to .
either the exper1menta1 or the control group. p

In an attemptqtofgcntrol for teacher var1ab1es, ‘the two co-teachers in the
-room took Qp;ns teach ng the exper1menta1 group. The two teachers rotated every
month"/ a8 -

i




¢

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 Basitc Concept Inventory, a language complexity -
score derived from performance on a story-retelling task, and the I114inois
s Test of Psycholinguistic Abilities. At the end of the school year, t - tests °
between-experimental and coptrol-groups revea]ed no significant differences
(Binet: t = 1.44, 16df, p> .05; Engelmann: = 1,20, 17df, p> .05; Language
Complexity: t = 1.09, 17df, p> .05; ITPA: t = 110 17df, p> 05)

Discussion N,

The results of this study offer some support for those linguists and educators
who have ma fytamed that a well-organized and carefully planned preschool program
is Tlikely fo 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
- son several measures, even on the Basic Concept Inventory designed by Eﬁgelmann
himself.” These results indicate to us that when teachers are aware Of what concepts
to stress, these concepts can be taught in a 1ess formal and didactic manner than
is the case with the DISTAR program.

0f course, teachers who are unsure of what concepts to stress in an ear]y
childhood program would probably benefit from a packaged kit such as the one
tested in this study.

¢
v
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./ - VALUE CONFLICT IN INTERVENTION-RESEARCH: .

i , FACT OR FANCY?,

Richard Elardo and Bettye M. Caldwell ;
Loy . o .
- . University of Arkahsas. g
\Reporﬁ

e

~ Y

Considerable controversy in present-day ﬂntervent1on research revo]ves
around the question of whether lower-class parents value the same achievements :
n their young children as do the presumably middle-class personnel who operate -~
1ntervent1on progréams. It is the fear of some that perhaps program operators =
are imposing their own-values on ch11dren, rather than those the children's ‘
.-parents would desiré to inculcate.As Susan Gray (1971) explained, the usual
accusation is that interveners are promoting a white middle-class model of
what is appropriate behavior when dealing with other ethnic groups. Allega-
: t1ons to this effect are sufficiently frequent that persons offering early
1ntervent1on programs are often made to feel. gu11ty about intruding into the
‘Tives of the children and famili€s-enrolled in their programs, rather than ,
to feel gratified at having performed a service to the children, the fam111es, ' 3
and to %he 1arger soc1ety < A =S

The pos1t1on that va]ue conflicts exist betwéen the middle and Tower
classes is not without empirical support. In the-pf/:hora of - Titerature
dealing -with socfa],claSS»there is ample evidencesof differences. in child rearing
practices and in parent attitudes and values associated with social class - status.
For exampﬂe Kohn (1959, '1959h). found that lower-class 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 atso noted in the extent to which fathers were expected to. part1c1pate in '
the child rear1ng process, with lower-class fathers essentially abrogat1ng such .
responsibility. - Add1t1ona1 support for the value conflict hypothesis may be >
drawn from Riessman (1962), who characterized the midd1¢~class family as being
.child-centered, future-or1ented and interested in achievement and mobility. N
Riessman character1zed the lower-class family ds adult-centered, present-or1ented

. and interested in,enjoying-1ife with éxtended family and peers. ‘ o\

4

-Centrary»to the assertions of Kohn and R1essman an implicit assumpt1on .
encountered at the dawn of the Head Start era 1n,1965 was-‘that lower-class parents
wanted the same things for their.children that other parents wanted--the Oppor- .
tunity. to develop those cognitive skills and-behavior' traits that would. be .

" conducive .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 o
&, for the above notﬁon He\found that mothers of children enrblleds in a California -
% . _Head Start program cited as goals for their ch}]dren behaviors that are adaptive

; for school per% maﬁte--gett1ng a1ong with age' mates, doing things 1ndependent1y,

- ! T @
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learning how to mind adults, and understanding.language and number concepts.
, “There is no suggestion in Medinnus' data that parental goals and values differed
y from, those likely to be espoused by the teachers and diregroks of Head Start \
' prograjae or by middle-class parents in general. ' .

»

\

* The ‘issue of inter-class value conflict is by no means resolved. For . -
- example,_ Sroufe. (1971) has asked if intervention programs have the right to
" impose middle-class standards on lower-clags and blatk families: and Hess (1971)- -
indicated that many groups in our culture today believe~that the present educa-
tional system at the preschool level is‘'designed to transmit cultural patterns
of the dominant middle-class Society. A contrasting position was taken by Bee,
Streissguth, Van Egeren, Leckie -and Nyman (1971) who asserted that perhaps there
is far less disagheement between middle-and lower-class values with regard to -
education than has been alleged, particularly values with regayxd to education
than has been a11egéd, particularly regarding a basic core oﬁ%ﬁ%]ued competencies.
They argue that communication skills, reading, writing, and speaking clearly 7o
and persuasively, appear to be highly valued in both black and white communities '
among both middle-and Tower-class groups. \ '
"jlg\there is indeed dissonance between parents and professionals as to the
appropriate goals for an early intervention program, there will be additional"
problems which-probably will further complicate the coping task required of
children enrolled in the program. Dissonance might also arise between para- .
-proféssionals andgrofessionals. That is, most early childhood education programs
are partially staffed by teacher-aides who are.mdre likely to share a social
.class background with parents than.with prbfessiopals. Accordingly, the present
’ study was designed to investigate these two questions: . i l
1. Do parents share the same behavioral objectives for their children as
do the persons who planned the child development program in which their children
are enrolled? # ' *

