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A PRESCHOOL EXPERIENCE WAS PROVIDED FOR LOWER-INCOME
NEGRO CHILDREN, AND THEN THEIR GAINS OR LOSSES IN 1@ AND
SOCIAL INTEGRATION WERE EVALUATED IN TERMS OF THE TYPE OF THE
TEACHING METHOD USED. THIRTY LOWER-INCOME NEGRO CHILDREN AND
17 MIDDLE~-INCOME NEGRO AND WHITE CHILDREN WERE SEFARATED INTO
THREE GROUPS AND EXPOSED TO THREE TEACHING METHODS. CLASS ONE

WAS UNINTEGRATED (ALL LOWER-INCOME NEGRO CHILDREN) AND
NON-MONTESSORIAL IN METHODOLOGY. IT VWAS THE MOST UNRESTRICTED
IN TERMS OF TEACHER CONTROL. CLASS TWO AS INTEGRATED AND
NON-MONTESSORIAL, BUT TEACHER CONTROL AND RESTRICTION WAS
MORE EVIDENT. CLASS THREE WAS INTEGRATED AND MONTESSORIAL.
THE PUPILS HERE WERE THE MOST DISCIFLINED AND CONTROLLED. A
THOROUGH STUDY WAS MADE OF THESE CLASSROOM FROCEDURES;
TEACHING TECHNIQUES, AND PUPIL ACTIVITIES. THE RESULTS OF THE
STANFORD-BINET INTELLIGENCE TESTS SHOWED NO SIGNIFICANT I@

. GAIN AMONG THE GROUPS OR WITHIN A GROUP FROM TEST ONE AT THE
BEGINNING OF THE EIGHT WEEK SUMMER SESSION TO TEST TWO AT THE
END OF THE SESSION. BUT INDIVIDUAL GAINS APFEARED. THESE WERE
FOUND TO BE AN INVERSE FUNCTION OF DISTRACTIBILITY. A WINTER
PRE-SCHOOL SESSION,; WITH NEW PUPILS AND USING ONLY THE
MONTESSORI METHOD, RESULTED IN IQ GAINS. THIS WAS ATTRIBUTED
TO AN IMPROVED CLASSROOM ATMOSPHERE. IN GENERAL, THE SESSIONS
DID INCREASE THE CHILDREN'S READINESS TO BEGIN SCHOOL WORK
AND HELPED THEM TO GAIN SOCIAL CONFIDENCE. ENCOURAGING
PARENTAL INTEREST AND PARTICIPATION WAS A COLLATERAL ASPECT
OF THE PROGRAMS. (WD)
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I. General Description of the Summer and Winter Programs

Purpose of the Eight-Weex Sumaer Project

The'prim;ry»aim of this pfoject was to provide summer preschool
experience for a gruup of five-yéar;qld iower income Negro children who
were to enter kindergarten in two Chicago public schuols in the fall of
1965. The péeschccé picgrain was spunsored by asy carried on’in the Ancona
Montessori School, but only bﬁe Gf the three Classrooms that wére established
was a Montcssori class, although Moatessori materials were available for
use by all. Our three head teacﬁers differed in the nature pf their
experience and their éoa!s for‘tﬁe suimer. Thus we stress our intent
to provide preschool expgriencé jn general rather than to use Montessori
methods in particular. |

In addition to ihe experience given to the children in the
i classrooms, we proposed to"provide tor medical evaluations of the
children and to fallow'up any medical recommendations made. Furthermore,
we proposed to develop a program stimulatin§ current and continuing
participation of the parents in their children's education.

The project alsu aimed gt providing ‘integrated education: in
addition to the lower incoﬁé Negro ciiiidrein, supported_by 0&0 funds, a
number of middie income Negro and wnite children who paid tuition were
enrolled. |

Finally, we conducted a research program designed to assess the
effects of the preschool proyram and o provide a record of our experience.
The purposes of the rasearvcnh, wnicn is> repurted in the foliowing pages,

were (1) 10 provive o reasonabiy objactive nistoricai record ol the




nature of this pféject, its failures, successes and theideas developed
init.

(2) To objectively evaluate éhanges in intellectual and social behavior

from the beginning to the end of the program,

(3) To assess the attitudes and social interaction of _lower Income

Negro children and middie income'whfte children in our two integrated 4
" classrooms. | -

(k) To providg‘some rough assessment of the utility of Montessori
materials in an eigthweek préschbbl program through a compariSon of
c!éSsrooms making much and Iittié use of these matérialé.
Overview of the Summer Proiect, |

The project‘was'sponsored by the An;oné Montessori. School, which
is located in the:Kenwood area of Chicago, Qithin a raéially integratéd

middle income community and adjatént to a lower income area which is

predominately Negro. Thirty iower fncame Negro children were enrolled
for the entire eight weeks, and 17 middie income Negro and white children
were enrolled for four or eight weeks.

L There were three classrooms of 12 to 16 children, two of which

’ were intggréted for race and inﬁome level, and one which was unintegrated,
consisting‘of all lower income Negro children., The composition of these
classes is thorouéhly described iﬁ Sé¢tion il of this report. School
was in session each week-day FromJQ:OQ a.m. until noon.

Adjunctive activities fncluded a medical program and a program

! — for parent ;avolvement.

; Q ‘ l .
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Establishing a Link with the Public Schools

The director of th; summer project was the principal of the
Shoesmith elementary school, which half of the lower income children
attended in the fail. The assistant principal of the Shakespeare school,
which the rest of the children atténded, served 25 o consultant (o e
aroject and directed thérecruitment of children. These men were asked
to join the project because we wiéhed immediately to establish a link
with the publ}c schools which the children would attend, a link which
wot 1d inform the schools of the nature and intent of our program, and
which would facilftate carry-over to the public schools of whatever
parent interpﬁt and participation we might establish. This intent was
realized best in the case of the Shoesmith parents, because a cohesive
group (described in the social wbrker's report) was established among
them, and because the principal of the Shoesmith school was in contact
with the program the entire eight weeks, was acquainted with many of
the parents, and was instrumental in the initial‘formation of the parent
group.

In both puﬁlic schools, the tie we established facilitated our
follow-up of the children in the fall, both for evaluation of the summer
prOgram,\and, in the case of tﬁe Shakespeare school, to enable the
summer preschool teacher to see the éhildrer again and exchange ideas

about them with their kindergarten teachers We furnished reports to

both schools on all children whom we testedﬂf
\

}
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Recruitment of Children for the Summer Project

We ware fortunate to have our recruitment Jdirected by the assistant
' principél of the‘ShakeSPearé School. He is a person known in the neigh-
borhood to botﬁ parents and children as someone ésSociated with the public
school; so he was an ideal per#on to introduce our program to the neigh-
borhood. He and one other person (a research assistant or one of our
teachers) canvassed two aréas near the Ancona School, in the Shoesmith

and Shakespeare districts, respectively, until they found the full
complement; of 30 children. They rang doorbeiis, spoke to people in the
street, and asked for referrals to friends and rel:tives. This face-to-
face recruitment proved veryAeffeEtive. Though some parents were hesitant
and suspicious when the recruiters‘bégan,.each sqpseéuent visit to the
area féund morc parents who had heard about the program and were

receptive to.it. fhe recrui ters succeeded in finding all the children

we could accommodate within a twawblogk area in each district. All

children were within three blocks of the Ancoha School. Schcol and o'ther

parents and children were therefore éiose for each family involved in
our prageam, and communication among parents and between parents and
teachers was enhanced.

Our only test for eligibility for the program wa§ the age of the
child. We did not question parents aéogt income level since the general
character of the‘acga in which the recrditfng was done rendered this
unnecessary. All our families lived within or adjacent to the North
Kenwood area, classified by the Chicago Committee on Urban Opportunity

as ''an area of greatest concentration of poverty,' where the majority
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of residents have an income of $3000 per year or less. In the group of
families from which our childrgn were finaily recruited, two-thi-ds were

father-absent homes. most of which were receiving Aid to Dependent Chiidren.

In the third of the families where the father was present, no father's

occupationél leve! was above that of skilléd blue~collar work. We kept
our questions to the parents to the minimum necessary for the school

and teachers, and focused in our recruitment upon the child, the preschool
program, and arrangements for medical examinations. and the beginning of
school. |

Medical Program for the Summer Project™

S §

In order to fully prbvide the ''Headstart'' implicit in the project
a concentrated effort was made to fully integrate the medical care with
tpe rest of the work. A child psychiafrist at the University of Chicago
directed the medical program. Four local private pediatricians, of
whomthO were approved to treat welfare patients, served as medical staff.

The schooi provided the initfal examination by a pediatrician in
his private office. Each child was assigned a physician who performed
the initial examination the week pfeceuﬁrqp the beginning of schooi.
That same pediatrician was responsibie for supervision of the child's
health dufing the entire session. The.supervision took various forms
since each physician was also assigned to a classroom and teacher and
thus could confer with teachérs, observe a child in class as well as
continue his contact with the child's parents.

Al though fhe schooi provided the initial examination it was not

the intention of the project to give direct medical treatment. The

*This section of the report was prepared by Harold Boverman, M.D.




stated goal was to have care provlded by the famuly physicians or
whatever the continuously respons:ble medical resource is for that
family. (f there was no clear medncal resource responsible for a
family the major effort was to find such a resource. Resources for
special needs such as glasses or specific medical or surgical treatment
were sought. Despite these goals because of thc drastic lack of
continuously available resources |t was neceSsary for the medical staff
to give |mmed|ate.treatment. In these instances we Iost the services
of two of the physicians who were not approved to treat welfare cases.

We insisted that parents be present during the initial history
and phys.cal in the private office of the physician. A medical history
form was developed to be used by the parents with the help of project
staff mémbers. These same Stgff members provided transportation when
necessary. The history provided necessary information to*the physician
about birth, growth and deve[ppmoht, feeding, immunizations, previous
illness and known bresent illness andvdéfects fhat might interfere with
learning and combined with other contacts hglped establish contact be-
" tween families, project staff and physician. The physicians completed the
history and examinatiqn and these were then made available for the public
school. | |

The medical program fell short in several respects. The pressure
of the short time available bétﬂeen recruitment and the beginning of school,
and the necessity for fitting the children into the doctor's schedules in

that period of time did not enable us to assign each doctor to a c¢iassroom
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as planned. This could have beenmremedfed by uging a public assemb¥9-
line type of examination, howeva;, our effort was to avoid ''poverty-
medicine' if at all possible. In this way contact between doctor and
teacher was not close, but tendgd to be mediated by the research and
social service staff. Another factor éhat restricted our medical program
were thé unrealistically low allowances for medical care in terms of
both time and money. Wwhere we had }nitially requested two hours of
pediatric time for each child we were cut to less than one. Thus, the’
parents', the staffs' and the physicians' contacts with each other were
too brief and the arrangements for appointmeﬁts too removed from them to
really stimulate the continuing contact and»eXEhange necessary for
productive consul tation.

Neverthéless, the initial examinations were accomplis@ied with ®ew
difficulties and the '‘use of the private physician's office was a good
arrangement. It was in attempting to implement %he broader aspects of
. the project; consultation with teachers, observation of children in
class, follow-up, meetings with parents, that we met with severe
~difficulties. The following is usedpfor illustration: After having
organized and seitled, cnz parent-gruup spuntanevusly asked for regular
meetings with a professional to dzsuSss issges of feeding, clothing and
behavioral standards fur their CEiidren. The ordinary medical allotment
was gone and it was difficult to find tfunds for a good maternal-child
welfare nurse. During the:searching the moment passed and the opportunity
lost. There were other instances of consu!tatf%n, observation arno

collaboration iost.




The difficulties were only partially because of staff limitations
of energy, interest or skiil%and mainly because Qf unrealistic financing
of an attempt to replace ''poverty medicine' with quality care. Other
project staff, social service andvproject aides, made resource hunting,

appointment keeping and‘f&llbw-ub possible.

Social Worker's Report for the SummermProiegg*

A professionally trainéddsocial worker spending part-time as a
consultant constituted the social work staff for the program. The focus
of her work was not pre-formulated but evolved flexibiy as the needs of
the program presented themselves. The worker regularly observed the
thirty children in the classroom and on the playground, followed through
with parents and agencies on recommendations made in the physical examina-
tions, conferred with classroom teachers, and participated in a mutually
helpful interchange with the administrative and research personnel.

However, the major focus of the social work program became a
mothers' group. The initial idea for the mothers' group came from the
director of the program, Sam Ozaki. With his organizational assistance
the worker led weekly group meetings with eight low income mothers of
éight children in the program, selected because all the children in the
group would be going on to the Shoesmith School where the project director
is principal. He conceived that this group of mothers could become a
core group at Shoesmith who might reach out to other low income families
to involve them in the PTA and other aspects of the public school program.

Up until this time Mr. Uzaki had been unsuccessful in involving the low

g - Ny

*This section ot tre repoit was prepared by Lila Gordon.
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income parents who constitute adef one-third of the papulation of the
school. All eight mothers lived in one apartment building adjacent to
the Ancona School which proved to be fortuitous siﬁce it . became possible
for the mothers to come together to the meetings and to communicate with
each other outside of the meetings.

In the beginning the purpose of the group was generally conceived
as an attempt to involve the mothers more closely with the school, its
program and its goals. However, appropriately, the group itself quickly
focus;d on its owh upperawst concerns and needs. The mothers, who knew
each other only sligﬁtly before contact with the school, became a
cohesive working grohp unified around the immediate problem of the extremely
deteriorated, vermin-ridden, 'dilapidated sium building in which they live.
Their slumlord had been completely resistive to all their individual com-
plaints and had ignored the many flagrant code violations which existed
in the building. He had told each of the women that she was the only one
complaining; the mothers realized how he had been manipulating them only
when they brought their collective experiences to the group for discussion.
With the developing invoivement and increasing feeling of freedom to
ventilate their feélings, the womein were able to formulate specific
goals for the group.

The group with the nelp of the worker established contact with the
Department of Urban Renewal in which the services of all code departments
are jointly avaiiable. The acministrative head of DUR and his building
and fire code representatave; attended one ot tne group meetings and

from that time on direct contacl was maintained vetween two of the mothers




10

and DUR. At'thqﬁrequest.of PdR,the mothers made door to door visits in
their bqilding.askihg for a written iist of cthlaints from each tenant--
all of whom are low Income faﬁilieé, many, like the mothers, on public
assistance. The mothers were ih{tiélly pessimistic about the success

of this venture so the cooperation of all but two of the approximately

‘/30 tenants spurrad on the activity and enthusiasm and at the same time

//,///’ generated a productive contact among the tenants. The written complaints

§
;
. /
.
;
I

were presented to the director of the DUR office who, in turn, was
rapidly moved into action.

Inspections were conducted, code violations confirmed, and court
action with the slumlord ensued. Many improvements followed, with
continugd supporé and cooperation from DUR. The tangible succegs of the
group's efforts (répaired holes in the plaster, the appearance of an
exterminator, a new refrigerafor. e;c.) had a significant effect on the
group’s cohesiveness and helped to generate a feeling of individual
pride among the w&men.

The mothers' involvement intensified with a projected plan to
enroll younger siblings in a 1965-66 whole year program in the Ancona
School. .The most dramatic development was the mofhers' increasing
solidarity which led to more involvement with each other, giving these
isolated women some mutual support aqd strength. For instance, when
one pregnant mother unexpectedly had twins, the group rallied with a
plan to supply extra clcthing, bed space, and care for the mother's
other children.

The mothers were extremely reluctant to see the regular group

meetings terminate as the summer ended. They planned Sunday ‘"teas'




so that their ''groupness'' would continue.

| The eight week part-time social work program did not allow sufficient
time or service to permit individual caséwork with any of the chilidren or
mothers. However, it was felt by the social worker and the staff that
the relationships that qéveloped among the MOthers, between the mothers
and the school, between the mothners and the commusity, as well as the
heightened interest in their children and their fteeling of purpose and
personal effectiveness were more important achievements than those
accruing from the tradit;oéal case wurk crieatation,

Additional Parent Par:icipation in ihe Summer Program

The mothers' group described in the report of social work parti=
cipation included mothers trom only wwo of the ciassrooms (Classrooms 2
and 3, made up of children in the Shoesmith school district). In addition
to this group, several other programs or events inyited parent participa-

tion.

(1) The teachers in Ciassroom | (Shakespeare district) organized
a mothers' group which met as a group three times during the eight-week
- period. Unlike the mothers' group organized by the social worker, this
group had no community action focus. The group deait entirely with
questions of school activities and the children's reactions to school.

Each child was discussed with his mother, and an attempt was made to

understand and communicate abjut problems which had arisen. !n addition,
the teachers used these meetiilys to explain their program to the mothers.

Ten of the 16 mothers in the class attended at least one of these
AAY

meetings. This mothers' group; lacking both a community action program

%




~ summer sSession was over. However, it did perform its function of

and a continuing interest in the Ancona Sthool, did not meet after the

.stimulating interest in the $chool aﬁd communication with the teachers
during the summer program. Tﬁe primary reason for the amount of
participation in this group lay in the active efforts of the teachers.
Notés, telephone calls, and'vfsits to the children's homes were frequent
‘occurrences, and led to teacher-parent contact which would have been
impossible otherwise. Cohtgét was made with, and participation elicited
from the mothers qf some of the most deprived children.

(2) Twice during the eighf-week session, ﬁeetings were held for
thefparéhts of all the children enrolied in the summer seasion, including
the middle income grﬁup; The intent of each meeting was to provide an
opportunity for the parents to visit the school, to meet one another,
and to learn about the proj?ct. On the f?rst day of school, each child

wessbrought by a parent, who was invited to meet the child's teachers and

to attend an introductory meeting. This meeting was brief, and simply

served to introduce the parents to the program and the administrative
staff, and t0°invttevtheir interest and participation in the program.
At the second meeting, held during the sixth week of school upon the
suggestion of the social worker's mothers' group, each teacher spoke
to the group about the program in‘her é‘assroom.

(3) Weekly trips taken by the|children consistently elicited

parent participation. Each week severa mothers from the different class~

rooms, including both lower income and (riddle income parents, accompanted

the group and helped to supervise other children as weil as their own.
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Parent participation on the’trjps was consistently adequate to the needs

of tﬁe group and was broadly distributed among the mothers. The ~fforts
of the Classroom | teachers, in particular, led sému mothers to partici-
page who might otherwise have had little contact with the school.

() At some time after the middlé'of the elght;week session, the
teachers schedulea individual conference;qwith each mother to discuss
the progress of her child. The number of mothers whévmade and kept
appointments was small. Classroom i teachers made home visits to a
number of mothers to compensate for this, but this was not done in the
other two classrooms.

(5) During the final week of school, an open house and picnic
were held for the parents and chlldren.v During the first part of the
morning the mothers who attended saw displays qf the children's work
and watched or participated in some typical classroom activities. The
rest of the morning was spent picnicing at a local park. This format

for the apen house seemed a reasonabie one in two respects: it did not

require extensive preparation by the children, and it enabled the
mothers to see some of the  things that typically went on in the classes.
Attendance at this final open house and outin§ was only moderately
good, reflecting, perhaps, the fact that this was not a long-heralded
event but only one of a series of occasions for visits to the school.

The general effect of these varied arrangements for stimulating
parent participation was to provide at least brief coné@ct between parent
and teacher in every\case, active participation or atteﬁgfnce at a2 meeting

on at least one occajion for almost all the mothers, and frepeated
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participation by about half of them.t The most active, cohesive group

was the mothers' group established by the social worker. It was apparent
that this cohesion resulted from the group’s dealing with its housing
problems and not as yef from a focus upon the children (although children
and school were discussed as'wéll). The group established by the |
Classroom 1 teachers, which focused only upon the children and the
school; was not as durable_a groﬁp, but the teachers weire able to

stimulate a surprising amount of participation in it.

uuuuuuuuu

Apart from the activities of the classrooms, the children spent
one day each week on a trip. They visited a 200, a forest preserve, the

local fire station, an aquarium; an airfield, a museum of natural history.

The final outing was a picnic for parents and children in a nearbhy park.

The teachers prepared the children in advance for each trip by discussions
of wﬁat they would sec. In the case of the visit to the fire station,
@ movie about the work of firemen preceded the vfsﬁt. The trips were
followed up in the classrooms by recalling what had been seen-- in
stroies read by the teachers, murals made by the children, and similar
devices.

Though we made some mistakes in the trip planning (the trip to
the forest preserve being too iong, the natural history museum seeming
too static to some teachers), this part of the pﬁogram was quite success-

e

ful over all. The children obviously enjoyed thé trips and looked forward

to them each week. The teachers felt the eviderl expansion of the

i

Chi 'dlenls expel 1ence and the add‘ tions to thei ry v ocabU'al ies were
¢ .
a1

quite worthwhile.
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Weekly movies were another aétivity in which the entire group
kparticipated. Films for children borrowed from the public library were
used. This program was not particularly successful. First, the teachers
did not knoy in advance what the film wouid be, and therefore were unable
to prepépq/the chtldren for them. Second, a number of the films proved
to beﬁse;ond the children's level of comprehenéion, leading more to
lookinrpat one anotﬁer than to looking at the film. A better movie
pr~grem might have been built if the teachgrs had been able to choose the
filmsiwith more care and to prepare the children for them. There

seemed to be no objection to thé use of movies as such; the children were

able to give interested attention to them at times.

Teachers® Meetings During the Summer Program
Each week a meeting was held which was attended by teaching,

- research, and administrative sféff. Thougﬁ these'meetings often dealt
with agministrative matters, their primary focus was upon teaching
activities. An attempt was made to provide the‘teachérs with the
opportunity to exchange ideas and discuss problems, but this attempt was
largely unsuccessful. Some of the teachers who spoke with us about the

- meetings suggested several reasons for their lack of success: (1) Be=

cause the meetings Qere attended by several people besides the teachers

and because the staff members were all newly acquainted, the teachers

were reluctant really to air problems in the group. We noted that the

teachers became more free to discuss classroom matters as the program

progressed, demonstrating how real this problem was initially.
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(2) Because the teachers' philosophies and goals for the summer
di ffered, there was a tendency to feei that a'réal exchénge with one
another would not be useful.
(3) Some of the ;eachers'felt that an eight-week program did not
provide sufficient time for the resolution of stéff differences within
and between classes, and therefore preferred not to confront them fully.

We discuss this issue at length Because it became apparen% to us
that some of the teachers felt é need for consultation and exchange
which was not met by the teachers' meetings. Tne summer's experience
was new in some ways tor most of oui teachers, and all wanted to learn
from their own experience and the experiences of others. The teachers
did find some avenues of exchange in informal contacts with one another,
and tﬁey were able to consult with the social worker about the problems
of individual children, so that in fact some of their needs were met.
That we did not maximize the possibilities forlearning by theteachers
is perhaps thegreatest deficiency of our project.

One important reason for our failure to deal with this problem
is a division of administrative responsipiiity which developed out of a
delay in funding the project and the cunsequent uncertainty surrounding
its beginnings. Adminisirative functions were not clearly defined, but
were performed by wiomever saw ¢ need for action. This div;;ion of
responsibility continued, and led.to an inability to change direction
once the project had begun.

A number of suggestions were made by Lhe teachers for tne en-

hancement of staff learning experiences in futuie projects.
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(1) A period of training and discussion for teachers and teaching aides,

preceding the beginning of school .

(2) A clearly definedupSychological consul;ani with whom to discuss
problems with ihdividual.chiidren.and differences of point of view among
the staff.

(3) More informal contacts among the teachers,

Overview of the Year-Long Winter Prugram

During the year féllowing“fhe summer program, ten 3- and b-year-old
children from fowér income Negro families were enrolled in two of the
regular classes of the Ancona Sbﬁool. .Three children attended the
morning.class and seven attend;d the afternoon class of the teacher who
had been our one Montessori teacher during thesummer program. Seven of
the children were the }odnger siblings of children who had attended
the summer program and whose mothers had formed the mothers' group
established by the social worker. The children are now attending the
regular Ancona School summef sesgion and will continue to attend the 2
school next year.