2. Do paraprofessionals working in child development centers share the’
same behavioral objectives for. children as the pareq}s and th® professional
staff? : ' ' ° ’ : p

- ' -« .

d - - Meth%f . )
fifty-four items were randomly selected from a 1ist of 265 developmental
objectives used to guide teaching activities at the Center for Early Develgpment
and ‘Education. Represented in the total Tist of objectives were the areas of
personal-socigl attributes, communication skills, motor skills, cognitive skills,
perceptual skills, expressiveness and creativity, assumption of responsibility,
and_posgession of cultyrally relevarit knowledge. Here are several examples of
fhese ikems: . ) ' , o
g . o , R _ ]
thile in $chool, I think children 3 to 6 should learn to: .
Chahge from one activity to another when requested by the teacher. |
Ask "Why" questions, such asy "Why is it raining?" and "Why does
a-wagon have wheels?" ) : .
Correctly use words: such as smooth, round, and scratchy.
Play safely on swings and jundle gym equipment.
Name the days of the week. o

<@
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This list of 54 objectives was interspersed with 21 additional "ringer"
. items representing behaviors not 1ikely to be considered objectives 1n'm1dd}e~
class 1ntervent1on pﬁograms “Examples of these items are ‘
. Uh11e in school I think children 3 to 6 years of age should learn to:
Do what they want to¢ do instead]of fallowing d1rect1ons
Refuse $o do what adults say.
. Tease their classmates.
“Reject the teacher's suggestions.

" Keep silent -about their feelings and emot1ons and not d1scuss
them with the teacher.

-

e

& The above items were added to the list to ake tertain that any obtained
agreements among staff, parents, and program oﬂgect1ves would not merely represent
an acquiescence set. The 75-item interviéw form which resulted was presented
as_an opinion survey with the‘following instrucfions given to all persons:

I would 1ike td have your opinions of the objectives that a kindergarten
or nursery schdo]l might have for its children. I will read-a list of
poss1b1e obJect1ves and for each one, I would Tike for you to_ answer

'ves,' 'no,' or.'net sure,' depending on whether or net you think the .
objective is a dood one. FEor-.example, if one goal is 'Children should
have fun 1n‘schoo]' and you think that they shou1d .then you would
answver 'Yes If you think .that they should rot, then you would

answer 'No.' TFeel frea to make any addwt1ona1 comments about the
items. i
i

. The 1nterv1ew was administered to 44 parents with preschoo] children enrolled
in inner- c1ty intervention programs; to 27 teachers and to 37 teacher aides

, involved_in these programs. All subJects reslded 1n the v1c1n1ty of Littlé
RQEF Arkansas.

) .
— . ’
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Resu]ts o s

The da¢g)conta1ned in Table 1 represent the degree of. aqreement between
parents, teachers, teacher aides, and program objectives. Since practically
no interviewees chose the category "Not sure" as a response it was not 1nc1uded
in the ana1y§1s of resu]ts &, }'\ R

T "y TABLE 1 TR
. > » %.H) o . - < '

. - . “ R AN

Per cent of each group answering "Yes"

N ‘to regular items ahd "No" to ringers. .
. s ) i o * . \ B ' W -
T — 3 “ ‘ ‘ :
‘REGULAR ITEMS " RINGERS - I
i (¢ answaring” "Yes") (% answering "No") - % .
’ . — - _ _ e
PARENTS * L T L. 8B T
TEACHERS 90 N : 86 o
"AIDES 89 . '3
Q L_ ) .
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Chi square analyscs were. run on items to test for agreement
with program objectives between (a) parents and teachers and (b)
teachers and aides. A significant chi squage would indicate that
"the two comparison groups held different opinions. about an item.
No such significant chi squares were found between teachers and

aides. _However, as can be seen in Table 2, there werne six items
on wh1ch parents diagreed with teachers.

- .

;, - TABLE 2

. Disagreements Between Parents and .Teacherg

&

3 Y

. ~

\ .
While in school I think children 3 to 6 years of age should learn
to:

o

e

o

#13) Watch a % hour childyren's televlsion program.
(x2 = 6.8, 1 df, p 'L - 01)

-

4A .
#51), Repeat numbers in or out of order when asked, such as
> 14902, 27654, etc. cL S .
(x2 = 7.0, idag, p :01) q . f/,
. . , . . N . v " ‘,
REGULAR #52) 1Ignore unimportant aspects of problems . (wvon't ask color
ITEMS -— of apples when asked to add 2+2 apples)
, N ” ~ . PR - s
A X2 =r7.l, P < ' )

#57) Copy a color used by the teachers when asked "Chlldren
Y let's .use red like this

I A
. . (X2 = 6.1, 1 df, p sf .01) ' )
2 2. 4 / ]
’ #36) Reject the teacher s suggestlons
. '~x2~= 6.7, 1.df, p <: L01) i
INGERS . S \\
- #43) Be aggre551ve and fight at sthool, so othersjwon't
. ‘think they are sissies or cowards.
(x2 = 4.6, 1 df, p £ .05) J
.