~ A research program was conducted during the year which at many
points paralled the research done during the summer. Some of the data

collected have been analyzed and are included here.. Descriptions of

- classroom and parent activities are also included in this report, so that

\

they may be compared with those of thé summer program.
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Social Workers®' Report on the Mothers' Group in the Winter Project®

Of the eight mothers in the summer program, seven continued with
the group in the fall. The eighth mother no longer had a child who was
age-eligible for the school program. She was réplaced by a mother who
hkad recently moved into the building and had a child of school age. In
addition, the program was expanded to include two mnre mothers and children
who did not live in the building adjacent to the school. One of these
children was dropped in the middle of the schoé' year because of excessive
absenteeism; his mother had attended only cne group meeting. The other
child was the nephew of one of the regular members of the group. Al-
though he lived less than a mile from the school, his attendance was
usually contingent on bus transportation provided by the school. His
mother attended meetings infrequently. The child was not able to con-
tinue in the program during the subsequent summer session because bus
transportation was no longer available. The lack of bus transportation
for the summer session also eliminated one more child firom the program.

His family had lived in the adjacent building until January when they

were evicted and moved to another neighherhood; he was able to complete
the school year only because of the schonl bus program, and his mother
still attends meetings, although now irregularly. (In this group,
attendance at meetings has been positively correlated with residential
proximity to the school.) The present group, then, consists of seven
mothers: six live in the neighboriﬁg building and the seventh did until

-~ June when she, too, was evicted. Four of the seven women attend the

* , .
This section of the report was prepared by Nancy Marks and Uunna

]
®
s
f "Rosenbush.
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meetings every week, two others attend about sixty per cent of the meetinys,

‘and the scvqnth woman comes to very few of thc meetings at the school but
does atton& the meetings of the blqck club which the women started.

Two graduate social woriors took over the social work aspects of
the program in the fall, repiaciné the summer worker. During the early
 weeks, fn addltf§n to the regular group mecttngs, .ndividual interviews
were held with th; mothers. The women hadldlfficulty making the transition
from their original social worke; to the new workers, which was exacer-
bated by their not having known, untii their final session with the first
worker, that she was leaving. ‘Some of the women who had been active
participants in the summer énoup became the least active ﬁembers of the
current group for reasons which are not entirely clear. A nucleus of
four women who, since December have attended every meeting, did not form
immediately and for several months the group was in limbo. As it had
during the summmr, the group meets weekly for approximately one and a

half hours. The structure of the meetings is informal; the social workers

make coffee, some of the mothers briﬁg their younger children, and the
women sit around a table wnich has been provided by the school in a
basement room, refurbishea and attractiveiy decorated by the school for
the group.

The initial focus continued to be on the continuing problemg of
the building where most ot the gron lives. The workers reestaolished
contact with the Department of Urban Benewél and the group deveioped a
strong relationship with the OUR fiela representative. His interest and

ability to pressure the iandlord to correct buiiding violations wh:.ch

S D L Uy SO N S SR
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’thi group brought to his attention was a source of great encouragement

to them. The landlord was taken to court by '‘DUR in the fall of 1965,

and following this there was a great upswing in correction of vioiations,
but this soon passed. At the close of the school yéir the landlord
continues to need prodding fr&m the yroup, from the DUR, and from the
neighborhood group witn which the bivck club is affnliate&, to get him to
make improvements.‘ At the instigation of the Kenwood-0akland Community
Organization (X0C0) , the landiord met once with Lheir representative, and
with the mbthérs'»tenant groub as a whole, made abundant promises, and
then refused to meet with them again. A setback was felt by the women -
when the old field repreSentaiiQe w;s trangferred to gnother office. The
new field representative was initially seen by them as very much less

~ résponsive to their needs, and not until this man attended a mothers'

group meeting did he become sufficiently motivated to actively and force-

fully seek improvements on their behalf. It is interesting to note that
the first DUR representatiée_h;d been white and the new representative is
Negro, and the women's initial reSponsé to the new worker was to transfer
to him the same feelings about ''educated Negroes'' that they have demon-
strated toward some punitive public assistance workers, toward :heir

precinct captain, etc; i.e&., that these men depreciated them and were

less tolerant of their unmarried, ADU status than a wnite person would be.

The social workers have seen.these perceptions as fairly accurate, and it
should be mentioned that tﬁe women do not feel this way about a Neyrc
minister who works with them in KOLU and who does treat them much more as
his equal than do some of the other People in authority with whow uney

have contact.
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An important step was taken by the group early in the winter
when they expressed interest in forming @ block club. A non-Headstart
mofher, who has a child attending Ancona,'volqnteered to help start the
club, and through her efforts contacts were established between the group
and the KOCO, a nefghborhood éna community self-help organization.
Membership in this organization consists of a number of small local groups
~and block ciubs (""patches'') in the community who, like our Qroup. raise
funds for KOCO's support and send representatives to larger meetings.
The members of our group have been the Ieader§ of, and a cohesive force in,
the thirty-member block club. KOCO, in turn, has given continuing help
in solving housing and welfare problems. The two social workers have
attended the block club meetihgs following the group's request that
they act in an advisory capacity.
The relationship with KOCO has meant a great deal to the group.
Although initially the block club was formed with the idea of improving

the one block on which the members live, their outlook has now broadened

to include some desire to participate with the larger community and, in

a moderate way, the cause of civil rights which KOCO espouses. The lives
of several of the women have been pérticularly expanded through association
with KOCO. A number of them regularly attend meetings with represen-
tatives of other patch groups, who are members of the larger Hyde Park-
Kenwood-0akland community with whom they would otherwise have Iittie
opportunity to come in contact. The most involved is the president of

the block club, a regular school meeting attender, who has been the

liason between KOLO, the olock club, and the mothers' group. it s




22

_this woman who does much of tﬁeninitiating’bf group ideas and who is

the innovator of new projects for the group!in addition to reguiarly
attending at least two funcﬁ}oné"a week sponsored by KOCO, an involvement
which she has found most gratifying. :

The block club stiil has as its central unsoived problem the
integration of the mothers' group and some other tenants of their
building with the tenants of neighboring buildings who are their fellow
block club mémbers. These other women are primarily low income Negro
women who are not receiving public assistance. There exists a subtle
dist{nction in the mind; of these women between themselves and public
assistance recipients which fg keenlygfelt by our mothers; i.e., the
other women refer to howrhard they work all day at their jobs (when asked
to contribute time to Bloék clhb projects), they emphasize that our
mothers have more free time than they do, etc.

As outlined in the summer program report, one of the intended
purposes of the mothers' group had been that of forming a group which
would continue to function when the children left Ancona and began to
attend public schodl; When their chiidren first began public school in
the fall of 1965, most of the mothers oi1d attend PTA and work projeci
meetings, but their iqterest'and'attendance decreased when the public
school principal diminished his effofts to invoive them.

The groub has not,moved freely in contacts with the non-Headstart
mothers in the Ancona School. The sociai workers and project leéaers
aétempted to involve the Headstart motﬁerS’with other mothers whose

¢children were in the same classes. Projects related to classroom needs
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were suggested as a possible mutual meeting groynd. The non-Headstart
mothers sent invitations to the Headstart mothers to come to meetings at
their homes but the Headstart motsers continually failed to attend for

a number of reasons which seem to have had a basis in reality but which
appeared to indicate an underlying proolem in mixing with the middie
class mothers. |t soon became apparent that the invitations and the

home meetings represented an artificial and conirived situation for both

groups to which the Headstart mothers responded'by tailure to attend.

The situation which finally eiicited their aftendance and participation
was a request by the school tu all parents to meet a real need: planning
and working at a school feir. Headstart mothers now worked side by side
with non-Headstaht parents in planning and in carrying out assignments
for the fair;ntogether they.enthusiastically attended a post-fair party
for all the workers. All of this took place in the school or on the
school grounds immediately adj;cent to the building in which most of

the mothers 1ived.

One of the viher originally stated purposes of the group had been

that of working on individual probleirs in the group setting. We have found
that at the times when th: reaiity living and housing problems have been

at a more manageéble ievei, then tue wothers have had more energy

available and have feiv froer cu look at, and share with the group, their
personal problems. The women have been able to discuss problems in

their own childhood and family situations and have shown some insight in
relating these prcbléms to current prablems with their own chiicrea.

Another productive area ui group dis.ussion has wezn the workiiiy Lirough




24

of nég;tlve feellngs toward f{garés of authority such as caseworkers,
Jandlords and medical clinic personnel. They have expressed their own
feelings about the attitudes of the gede;al public toward ADC recipients,
and as they have become more involved in the group, in the school, and
in the community, thé women have begun to feel less depreciated
individually. |
,//// The group members havé demonstrated increasing self-reliance and
initiative. Attendance at group meetéhgs is voiuntary and a child's
eligibility for attendance at school is not contingent on his mother's
attendahcg, We mention thfs becau;g it has been called to our attention
that this connectién does exist in some Headstart programs. We feel
strongly that in'order forour group to cope effectively with personal
and community problems, independent—&ecision making is necessary. Since
most of the women's previous céntacts with figures of authority had been
either punitive or paternallstic, the socialworkers believed that there
was validity to this approach, -and our experience has borneithiiscsat,
Our belief.in encouragfng the women to proceed autonomously and
at their own rate of readiness has meant involvément in areas of their
own choosing which have not necessarily been ours. As they feel less
depreciated by others and develop ai awarenes$ ot their own effectiveness
they seem to be incieasingly comfortable with new situations and new
people. Hopefully, in the com;ng year they will be abie to move into
greater»involvement with the school, the rest of the parent population,

and the larger community.
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i1l. Descriptions of the Classrooms

Sources of the Data

Our descriptions of the three classrooms are composite pictures

obtained from a variety of sources.
RN
: The description of the childrin for each classroom is based upon

vt

application forms fillad out by our recruiters upcﬁ initial contact with
the children's parents, initial test resuits, and incfdental information
about the homes and fami!ies obtained throughout the summer in our cone-
tinuing contacts with the parents.

The teachers' goals were derived fron direct statements of purpose,

attitudes toward specific tvpes of behavior in the children, and comments
upon class progress, in our weekly staft meeting and in tape-recorded
conversations with a research assistant, The recorded conversations, which
lasted from two to four hours for each class, covered a variety of issues
in passing, but focused on discussion of test resuits and of classroom
behavior for each of the children included in the research. In classes

| and 2, the assistant teacher as well &< the teacher participated in the
conversation. Class 3 had no asvistant teacher. Teachers' goals were

also derived from reporis or logs written by the toschers during the
summer,

The classroom descriptions are based almost exclusively upon

two full days' observation in each classroom during the sixth and seventh
weeks of school. Each of two observers spent one day in =ach ciass. During

these observation, they focused upon the teacher uhd her assis®ant




teacher, observing the teacﬁer forvlS-ﬁO minutes, and then the assistant
for a similar perlod, then returning to the teacher, and so on. They
took detailed noteslduring thelr observations, noting the teacher's
activities, her social and instructional interact(ons with the children,
and the general classroom context.. These notes wére organized into a
report based on the outline included in the Appendix (""Categories for
Describing Classroom Observations“).

The three major areas we cﬁose for this outline were suggested
by categories used by Fhilip Jackson (196;} to: codec tedthdripupi T -fnter-
actions in elementary school classrooms. Qur categories of order, struc-
ture, and instructional and emotlonal-socfal a;tfvities bear a rough
correspondence to Jackson's categories of control, management, and
instructional interactions. They differ from Jackson's in that we in-
cluded in them descriptions of the classroom as a whole, as well as
individual teachef acts. A second source of ;he categories used in this
outline was the classrooms themselves. We were already somewhat familiar
with the classrooms at the time thése observations were made, and had
formed some opinipns of relevent‘dlmensions along which to compare them.
Fina!ly, an attempt at balance and competeness guided our choice of
sub-categories. We used these categories Ioosel*, and simply to suggest
to the observers the aspects of teacher and child behavior that should
be considered. In the following descriptions of the classrooms, we will
not present the reports with their fairiy exhaustive categorizations
of aspects of classroom behavior. Instead, we will select from the
reports those elements which can best provide an integrated picture of
each classroom. We include here the outline we used simply to indgicate

the range of individual and group behavior categories that we considered.
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We have combined the descriptions of the two observers here, and
also expanded them sf!ghtly, where this is Indicated, on the basis of our
general impressions of the classrooms obtained in frequent, brief contact

throughout the eight weeks of school.

The listfng of activities 1g,tﬁe classroom was not systema;ically
obtained, and so should be considered suggestive only. It was culled
from notes taken during classroom observations and observaflons of peer
interactions, and from teachers' nofes and comments upon the children

and their activities.

Description of Classroom.l

Description of the children

This was our one unintegrated classroom: all 16 children were
part of our lower income Negro group.. These children lived in a neigh-
borhood and would attend a pubiic school which was virtually all Negro.
All of the children lived within g‘block of oné‘anothér, on a crowded

street which included many run-down slum buildings as well as a few which

were reasonally well-maintained. Though within three blocks of the
Ancona School, they lived just across a busy street which tends to
separate the racially integrated, primari!y middle income4community
surrounding the school from a lower income community which is almost
entirely Negro. Only this classroom group was drawn from the latter
community; the children in the other two classes lived adjacent tc the
school, in the few buildings of poor families in the predominapaty;

middle income area. In this group there was a wide range of hone
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conditions. They included the most éomfdrtably furnished and the most
impoverished-looktng homes we saw in our initnal contacts with the families.
Tabriaulslz lists the's;x, age, |.Q. Ievel, and family descraptlon

data for the children in the three classrooms. This classroom had the

lowest mean !|.Q. of the three claSsrbbms,. Prd‘portions of fathe r-absent
and father-present homes were roughly equal in the three classrooms.
All but two of the 16 chuldren attended throughbutt the 8 weeks:

one girl dropped out after the thirp week, and one boy moved during the

final week.

Teaching Staff

The head teacher in thus classroom had served as an assistant

teacher in a nursery school for mlddle class children; she had also been
one of the dlrectors of a study center for lower income Negro elementary
school children. The assistant teacher had worked with deprived children

in England, Two teenrage girls served as aides; one of these had had

some experience in working with children. .
Teachers' Goals |

Asked to describe her goals in one of the early teachers' meetings,
the head teachar in this classroom said that ﬁer goals were emotional
support and helping the children to enjoy school. In discussing during
the research interview what kind of experience was important for these
children she said that she_felt it was{important that the children be
allowed to express themselves and ahd hat their ekpressed feelings be

met by understanding and acceptance. Ep example of this general




29

attitude was se;n in a.discussionjabout handling aggressive behavior i
that occurred in one of the teachers' meétidgs. This teacher felt that
the aggressive chfld needed to express and then to understand his feelings.
it was the teacher's role to take him away from the graqup, encourage him %
to talk about his feelings in order to undergténd them, and then help |
him to find other ways of dealing with sitﬁations in which he tended to
act aggressively toward others.

in the research interview the assistantAteacher offered a
rationale for the way in which the class was conducted which stressed
freedom of expression. She did not refer to expression of emotion per
Se, as the head teacher did, but rather to creative expression. She
felt that it was important to allow the children the freedom to play
out the things that were troubling thém, in the hdpe that their working
ihings out through play and creative activities would enable them to
handle the situations they would meet in public school. Implicitly in
this statement and explicitly in a statement by the head teacher in a
teachers' meeting discussion, there was no intention to prepa;e the
% children for the public school social order by giving them directly
- analogous experience; the head teacher feit that the children would recog-
nize that public school was a different place and would learn its
expectations. Both teachers agreed during the interview that during
these eight weeks they did not want to dilute the experiences of freedom
of expression and acceptance which they #elt the children needed, gnd

- which was therefore the best preparation for meeting pubﬁic school,
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Description of the Class - b

Classroom order:
There was quch activity and movement in this classroom, and the
noise level was high. The teé;hers tended.th to spend much time in con-
trolling the children, with ihérgsult that behavior which was aggressive
(e.g., hitting another childf‘or harmfui to equipment (e.g., stirring a
puddle of water with toy brooms)anry frequently went unchecked or
reached some intgnsity betfore it was checked. A frequent occurrence was

a child complaining to a teacher that another child was bothering him.

Methods of control were diverse: they included setting down a

prohibigién which was then explained, diverting the child's attention,
attempting to engage the child in another activity, tﬁking the child

out of the classroom and talking with him, or general admonitions to

the group. A method whi ch was almost completely absent was setting down
a rule for which no explanation was made. When this method was used,

it tended to be used Iﬁ controlling the group rather th;n an individual.

'n general, control was quite gently administered; diverting a child's

attention was the most frequent method used, and the children were aimost
never reprimanded. Attenpts at control were sometimes ineffective, due
to a teacher's only making a gesture at control, and not really following

through wit h what would be necessary tu gain control. For example, one

teacher attempted to control a group of fs who were bbtherlng another

boy by directing them toward another actf’ity group. However she did not
-~ stay with them and really launch the newlactivity, so the boys wandered

i
away immedijately. : \;
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Rules Seeméd’to be announced only in conjunction with individual
acts of misbehavior, and seldom generalized. The only rule which was
consistently (though not always strongly) upheld was: don't hit or in other
ways bother another child. The'coﬁsistency of this rule seemed derived
from the fact that'itt dealt with an area of concern to the children, and
they would thereforé call the teachers' attention to infractions.

The level of control éxpected differed somewhat between the two
teachers: ‘the assistant teaéhér tended to place more restrictions on the
children's behavior, and to follow through whén she asked @ child to do
something; the head teacherarestricfid the children less and sometimes
did not follow through where she did restrict them.

Classroom structure:

Typically, the teachers in this classroom brought the children
together as a group twice during the mornlng: ohce, soon after the morning.
began, for such activities a%s songs, games involving learning colors,
numbers, and names of objects, and bther simple, more motoric games; the
second activity of the entire group, late in the mbrning, was snack time.
Each day there was also one special crafts activity (one of the days we
observed, making ashtrays), énd often another, more familiar activity
(such as painting or working with clay) which was not specially planned.
It was only rarely that the entidengroup was engaged in a given activity.
At times the structure encouraged division into smaller groups: each
teacher might be directing a different activity, and usually one of the
aides remained in one section of the room, héﬂping children with puzzles

and the séveral Montessori materials which wele available. Even when
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the teachers were foéusing upon a single activity for the entire group,
there were always a few children engaged in individual aétivlt?es on the
fringes of“the group--they were left free not t6 Join the group, if they
preferred not to. Thus the classroom structure was qulté fluid, and
children moved in and out of groué and‘individual activities as they
wished. The toys in the room (dolls, balls, toy dishes, blocks, etc.)
were always availablé to them if they did not want to engage in group

activities.. The group activities (espe&ially the crafts) did draw the

children's interest, however, and éll seemed to participate in them at

some point during the time in which they were available.

Both teachers were central figures in this classroom, but much
;ocial interaction took place among the children which was not directed
toward the teachers. Because the children were able to choose among
acfivities or to choose their own activitirs, a child rather than a
teacher was able to assume leadership in an activity. In one group
of three boys, for example, one cf the three often assumed such leader-

ship, and led the other two intoanU activities. More typically, havever,

the children organized themselves around interesting activities rather

than around one another, and social interactions were fleeting ,

Teachers' instructional and emotional-social behavior
Prolonged toécher attention seemed to focus primarily on in-
dividual children, usually the active, aggressive ones or those who needed

to be directed into activities. Both teachers showed great consideration

~ of the children's wishes, problems, and individuality, and physical and
verbal expressicns of affection were frequent. (We learned that ear'y

in the summer the teachers had each been assigned half the children as
ﬁ \
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their specfal objects of attention.) lﬁdividual problem§ and individual
instruction were concentrétedly and warmly dealngtth, but‘as a result
of this concentratidﬁ upon individuals, grbhp activities and group
order fell apart. For examble, during oae of our obseryatidns the head
teacher spent a periodiéf time in a variety of group ac;ivitles. In this
period she shifted the gctivity several timbé,ineQef reélly getting one
launched, stobﬁing frequently to fécus upoﬁ an individual. Eventually,
most of the children had»left the group to join« another activity or were
wandering about %nhe room. ‘  |
The children were rafeiy‘helq regponSible~for their behavior: they
were not eiﬁectéd'tO*conform to sbghific rules of social behavior or of
classroom procedure (hittfng anotﬁﬁ; childiwasvprohibited, bht minor
infractions of this fule were often.lgnored, and major.inffactions were
| not dealt with as if a rule h;d been violated); they were not expected
to'élean up after activities or care for equipment; and they were not
encouraged in self-care ﬂsuch as dressing themselves). They were en-
couraged, however, to iﬁitiate their own activities. Few ac;lvit!es
were prohigioed by a general rule, and there‘wés almost complete freedom
to move about and to shift activities. As a consequence, the children
did choose, begin, and end activftieé"at wili. The activities they
"designed themselves (with soﬁe notable exceptions) tended to be less
complex and less prolonged than teacher-directed activities.
Self-expression was coﬁélstently encouraged in this class,
by the teachers' warm interest in the éhildren and théir own relatively
frée expression of emotions to the children, by the liack of limit-setting,

and by the Yack of ritual. As a result the children arely seemed tc
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hold themselves back from expressing some idea or emotion. Anger at another
child or at a teacher was expressed openly; the teachers sought and
received the children's frank opinions; humorous teasing and sarcasm

toward a teacher were seen.

Both teachers spoke frequently, and on a wide variety of topics--

mostly to indivﬁdpal children. They spoke in short, simple sentences to
which the child;en generally responded with understanding, by words or
actions. The teachers did not speak at length to a child, but tried to
encourage him to respond, often by directing simple questions to him.
Thus the children were ied to cohment on their activities, to express
their feelings, to answer questions of fact, and to 5péak before the
group. (Some examples of these ekchanges between teacher and child: (1)
E. has just drawn a picture, and the teacher asks him “é., is it anything
special?" E. replies "A big old giant." The teacher repeats this, with
emphasis, as she writes it on the picture. (2) R. is being pushed in

the block carrier by another child. A teacher passes, says 'Where are

you going, R.?7" R. replies "Church.” (3) While the chjldren are seated
before her in a circle, one of the teachers. asks questions of each of
them, such as ''What is different aﬁout tha weather today?' and 'How

many eyebrows do you have?"' (4) R. is making an aéhtra? of clay. A
teacher says to him '""Your mother will like that, won't she? Does she
smoke?! No answer.  ''R., does your mother smoke cigarettes?' R.

replies '"Yes." Teacher says '"Does she? Shecan put the ash in there."
]

R. asks ''Real cigarettes?' Teacher answers {Yes, real cigaretts.")
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Eliciting ideas from thé children met with varled'measures of success,
depending upon the complexity of the iaea required, and the'familiarity
hofkthe topic.

Because of this emphasis upon elncuting the children's own .
ideas, the teachers did not often gnve |nformatlon or structure activities
~ for the childrer. They did emphasize certain simple concepts, such as
those described below (see Nature of Activities), and when they did
structure problems forkthe children, they were both fairly successful:
they gave simple directions, sometimes couéled with demonstration, and
always encouraged the child to act. (Examples pf problem structuring by
the teachers: (1) A teacher shows E. how to turn up the edges of a
clay ashtriy,by demonstration and simple, dire;tlng words: 'Dra-aw it
up. Dra-aw it up.' She'lets him work at it a while, then sees that
he is having trouble, and returns to demonstrate again. (2) A teacher
is asking two children questions aﬁout‘a book she is reading: '‘Can you
count three bees on a page?' The children lean over to look and count,
and the téacher clarffies: "This iS a page and this is a page.")

Nature of the Activities in the Classroom

Teécher-direCteg;acnivities. A number of concepts were emphasized
throughout the course of the eight weeks, mostly through group games of
fiﬁding or naming things, but often through questjons to indiQidual
children In the context of other activities. The concepts inciuded identi-
fying geometric figures (circle And‘triangle were mentioned), names of
objects, names of colors, counting, learning one another's names, scunds

of different animals. Often there were references to what was seen on

|
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the weekly trips. Tﬁroughout most of tﬁé eight weeks, the teachers
brought fruit for the children to examine and eat each morning, and
talked about the characteristics of thé different fruits.

Each day a Specéél crafts activity was introduced by one of the
teachérs. These included making ashtrays of clay, pasting cloth on human
figures, Q-tip painting, pasting paper collages, potato ﬁrints, and leaf
rubbings. Coloring, painting, and dfawing on the blackboard were fre-
quent activities.