4
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. With respect to {hé data presented in Table 2, it was interesting to note
that on each of the four significant differences on the regular items, Qjéagree- .
ment.was in the direction of pareptal acceptgnce of the objective, indicatiqg
concordance between parents and the school (in the abstract) and discordance.. .
between teachers and the randomly’ seletted examples of program objectives.&\ T

h

Regarding the two- significant disagreements on the 'ringer' items, the teachers'
rejection of Number 36 is compatible with teacher-respect 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 teacjigrs ~ . &
and aides on these items suggests that they may simply represent chance disgpro- ’
portions of a large number of significance tests. Also included on the quésfﬁahaire
was an open-ended item on which parents werg-asked whether there were othgr important
things that, in their opinion, a three-to-six-year-old child shoyld/learn at school. -
Less than one-fifth of each group responded to this question. In all thre® "groups

 questioned, the suggestions offered were nearly evenly divided between cognitive

and. social-emotional objectives, with no striking differences noted among groups.

K
» .
& - o
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5 ° Disgusgion -
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- The main question addressed in this study is the extent to which the goals
and values of intervention prggxams are consonant with the goals and values of
parents ‘of children served Ey those programs. The usual aceusation that inter-
veners are promoting a white middle-class-model of what is appropriate behavior--
/in bYatant-disregard of the fact that parents so not desirq such behaviors in

 théir children~-is not borne out by our data. These data suggest that such conflict

occdts 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
would tend to bear out these locdl results. At least in our data.we find reas-
surance in concluding that parents, teachers, and aides participating in our own
and in similar intervéntion projects in the Little Rock area for the most part
share the same objectives and goals for their children as do‘the people who plan

. _the interyention progrags. Items on which di%agreement occurred can be interpreted

as indicaling that teacheyrs show a slight preference for a-greater degree of
creativityl 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. . ¢ . s '

Finding a high propqrtioﬁ of subjects respondind 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 in inter-
ven?ion programs. . - ‘

J 4
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Appendix N consisted of a copyrighted
article not available for reproduction by
ERIC at this time. The article, "Top *
Educator Dafends Value of Day Care," by

Ursula Vils, appeared in Los Angeles Times,
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Dr. Bettye Caldwell, Univer-
sity of Arkansas professor of ele-.
.mentary education, is dedicated
to the idea thdt a disadvantaged.
child can keep up in learning
with -one from a middle-class
background—if 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 M
-UofA and the Little Rock School , |,
~ District and with a sizable grant-
from the federal government.

Children of differing envir-
onments learn at almast the
same rate up to a certain age,
according to almost all studies

¢ of the subject that have been ?*
1done. However, the studies show,
most disadvantaged children
swffer a sharp decline in their learning at about
age two, while middle-class children continue to
progress.

Dr. Caldwell beligves 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-
_ment for learning. So, she takes children while
“fhey are still infants, or at least toddlers, and be<
gins teaching them, caring for thent in a day cen-
ter which caters to their social needs and saves,
their working mothers much worry over, baby-
sitting. . .

The Center for Early Development and Educa-
tion, .as the Kramer project is namedy has been

" expanded_to include all the children in the six-
grade school. This year, there are about 100 pre-
elementary students, about 150 elementary, and
about 100 more pre-school children.

_ Our’ Distinguished

* DR. BETTYE CALDWELL

6Oo

_are lacking othetwise.

Faculty

. R )

) } Dr. Caldwell stresses that her

- program s aimed at worlking
‘ : 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 imvolyed 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 taok her bachelor’s
degree from Baylor University, -
her master’s from the State Uni-
versity of Iowa, and her Ph.D. in
psychology from Washington-
- University _at
time, Dr.-Caldwell’s interests lay
primarily. in medical pSychology

and she dealt extensively wit}; the psythological

. =

problems of aging.

Dr. Caldwell, whose enthusiagm for the Kram-
er project is without limits, knows that an educa-
tional program such as this, with a teaching em-
plovefor every seven or eight students and a high-
ly qualified professional staff ag| well, probably is
impractical and impossible to|attain for most
school districts. But she.also is|convinced, that if

-the revolutionary concept, of edycation for infants

and toddlers is to have any.consequence it must
reach into the pubic school system, . »

Further. she also is convincedl that it was nec-"
essary to show what can be done, particuarly with
regard to underprivileged and egro children.

For Dr. Caldwell. a school can become an en-
vironment where children tan|be taught social
amenities, moral and other valups that sometimes™

(IS ‘5 | . -
. N

s . L

03.