A variety of games was used. In fhis classroom as in the others,
Lotto was used as a small group game to develop vocabulary, and was very
popular. Simple group games includeq Jéck-in-the-Box,'Doggle, Doggie,
Where's your bone?, throwing beehb;gs in a pall, marching and dancing
to music.

The teachers found that reading a story to the entire group was
not successful. A few stories were told by the teachers, with actions,

and these were well-received. Occasionally a teacher would read to one

6r two children. There was extehsive story-telling by the children,
with the teachers writing the stories down for them, and the children
providina illustrations.

Songs were always ernjoyed, and were genérally well-handled. They
ofgen~COnsisted of a number of verses, with references £o specific children
in each verse. The songs used b9 the teachers tended to differ somewhat
from standard nursery school songs, in style if not in content: they
were often louder, more active, and less gentael than is usually the case.

They .impressed us as the sort of songs that the boys might find especially

appealing.
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One of the éides,'begihnﬁgg about hélf—way through the summer,
directed the children's play withlﬁuzzlés and wi;h some of the‘Hon£;;;ori
activities, including stringing beads, sorting’beans of different sités

* énd shapes, placing a series of wooden cylinders of increasing size in
the correct holes in a block of wood, and bhildiﬁg a tower of cubes of
decreasing size. Thése Qere recurrent activities for most of the children.
A few indfvidual caretaking tasks were introduced by the teachers,
inéluding watering plants, watering and feeding pet micé, and helping
the teacher to clean fhé room, upon individuai reduést._
Unsupervised activities. A doll corner was often a center for
activity of one or two children{ occasionally with obsetvers and commen-

tators. Toy soldleré and toy furniture were also available for play,

though we did not see them used. Many of the children enjoyed washing

dishes and mopping the floor. Oiber toys which were extensively used
incldded blocks, toy cars, and a peg-pounding board.
We saw simple, flieeting actsAof dramatic play, as well as a

few extended draﬁatizations, the latter initiated and directed by one
~ child who would then draw others inio the play. Motor play, which was
prominenﬁ, included running, climbing, playing with a ball, pushing
one another in a cart, punch‘ing'a’ Yogi bear pundihg, doil. Books were
available for the children to look at,ihougﬁ we did not see them used
by children without a teachers help. A full~lehgth mirror and photo-
graphs of the cﬁildren were popular initially, and were occasionélly

- returned to later.
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Description of Classroom 2

‘Description of the Children -

This classroom had the smallest number of children of the thtree
classrooms. |t was an integrated classroom: 7 of the children were

in our lower income Negro group, 4 of the children were middle income

white; and | child was middle incdme Negrﬁ. All chiidren remained in
the class for the entire eicat weeks, except for the‘middle i ncome
Negro gir!, who was enrolied for only the first four weeks, and two
children who left after ihe sevenih week.

The lower income Negro children lived adjacent to the Ancona
School in a group of apartirent bufldings which hodse socme of the few poor
families living in this predominately middle class, racially Integrated
community. The public schocl they would attend drew upon this community, <
and was therefore integrated for both race and iacome level. The build-
ings in which these children lived w;re in disrepair, but the apartments
themselves were often weli=kept, though sparsely furnished. In the

immediate area of the buiidings; there was much space for outdoor play.

The middle income children in this classroom had all previously
attended the Ancona Schoo!, in a Montessori classroom.
Tablacllc]’ lists the sex, age, |. Q. and family description data

for the three classrooms. The 1.Q. level of the lower income children was

mid-way between that in the other two classes. As in the case of the
other integrated classroom, the middie income children whom we tested
had a higher 1.Q. level tran the lower income group with litile ovarlap

‘n the distributions of scores. In the lower income group, the propurtions

of father-absent and fathep~present homes were roughly equa! to thuse in

the other two classes,
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In the réséérth interview with the two teachers in this classroom,
one of the teachers mentioned that she found the entfre group an es=
pecial!9 shy one, that didn't,ﬁegin t§ feel comfortable until about the
ihird weék of school. Tre lower income Negro chiidren were less inhibited .
than the middle income white chjldren, and it was the former Qho made the
first overtures of friendship in the group.

Teaching S£aff

There Qgre two teachers and one teaching aide. The head teacher
was a public school teacher who taught a third-grade class in a pre-
dominately lower-income Negro .school. Her assistant teacher was a nursery
school teacher who had taught middle ciass children. The teaching aide
.was a teenage girl who had had no preQious expérlence in working with
children. |
Teachers' Goals

The major goal of thé Head.feacﬁer in this ciassroom was the
preparation of the children ior public school. In the research interview,
she stated that she‘had5pokeﬁ to some kindergarten teachers prior to the
beginning of the summer, tp determine what the children should have when
they enter kindergarten, and that she used this as a rough guide in planning.
A written description of her goals |ngocated that she conceived of
preparatién for school as & muiti-facpted endeavor which included
broadening the child's interests, cir{le of friends and feeling of confi-
dence’in himself. Har goals, as she listed them were 'To prepare children
for public school. To give edch uniiﬂ @ feeling of worth and pride about

himself. To increase sccialization ang verbalization. To teach the child

3
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to think and to do‘for~himseif; T0¢prepare children for being away from
home.' In a discussion of goals at an early teacher;s meeting, she
had fdcdsed particularly upon verbal Iearnihgﬁ helping the children to
learn about the things around them and promoting verbalization in
general and the use of sentences in particular.

In accordance with‘these gbals,”some activities were plénned
which were similar in.nature tdyactlvities the childrén would find in a j
kindergarten class; in particulaf the_teacher mentioned in her written |
'report group activities which included conversation, songs an& stories,
and which were designed to teach th¢ children to listen to others and to
Speak before the group, as well asito give them the feeling that their

own ideas were important. Another refiection of the focus upon preparation

for the kindergarten experience was the head teacher's attempt, described
in a teachers' meeting late in the session, to begin to wean the children
away from all the individual attention the teachers had given them initially,

in preparation for the more impersonal atmosphere of the pubiic school,

Description of the Class

Classroom order:

) The general tone in this class was relaxed and unpressured. There
were limits, but within these the 9ﬁlldren functioned freely. For example,
on returning from a walk to a nearby park, the children were allowed to

straggle down the street, walking along a raised curb stone, but when

f several children wanted to run ahead, they asked the teacher for permission

-~ and assured her they would stop at the corper.
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:Though'mush of the teachers' activity was related to control, it

‘was not obtrusive in this classroom. For the most part it was firmly but

. gently admfnistered with no trace of anger behind it. Both teachers

tended to give a firm, clear statement of rules, one of the teachers also

appended an explanation each time she prohlbuted some behavlor. Once a

rule was stated or a request was made, compliance was expected, but the

teacher was usuaily willing to wait for.that compliance, and to repeat

the rule or request if necessary. (For example, one of the teachers was

alone in the roem with M., who began to turn the'light on and off repeatedly.
The teacher said "M., |'m not finished here so leave the lights on." M.
continued, and the teacher repeated his name several times, increasingly
loudly as f he hadnit heatd her. Finally M. stopped and the teacher said
"Fhank fou.") |

Control of the group was vested primarily in the head teacher.
lt was generally she who gave the few necessary directives to the entire
group, and it was she who. defénedvthewlimtts,of ‘the permissiblei: These
outer limits were defined by.a definite change in tone which suggested
tc the children that fmmed}ate conpliance was expected. This tone was
not used frequently, and was almost exclusively used in situations where
the children's actions seemed tc threaten their physical safety: e.g.,
running out to the street to see @ machine, ci@mblng on a fence, hitting
another child. Apart from this sharp, commanq;ng tone, and the patient

A

repetition mentioned above, control was dlso athieved by separation of

g

o} ,
a child from the group; when someone was beingficontinually disruptive,

the teacher would take him out of the room forja while. in addition,
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examples of desired behavior w&re~praised by the teachers.

iThrge types of rules were identified, each type being associated
with a differeng method of cqntrbl. Rgles rélatlng to physical safety
were given in the coﬁmanding tone mentioned above. Rules concerning taking
care of property and consideration of other people's comfort were given
in simple direct statewepts, sdmétimes wi th éxﬁlanatjon. Iimmediate com~
pliance was not demanded, an& the teachers would repeat the digective and
wait patiently for compliance. Rules concerning orderliness in the class-
room were in effect ét points of transition in activities; a general
statement was made to the group, snd then this was backed up by direction
of individual children, fairiy patiently moving them toward the necessary
cleanup of materials and arranging for the next activity.

The order which was expeéfed in this classroom seemed to be
thoroughly understood by the children; First, they reacted appropriately
to the changes in the head teacher's tone describzd above. Second, the
generally good order which existed in the.ciass with no evidence, at ‘

least-at the time of observation, that the teachers had to work stren-

wously to achieve this order, Endicated ttt the children did know what
was expected and were willing to comply.
Classroom structure:

We observed in our occasionél visits to the classroom, and the
teacher described in a written report, a classroom routine that was
fluid but consistent. Generally the Tirst part of the morning was spent
in individual and smal ) group activities using matericls which were
available daily, such as do!is, trucks, puzzles, peints, sewing cards,

etc. At this time the two teachoers and occasionally the aide tended to

be the center of small group activities which began and ended as &
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functnon of the intorcst of the chlldren. There wés much shifting among
the groups, though the children did tend to remain with an-activity for
fairly long periods, and to find new activities when they had left others.
Tht early period was o¢casionally used for actlvitles des’gned for the
entire group; we observed a day on which the entire group nade and flew
kites and one oﬁ which the group b!anted seeds. During these activities
deslgnéd for the en;lée group, children who did not want to participate
were allowed to pursue individual activities with the materials which
were always available for play. in her written report, the teacher men-
tioned that the children also occés]onal!y played outdoors during this
period. | |

After this earlf long berlod of activity the children, directed by
the teachers, cleaned up the room and put materials away, then gathered
in a circle for songs, stories, or conversation. On the days on which we
observed in this classroom, thé only activity at this time was singing
which was directed by the teacher. However, the head teacher's report
mentions convérsations about trips planned for the week or about things
that children had brought from home to show the others. During the
singing we observed, a few chuldren were generally allowed to continue
with other activities. Following the singing, all the children gathered
on tk= circle for milk and crackers, a quiet time in which there was
generally some ;onversation among the children. More small group
activities or occasionally a story read by ? teacher to the group

followed milk and crackers; then the last p'riod of the day was spent

in play outdoors in a nearby park.
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Thus, in this classroom, the children were iypically in small,

shifting groups formed on the basis ot interest in an activity. Large

% v

groups were the next most typ!éai fOfmftlon. and included most or all

of ‘the class. !n most cases even the large group was fiuid. The

teachers tended not to be strongly directing in this class, but their

presence in ¢ initiation of an activity seemed to entice a number of

children into that activity. Ambng the éhildren themselves, groups were

} " formed on the basis of interest in an activity. There were discernible
leaders among the children but no cligques.

Teachers' instructional and Emotional-Social Behavior

Most of the teachers"attentioneWas directed toward individual children,
usually in brief interactions. ‘The content of their in;éractions with
the children inc,uded supervision, fnstruétion, cohtrel, and general con-
versation, in roughly equal proportions. The head teacher tended to

be pleasant and considerate, but not oriented toward the individual
emotional needs of the childrén. For example, she would occasionally

respond to comments which expressed rather personal concerns with answers

which focused away from, rather than toward the emotional content of those
concerns. (E.g., when one child said she didn't want to drink her milk
the teacher simply said “lt‘s good for vou.") She did not tend to
initiate conversation with the children, but they often directed con-
versation and expressions of physical affection toward her, and she met
these with interest and enjoyment. The assistant teacher seemed more

- oriented toward individual emotional needs: although she also did not

focus upon emotions in her conversations with the children, her actions




‘of these two teachers in the classroom was a pleasant, relaxed atmos-

ks

seemed to take Info account the chfldren‘s more personal reactions.
For example, it was this teacher who often tried to“dréu the ﬁore shy
children into activities, and it was this teacher who evidenced under-

standing of the needs of one quite disturbed child. The combined result

phere where extremes of emotion were not often seen, and where the focus
was upon the activities of the classroom. Though most of the children
in this elass spoke freely to the teachers, they did rot frequently
challenge the teachers' authority or become teasing or boisterous. Thus
it seemed that the freedom of expression we saw occurred only within
limits set by the authority of the head teacher and her pleasant, easy-
going, but relatively impersonal manner of relating to tﬁe ch{ldren.

In this classroom the teachars expected the children to clean up
after themselvee and to put materiale away,; each child was theoretically
responsible for the things he had used, and the teachers set aside a
period of each day when they expected the children to exercise this

responsibility. Initiative in choosing activities and in social

interaction wes rende(ed possible by the general freedom of(the classroom
structure end by the responsaveness of Lhe teachers. Though the teachers
encouraged the children to engage in sume “constructive' activity by
invitation or suggestion, they did not push the childree into activities.

if they did not want to join. Most of .the children did in fact initiate
their own activities, and their participation in teacherwdirected activities
seemed based on interest su that they felt free to leave when theijr

{nterest waned.
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The head teacher spoke fairiy frequently to individual children,
ir short, simple declarative sentences. Instructions and orders tended .
to form a large pirt of the content of her speecﬁ, though brief responses
tc questions were also presént. When shtie spoke to the children, their
reactions--verbal or motor--tended to be almost immediate, suggesting
that the children found her communications easy to understand. (E.g.,
when a child began to enter anothef classroom, she said simply '"Don't go
ir there, J.h J. asked ‘‘Why not?"’ She replied 'There's no one in there.”
- J. immediately came out of the room.) The assistant teacher also spoke
fairly frequently, but her communications usuaiiy included long explana-
tions, and led more often to hesitation, confusion, deliberation, and
delay of f;sponse. (E.g., Two girls were throwing sand into the basement
entrance-way. The teacher said to them ''Girls, you can dig the sand but
don't throw it down there, because it has to be swept out.'" The girls

looked at her hesitantly, then stopped.) Though the children apparently

@ had some difficulty in understanding this teacher, they generally

f responded appropriately tu her, atter a delay. Her mode of communication
tended to inhibit verbal response by the children, but it is possible

| - that it provided them with practice in understanding of speech.

t " The children were never pr&hibiied from speaking in this
classroom, and the teachers responded with inferest to the children who
spoke to them. For the most part, there were no directed attempts by

éhe teachers to get the children to speak, phough we did observe a few'
occasions when the head teacrier directed questions to the gfoup in the

context of a group activity. (For exampie, she eiicited the cniidren's
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ideas aboqt the growth of plants in the seed planting activity we observed

~ one day.)

We did not observe a great deal of directed verbal instruction in

‘this class, but each teacher presented some items of simpie information as

they came up in the context of activities and otservations. (For example,

when the children were gathered around, iooking at something on the sidewalk,

 one teacher approached and told them it was a caterpillar. On another

cccasicn, a teacher toid the children who were singing a song that ''spine'
meant their backbone, and suggested that they fee! it.) In each case thec
information was presented s.mpiy and clearly, and the children seemed to
register what was said, or at leastffo tocus upon what was referred to.
instruction In motor activities such as drawing, cutting, and stapling,
was also presented in the context of an actiéity.

~ The teachers in this classroom were often engaged in structuring
small group activities and games. The cne activity whicﬁ we observed in
detail, that of making kites, was structured in a very satisfactory manner.
It was broken down into manageable steps, eacﬁ involvlqg both decisicn
and motor activity for &he children. When each child finished his kite
he was able to take it outdoors and fly it.

Nature of the Activities in the Classroom

There was much overlap in this classroom between sunervised and
unsupervised activities, since the teachers typicaily spent the early part
of the day in small group activities using materials which were available

also for unsupervised play. For example, one\teacher made a group game ot

sorting beads which were aisc available for infsividual use. And agdnnk a

child might work on a puzzie with a teacher's nelp or by himsetr, ‘\\
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A number of the Mdntessdri materials were available in this class-
rbom, including a tower cf cubes of graduated :4p#e,a ''staircase' of
wooden blocks of graduated'lbgmgit, a graduated series of cylinders set in
a wooden block, geometric figUreS for tracing, and bead sorting. Class=
rcom materials 81so included more standard nursery school equipment:
trucks and cars; dolls, touy dishes,'ﬁuzzles, a Léggc set, a pegboard,
beads for stringing, sewing card;, and blocks. All ¢t these materials were
used daily by the child}en. Painting, under a tegcher's supervision, and
coloring were frequen; act‘vttieg, Cutting and pasting paper were seen.
Books, were avatgable,.and fhe teachers were seen reading from them to
smal i groﬁps of children. Lotto was a popular game in this classroom
as in the othér two.

Activities for the total group which used materials not otherwise
available were infrequent in this ciass. We have mentioned making paper
kites and planting seeds, the two activities of this nature which we
observed.

The head teacher planned a few activities designed to écquaint
the children with their less immediate surroundings, including a Qalk to
a nearby demoliticn site ard & visit to a number ot different kinds of
rearby stores. She sometimes addresseu tocmuents and questions to the
group about things observed on their waiks to and from the park, and
crossing streets provided the occasion for learning safety rules.

No particuiar concepts were emphasized in this classroom, though
~- both teachers frequently naped or explained things for the children. in

the reseérﬁh interview, théiceacnets mentioned some attempls 1o teach the

children colors and said thiy hoped to teath the childrer to read their rames,
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.'Dessrigtﬁqp?of Classroom_3

Description of the Children

in this classroom,'tﬂere was a shift in pobulation at the middle
cf the session. The middie income children, all of whom attended the
Ancona School during the schoél year, were enrolled tor one or Both of
two four-week sessions. All of the lower-income children were enrol led
for the entire eight weeks. Thus, during the first four weeks, the class
consisted of 7 lower income Negro children, 5 middle income white children,
and 5 middie income Negro children. During the second four weeks, there were
7 middle income children (6 white, 1 Negro) and 7 fower income Negro
children.

The lower income Negro children lived adjacenf to the Ancona
School in a group of apartment buildings which house some of the few poor
families living in this predominately middle class, racially integrated
community. The public s:thov: they would attend drew upon this community,
and was therefore intégra;ed for both face and income level. The build-
ings in which these chiidren lived Qere in disrepair, but the apartments
themse'ves were, with one exception, weli-kzpt. In the immediate area
of the buildings there was much spdte fur outduor play.

The middle income ihildren had ail previcusiy attended the
An-ona Scheol, in a Moniessu. 1 ¢lassroom.

Table E-R lists the sex.‘age, i.Q levél, and family descfiptbon
data for the three classrooms. The lower income chiidren in this Class
had the highest mean H.Q. of the tnree classrooms. However, their 1.4,
level was iower than that ot the three me&die income children we testad

in this class, with no overiap in the two acistributions, In the [we:

RPN A
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incoine group, proportiéns of father-absent and father-present homes were
roﬁghly‘equal to those in the other two c¢lassrooms.
Tedaching Staff |

This classroom had one‘teachew and three assistants. The teacher
was a trained Montessori téacher, who had received her training in the
Ancona Schoo! during the previous yedar. Fricr to that time, she had
taught kﬁndefgarten and nursery ciasses in private schools. The assis-
+ants Included one woman who had previcusly worked with-children in
Sunday Schools, and two teen-age giris, who had ro previcus experience in
wo-king with children.

Tea&bers“ Goa!'s
R —

This was our ore Mortessori class. The teacher supplemented the
Montessori materials wiih ciher preschuol activiﬁies, but the structure
of the classroom was Montessorian.‘ In the research interview and in other
conversations with the research assistaﬁt, the teacher indicated that her
purpose was to prepare the ciiildren tor public school, working from
#ithin the Montesseri approsci. Lﬁnséstent with this approach, we felt,
was the teacner's focus 1n che interview upon certain bruad areas of
deve]opment which che acged to turther, and her deta:ling of specific
elements of classroom procedure and Ciassroom materials which were in-
tended to support this wevelopment., UP the three riead teachers, it
was this teacher who had the most specific rationale for her classroom }
activities. |

First, she emphasized the goai ot promoting the child's ind:vidual

learning, according 1o his wwin inlerests and levei ©1 attainment, Jliwosing
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from tﬁe activities available fd.hlﬁ with the teacher as obse:ver and
guide. Second was the maintenance of an order in the éiassroom, designed
to build the child's confidence in his abilify to funétion there. In
a&dition, sheﬂfelt that foliowing instructions given by the teacher in
presenting new materials to the children would provide good practice for
the demands of public school. She desC}ibed the Montessori materials
which she was using in terms of three broad categories: (i) the practical
life activities were intended to dévelop competence in self-care and
self-direction; (2) the sensorial materials were intended to'develop
sensorlé! discrimination; (3) coﬁdepts of proportion and number were to
be developed by other méterials. in a discussion of goals at a teacher's
meeting, she mentioned that she planned to modify the Montessori individual
learning approach by‘initiating some group activities in recognition of
the fact that the children would participate in group activities in

public schoo) She mentioned another addition to the Montessori approach
in the mesearch interview: instead of waiting until late in the program
to introduce langwage concepts for the Montéssori matefials, she intro-
duced them early, in recognition of the fact that this was a shortened
program, and that the putlic school experience to come would lean heavily
upon language. Furthermore, she introduced a few extra activities

designed specifically to promote varbalization.
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Description of the Class =
Cfass?oom order:

In this classroom the prevailing atmosphare was one of activity
and industry. There Qas aﬁ abundance of rules, and an established routine
for mosf activities. Rﬁles designed to maintain genéral classroom order
included avoiding actions which would bother another child, replacing
équipment iﬁmediateli after the child wés finished using it, taking
turns with materials thch couldn't be duplicated, maintaining neatness
and cleanliness in the classroom, handiing equibment quietly and carefully.
Rules félatlng to the children's work habits included finding some activity

to engage in at all times and finishing activities once they were begun.

Specific rules governed the use of much of the equipment: in particular,
vie noted that cieéning materials had deSignated functions, and that the
Montessor| ﬁaterials-iere to be uﬁed only in certain ways. All the teachers
censistently enforced and demonstrated the rules. Statements about rules
as well as leading a child thfohgh the prescribed actions were frequent
occurrences. | | |

. In general, the children sgemed to accept the rules and to try to
conform to them. They did not seem to be unduly fnhibited by the rules;
rather, they performed their responsibilities as they knew them or were
reminded of them, but continued to maintain active interest in their
activities and in one anothe;. In some cases the children seemed to have
learned the rules, especially those surrounding daily routinés, and those

general rules which concerned work habits; the more specific rules about

hahdling equipment required frequenf reminder.

P




§28Y°
53

The teachers enforced rules by reminders or admonitions, which
freqdently contained only such appéals as ''That's not what we do,' but
occasionally included reasons. (Only the ﬁead teacher was observed to
give reasons for her directions; the assistant we observed simply
stated the rule in a firm tone;) We saw no occasions when it was
necessary for the teééhérs to speak tb a child about an action such as
hitting another chiid, thoﬁgh weidid note one occasion when a teacher stopped
an interaction which it seemed might end in conflict. The head teacher had
mentioned in thhﬁresearch interview one occasion when a child hit another and
she required an apqfogy of the child who had done the hitting.

Classroom structure:

ln_this classéoom,'the first and longest portion of the morning was

spent in individual or small group activities using materipls which were

available dily for the children's use. For the most part the children ' ;

chose their own activities, though the teachers might suggest things for
them to do. The teachers.ofteh started children on activiti?s and
frequenﬁly.cal)ea their attention to things they should do, but we saw no
instanc;s of continual teacher direction of an activity. Typically the
children engaged in individual activities, fhoqgh there was much parallel
play. Tihus grouping with others tended to result from sitting at the

same table and/or engaging in conversation. Despite this dominadt tendency
to individual play, there was some group play (for example, we saw three
boys playing Lotto together,.and two girls wasﬁlng dishes). There tended
- to be less shifting of groups in this classroom than in the other two:

activities were of fairly long duration, and children tended to return

to their own glosen places at tabies for their activities.
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Milk and crackers followed this early long bériod of activity. There

was no clearly demarcated clean-up timeﬁ the teachers simply spent about 10

minutes moving among the children, getting them to finish the activities

they were engaged in and to sit down at their tables. Thus the transition
was generally handled smoothly. In this classroom there was a certain

amount of ritual surrounding the eating of milk and crackers: the teacher
choie from volunteers several children to pass napkins and crackers to the
children, and another child to call their names for receiving milk. The
children sat at their tables, and were expected to remain there quietly

unti) their names were called. The teachers supervised this activity closely.

On one occasion we saw one of the assistants read a story to the
entire class after this early period. More typically, the children went
directly outdoors to play for the remainder of the'morning, as in the other
two classrooms.

In this classroom the head teacher was a strong social center.
Whenever the remained at her desk, she was frequently approached by the
children for conversation or for help in an activity. There Was, however,
a social structure which existed quite apart from the teacher: in a number
of cases social interaction~seeme6 based upon ipdividual friendships, and
was sustaingsd in coomon activities. in particular, three middle income
white children formedka smail friendship group which frequentiy engaééd in
conversation across activities, and three lower income Negro boys were
frequently seen to form group activities. These groups were more stabie,
and more clearly friendship groups, than those we saw in the other

classrooms.
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Teachers' Instructional and Emotional-Social Béhaviqg

In this classroom, ésrin“theuother two, the teachers' attention was
difécte& primarily toward individual children. In the case of the head
teacher, this attention mosi frequently took the form of instruction which
was often qUit? extended; partiéujarly when she was giving a lesson using
the Montessori materials. P;olonged individual instruction was more
frequent and more wiaaly‘distributédmin this classroom than in the other two.
It §eemed that the teacher's ﬁriméry«oriéntation was to instruction, and that
other constderationsﬁwere secondary. Even in the context of general con-
versation, instructionélta;‘i,n.nfs were frequeﬁt. (E.g., E. had been
talking about bathing kittens. Tke teacher said, "It's not a good:qd%a sometimes
to give them a bath.? E. asked "Why?'' The teacher answered, ""They clean
themsel&és.") Characteristicallytthfﬁ téacher was warmly supportive of

the children and responsive to their‘bids for -attention, though she did not

encourage a depenyent attitude or physical expressions of affection. (in

a typical interacticn, one girl, Qaiting in line to go outdoors, said, '"Mrs.
D., I'm reaqy.“ The teacher looked down and with a pleasant expression
mouthed the words,''| know.!) The aides also directed their attention
towar& individual children, but brimarily for purposes of control or
reminders of unfulfilled responéibilities? When an aide approached a child,
it was typical for her not to comment upon what the child was doing, or

to ask him about it, but rather to reinforce a rule about how it should

be done. (E.g., one aide spoke toﬁE. who was play{ng with a tea set.

""No water over here. You're not supposed to bring water over here.'')
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In contrast to this classroom behavior, the aides were more actively and

warmly involved with&the children's activities on the playground.

ways, the most important of which was the independent carrying on of
activities. Beyond that, there was the stress onvf%nishing.takks,putting
away equipment, and keeping the"rdom orderly, all of which the children
were expected to do themselves. Reminders were often necessary, but the

children did carry out these activities.. In addition to this responsibility

:,For individual activities, children volunteered for, or were assigned,

jobs to help in carrying out routines, such as having milld and crackers.

The children were encouraged to choose their own activities, but

»thex exercised initiative primafily at this point of initial choice of an

activity, and not in the manner of“carrying out their choice. Rather, the
activities they chosevwgre often to be carried oqtin a mannee prescribed
by the teachers. (E.g., M. was told that ghe sﬁbject of his painting was

i nappropriate for paiﬁﬁs. K. was told to Wipé tﬁe dishes with a cioth
towel rather than a paper one. E. was told to wipe up some water she had
spilled by using firstj# spongé and then a paper towel.).

Similarly, bedguse thé setvof activities designed for the children
was so clearly prescribed, the teachers tended not to éncourage seif-
expression, or at least to set limits upon the manhner in which it occurred.
(?or example, one child, who wanted verquuch to play with a kitten visiting
iﬁ the classroom, was not allowed to do $0 by one of the assistants. The

head teacher let her join some other children in play with the kituien, but

The aides did engage in some instruction as well, but this was less frequent.

Personal responsibility was fostered in this classroom in a number of
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asked h;r to move hd; chair a?dﬁééitﬁe table*sé thgi she couid be seated
‘while she did so.) |

~In this classroom, the"teachers all spoke quite frequently, and
almost always to individual children. Their speech tended to consist of
short sentences, consciously adjusted to the chiidréﬁ's level of understanding.
Rarely did a child seem unable toaunderstand what a teacher had said. (E.g.,
During milk and crackers, the teachér said to a child who was coming to her
éesk for Milk: 'You have to come around the other way. We'll have too
much traffic.' The child lmmgdiatejy.turned and went around the other sidé
of the desk.)l | |

The heéd teacher was.;hé only person whoéconsistently encoﬁraged

the children to verbalize. She diy”this through convﬁrsétions with chiildren

at her desk, and through the function she served of directing activities

(so that the children frequently came to her with requests). Even the head

teacher, however, fended to dodinétgthe conversations she engaged in with
the children, possibly as a function of a strong orientation to instruction
of the children. (E.g., Three children»were holding the kitten. The
teacher asked them to bring it tq}her, tuok it and held it as she talked
with them, ‘'He fas outside this ﬁorning. | brought him in and gave him
some milk. See he's frightened. You pat him gentiy."* One child said,
'We have a cat.'' The teacher replied, ''We have two,'' then went on to
describe her cats.)
The children were asked.to Speak before the group in the process of

carrying out routines: for example différent children each day calied the

names of the other children to receive their milk during miik and crackers,
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Horé extended spéech“beforg the dtﬁér children éas not seen, since there
were few actlvifies for the entife group.

A few cases were observed of the teacher's atgempt to provide
situations for verbalization among the children. For example, one child
was asked to instruct another in an activity and the Lotto game provided
a setting for verbalization. Furthermure, conversation among the chiidren
was going on continually, and was rarely prohibited. The teachers ashed
the children not to speak oniy at the tines when they were addressing the
entire group, as, for example, when the head teacher was calling the
children's names as they formed a line to go o the park.

Both giving’infgrmation and structuring probiems were quite success~
fully handled in this class. Items of inforsation were given in the context
of activities the children were fﬁterested in. (For example, when a group
of children were blaying with the kitten, the teachef spoke to them about
how she had ftund it, and showed them how to handle it without frightening
it. Latér. she showed some books about kittens to a few of the children.)
Problem-structuring was seen in the severai lessons which were given with
Montessori materiais. In these lessons, verbalization was kept to a
minimum, and was quite simple, and it cluscly paralieied the actions of the
teachers in demonstrating to the'chi[dren how to deal with the materials.
(E.g. Demonstration of tiie use of thermic bottles for comparison of
temperatures: H. was seated before the group of botties, began to litt
and shéke them. The teacher told him he didn't need to shake=-just feei
them. ''Take one and find one that's just like it. Then give them to 1.

(apother child) and she can test them. YThe teacher moved away. H. ieid up
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“tuo botiles. addrcs§§d{fhé.teachéF, "Thi§>the same?' . The teacher took the

- bottles, said, "is it? You try it, T, Are they? [. took the bottles and
‘felt them, said, "No." A moméﬁt later, H. heid up two more bottles.jééid v
"Tals the,same?' ' The 'teacher repiied '""What do you think, H."? She took
the bottlgs, said "That's right.” H. continued toi a while without consuliting
the teacher.)

Nature of the Actlvitiés 1n the Classroom

There was a wide variety of materiais in this classroom, most of which
were designed for individuai use. Montessori materisls which involved the
ordering of sensory dimensivas inciuded thermic bottlies, sound cylinders, a
block tower, cylinder blocks, and a textile box. Materials designed to
teach number concepts included counting boxes, with spools to be counted
into them, séndpaper numerais, and»nods of graduated length. Practical

life activities included watering plants, dusting, polishing and washing

materiais, and fastening frames for practice with various clothing fasteners.
A doll corner included, among other things, dolis, cradies, baby bottles,

and a tea set. Art work materials consisted of crayons, paints, colored
paper‘fqr pasting designs. HMaterials promuting verbalization or leadiny
toward reading and writing i.cluded pictpré Lotto, alphabet cards, tracing
insets (simple geometric forms) and leaining ;he'names and characteristics
of the forms traced, and wricing on the biacxboard. Additional miscelianacus
activities were bead stringing, puzzies, bead sorting, and @ hammering

bench. In almost every case, the child was introduced to materials in a

- brief lesson given by the teacher or by watching other children who had

i

already learnea 1o use them. Not every child used all the materiais,

LR



ﬁpthqr, the teachers et the children make their own choices, occasionally

' “

introducing them to new materiuis.’
Activities engaged in by the whole group were |imited almost

entirely to group singing and stories read by the teachery,

| Compariéwn of the Three Suminzr Classours

Although our thres classiooms divteredd from one annthes (n G ETE
respects, there were a nuwber of broad simiiarities bziween them. In cach
classroom the choice of acrivities was free, there was a3 large degres of
freedom of movement, and tre chiidren wzre fres 1o converse with one
anoti:er most‘*fé?ﬁﬁ time. Al! of our teachers direcied thair attentica
toward Individual children primarily and group activities secondarily,
though the predominant natusé of the atiention given varied among the three
classes, Activities geemad to be of an appropriate level of difficulty
in all the classes. In all cases they included attractive “anipu?abl&
and plictorial materials, toys for"dramatic play, songs, stories and games,
and verbal concepts introduced by -the toschers. Ne classroom bad & E?ﬂgjéu
formal curriculum,

The differences whi<ir eaisti#d guosrg tha classeioms may best be teen
in a brief, summary de--- . .o of @ach, 0o { wasieess 1, the ainﬁ: ok e
teachers were emotional supoa~rt edd &nﬁﬁwfd?@m&nt of selfeexpression,  fhe
gerieral tone in this classronm Qas active and uninkibited., There were tew
prohibitions or expectations for behavior, and those which did exist were
inconsistently uphcld. There was almost complete freodom of mevessnr,
There was no encouragement of responsibility in the ohildren for thei:  wn

actions and their cwn self-care. The focus of the reschers was o 2t
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ixpfesSion rather than instruction, on emotions»rathar than classroom
actlivities. The daiiy classroom routine was auite variable, Instructinnal
N activities occurred in large groups more often here than in the other two
‘3 : classrooms, though the teachgrs' attention Qas otherwise directed mostly to
| individuals. The focél activfties shifted each dav rather than consisting
of a standard set, though peripheral, individual activities used material
available daily.

In Classroom 2, rhe aim of the teachers was preparation of the
children for kindergarten. In this classroom the general tone was relaxed
and ﬁnpresspred. There were cleariy defired rules and routines, wnich wers

— simple and few in number. There werc moderate expertations for responsi-
bility in the children for their own actions and their own self-care.

The teachers were oriented primarily toward classrocm activities, though they

A s n Wt miad bt e S

le : did take account of the children's Individual needs in directing these acti-

vities, and a batance was achieved betwean attention to individuals and

orientation to activities. There was some instruction, but more teacher

et e

.

: i
attention was directed vo strusturing of problems and games., Instrucrional

activities occurred primarily in small, «hifting groups., There was é
standard set of materials. available tor daily use, with cicasional vwariation,
In Classroom 3, the aim of the teacher was preparation of the

children for kindergarten through Montessori metheds. The general tone
of the class was active and industrious. There were many rules, touching

all activities, and a fixed method for carryving out most activities.

Classroom routine was fixed and ciearly defined. This classroom mads tho
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. Qreite§¥ demands déonihe_éhii&&dﬁ for responsibility for their own actions
and thefr own selfiéare. 'Theiéeacher and her assistants were oriented to
tasks and instruction, with seif-expression and attention to emotional needs
secondary concerns. Instruction was almogt exclusively given individually,
and the activities of the children were mostly individual ones, though with

a few s'ﬁll groups. There was @ standard setbot activities fof the most.

-

part, but with intreduction of rem acr:vities to individuals from time to time.

It can be seen that our three (laisrooms formed a rough continuum on
a number of characteristius,~conver§§ng to define 4 classroom style. Class~
~room | is af.one end of this cohtﬁnuum, chasacterized by lack of stiucture,
lack of restrictions and expectétions for behavicr, and a predominant interest
in meeting the emotional naeds‘énd eliciting the uncenscored attitudes and
feelings of the children. Classroom 3 is at the other end, characterized by
a strong structure, a number of féstrsctians and many expectations for
behavior, and a predominant intérest in teaching certain attitudes and habits
of work and thoughf'to the chiidren. In each of these classrooms, the
teachers focdsed their efforts upon the individuai child., Classroom £ Falls
between the other tﬁu. it is characterizad Ly a mderate dagree of structure,
with some restrictions and expectatiors, and a baiance struck'betwaen
individual needs and clussioom instruction, This weoilah pos}iion alse
entails in this case ar 4bcence of the iniansity fult i the octher two

classrooms, coupled with a less strong focus uporn individuals.

e el ve
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o Description of the Lhildren in the Three (lassroums
Description of Lower income Families .
Father Absent Father Fresent
No. of
Children No. of Means of Means of
' assroom Age at Chiidren 'nitia! Range Mother Support Father Supwort Age of Nc. of
u3Mmocv Boys Girls Entrance Tested Mean iQ hlailw ADC Working Not Known Work.ng Nof Xnown Mother Sihlings
= Lower
~Tome ? 9 5= i3 849 47-102 5 3 3 5 28.9 :.8
N2 300
ﬁ.wtll
12 = Lower
Poslome 2 4 5-3 7 0.7  €9~i19 2 3 ! i 31.5 3.7
aro .
<
3 ‘o
m..uu.x_mn«w
3 1 ncome 2 3 4-9 3 134,0 110-i46
i¥hite and C
M..mwﬂo
h\,‘\!
[ 2 Lower _
2 lome 3 i 5-0 7 95.7 8210z 3 ! ! : M 29.9 3.6
dagro .
3 - Hiddle
s ncome . . _ _
Negro and 3 7 L-9 3 115.0 © 110-122
Wnite: Ist .
Four Weeks.
3 -~ Middle
{ncome 2 5
Negro and
White: 2nd Four Weeks
-
)
D2 ] . T e B L )
oy o . ” " s e PR K4 .
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Description of the Montessori Clgss of the Winter Program
and Comparison with Classroom 3, the Summer Program Montessori Class

The Montessorl classrooms in the summer and winter programs were

taught by the same teacher. She has provided us with a report which dis-
cusses her alms and her methods tn‘the year-long winter program, and com=
pares them with those of the eight-week summer program.

First, a number of factors Served to pro&uce general changes in the

conduct of the winter program:

(1) .Through the efforts of the social workers, tha chiidrenis morhers

were More jnvoived !n the ecnnal srogram. They contributad 35 the ciassroom

Hlaae 40 A6 oot aa o R o

efforts, as do the other parents of the Ancona School, by helping to make
materials used in the classroom. Thus they became more familiar with the

Montessori method and materials, and were able to give more direct support

to their children's learning.

(2) This teather was overburdened with administrative chores during
the summer program and therefore was prevented from giving her full time and
effort to the chiidren in her classroom. With these chores removed during
the winter program, she was able to devote moretime to individual teaching.

(3) DOuring the summer program, the teacher felt the pressure of
limited time uron her attempts to expose the children to certain materials
and to prepirc ihem for a formal classroom experienée within the eight-week
period. In the winter class this time pressure wés removed, and the group
was able to approximate more closely thelMontessOfl concept of children

progressing at their own rates of speed, according to their own interests,
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needs snd potential, unhampered by tse prodding of a teacher. Individual
rather than group Icarning"was catphasiced,

(4) The presence ~f other Monizssori Qra:meﬁ teachevsu“and (n
particular the new priniipa! of tred Andeng SCROOT, Boviaed Lhe Dppos s dni ty
for discussions concernt iy each piid awd oy Compar fson €1 absarvations,

(5) There WaS5 it Lime betogy Lhe wimtas @inqram Fue ens i e
pianning.

(6) The winter ciassroon was tolly equipies with Mooy
materials; this was nct =vue durnng the sunmuet, e dafe i o gt Do v g
shared with other ciass:aambf _§§u§ in the winfer uiﬂ%; RITIE R | VPR

able to adhere more closely io the SEGUENGE OF Use F rertaIn matarials upon
which the Montessor: metnod is Lased.

Within the framework proved by thess changsd oy rcumstances, ine
teacher moved toward a variecty of aims with new techniques and materiais
which had not been a part of (pe summer vrogram,

(1) Sengorial dyscrimegtion along viswar, odizuey, ard Tanro
dipensions was enhance: rrrigh the UsE oY & Goupigie tat o the Meotes gy

sensyridl materials.

(2)  Increases i+ soxepnion spen were atnies b fapagd aee o
vppertunity tor the chilacsn 1o work shose i the ©la-orom Wi dne
Mantessor: materials, wnich arg aesigaza Yor indepescesd Tavoramy an o
correction,

(3) Lanquage devei:pment was eohanced by the use of o varierr o

methnds, some of which were «darticns to the Montessari materisis,
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(a) Attention to sounds
i. The children were asked to close their eyes and rhes #o
listen for sounds, identify and classify them (near or far,

loud or soft),

ti. The ~hitdren listapn=d 1o vhe pherhn of drum beats and
were asked irdiwvidualiv to suncodura the

iiie Using the Montassori heife the (i ideen ware askhed b

identify Toud and soft, high o4 lear sopnds,

-1
Ce

{ : . “ . LN . v
{£} CToncept tormation and ihe stivatiaticn F ronversatd

i. The crildran were praseated with *ligstrations end sskod
to find certair o"iects, telt what they thought was happenivg it
the picture and what the people were sayirg.

ii. A miniature farm complate with animals was combined with
lustrations in hooks and with games to expand concepts and
vocabulary. Children lesrned that cows, chickens,~horses, Piygs
are called farm animals because they live vn a farm, Thev joaired
the functior wf £ vk snimal in terme mfvimf usefulneis to pocple,

. < e
“t

iit. Childese wore showr sizraros of boveahadd Fuvnish!

e
and asked Mlr oo e i ted boeee wendd e s wreor o Tias
this? What is it alied? What is it nsed Fop®

iv. Children wsre presented with geonetric Lalids and guhsd
‘Which is found? Which can r011? Why? Which has corners? Which
is flat? Car you think of other things that have the <ams, shoge

This introduced thew not only o the wisual avserimimstls. 0
§

shape but als. zdded to vecsbulary.




(c) Phonics
f. Simpie words of three~letter consiruction were used o
teach beginning and endin§ sounas, with the beginning beiny ths
first letter (consonant) of the word and the ending the last two
letters (vowe! and consonantj. The chi&?ren were taught to look

for the distiiict ¢haracterisisus of each word s0 that thev cougid

distinguish !ikenesses and differences.

¥

ii. Children were given a serims of piucturss {ilustrating
various beginning sounds and severai cardtoard letters., lhay

were asked to place the prop:r picture under the: correct resiu:.

Sometimes chiidren called piciures by another name and plscaa ¢
under ahother letter, It was then pointed out to them that i

might be used in ¢ither place depending upon the way it was

understood and named.

During the summer program activities promoting language developmeni
were less structure than ihese; they included films, trips, and group
discussions.

(4) Number symbois and conceprs were Laughi hy more extensive 1.

of the Montessori mateirials :that are designed Tor this puipose.,
(a) Number symbois
i. GChiidren used sandpaper numerals to teel the shapge of v

number symbol and Were then biindfolded and asked to identify vrw

numeral on thebasis of touch.

iie Practice in writing symbois on the blackboard and on puge s
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(b) Numbér“concepts
i. Children we?é asked io matop ,5¢ chains graduate in

number from one to five to the cbrresxﬁling numerals. Pictured
objects were also matched to numerals

ii. Children counted using rods fbich are graduated in ieggth

f
and ‘marked off into alternzte red ar| hlue units. %
. - } 'v " ;
(5) More materials were available duﬁﬁ@ the winter program for
" ’ = e 1}

g¢reative activities: cravons, pastel chalks; [pin™, ciay, and paste wete

(6) ~ As in the summer progran, drame|ic

fully equipped dol!l corner,

bells,

(8) Independence was encouraged, |s it had been during the summer

!

program, by allowing the «hildren to selentithi:ir o materials and niake

thelr own choices of activitiss, by expentirly {a-n ~nild to be resparsibie
for cleaning up ard replasing equipmant he hadjucsd, 9nd by instruction
in self-care, such a&s dres:ing, washing, blowfrag ooses,

In summary, the major factors which d) ffeventiated the wintep oo

the summer program inciuded a wider range of!matﬁria!s, which wera moce

¥

carefully planned and graded, including materialzs tor lanquane lzarmine
oo :\i-ﬂ“‘h P T

which were developed by the teoacher and which supnlarented the ;e

materials; greater attenticn to individual irstrususon and ipdepande: ¢

learning; and iess pressure to achieve much in a 4hait pericd af time,
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i, Assessment of Change inpintellectual Performance and in Classroom
Behavior

, Methoas

1. 1Q Measure. A Stanford-Binet inteiligence test was adminis-
tered to each of 22 lower incume Negre chiidren during the second through
fourth weeks of the summer session, il again during the second and third
weeks of public school in the fall. The wverage interval betwsen the twe
tests was 9 weeks. The 2: children in this yroup inciuded 9 from Liass~
rcom |, 6 from Classroom «, and 7 -froem Liasstuom 3. Forms L and A of the
Stanford-Binet were used; half of the childien were tested with Furn L
first and Form M second; tie other half were tested with the forms in the
reverse order. Within each classroom group, we counterbalanced tor sex
of the child, examiner, and forin of the test first administered.

The group of 10 three-and four-year-old children who enteied the

year-long winter program were aiso administered the Stanford-~Binet Forms

L and M, but on three occasions rather than two: once during the second
through sixth weeks of séhool; then, an average of |15 weeks later; aad
finally near the en@ieffthe schooi yedr, an average of 18 weeks folivwing
the second testing. With (his group as with the summier group, form &
test was alternated, and sex uf chifd, examirer, and Torm first adminis-
tered were counterbaiaiied,

We used the Stanford-tinet in the research because it is a re:ianie
omnibus measure of intellectuai performance which might reflect mary rypes

of change, and because of its demonsirated reiation to school pervuiitares.

R I L L2 SR DI PR
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i! Ratlngs of Tgst Behavlor. Fbllowing each admlnistrntion of the
Stanford-llnot, thc cxaminor'rated the child on a number of dimensions of
test behavior, using the rating scale included in the Appendix ("katings

of Behavior During Individual Intelligence Testlng"). Thus we have ratings

of bohavlodi on each of the tvo lntell;gence tests foreach of the 22 children
who served as our expercmental ﬁroup during fhe sumver session; and on

each a‘ the three i=t¢s.-~ence tests & the 10 children who attended in

.the wlnter. The dlag;:aonsrafad partzin broadly either to test behavior

as such prvﬁo the social relationshin with the exam:ner,

The bepgvior trairs we rated are based upon those used with the
Stanford-Binet Form L-M tn evaiate “ne factors affecring test performarce,
with the additions that we included rr2 scales ¢ef3ning social behavior
in the tosts,iand that we includid a scale for rating understandability
of speech; Furthermcre, each scale was defined by numerals and by quaii-

tative descriptions at five points along the scale, and the end points

of the scales did not necessarily conform to optima!,Qs. detrimental test

behavior, as is the c:se 1n the L=-M rating scales. The &nd points on our
scales were usually drfined as %xtremps“of behavior, For voample, the
"self-;onffdence on tasks' rating scale ranges from Yover-confidant!

tc ""distrusts own abiilty ', Maither conditium is optimal, but eech is
the alternative extreme u* ihe other,

3. Goodenough-Harris Draw-a~Man Test, [uring the second znd

third weeks of the summer school, the teachers Ir each classrocin ashsd each
child to draw a picture cf a man, in accordance with the instrustions
included in the Appendix (‘'lInstructions to Tcachers, Goodencuch rsmim.

Man Test"), In Classrooms | and 2, this wes done as a group projecy;
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in Classroom 3 it was dons (ndTvidually. A igcond'drawing was obtained

from each child fl&e'wegks later, during indi;idual testing session in
the seventh and ¢ighthhﬁeeks of échool. These druwings were scored
according to Harris' (1963) revised scoring system for the Draw-a-Man
Test. Prawings were not obtained From the children in the winter pre-
gram at Ancona. The Goodenouch-Harris so.v was weae dul ing the summer
because it afferdad sncuner, quick measors o Ewugj?;ctual ab.ifity, as au
8lternative to the Stanford-Bingc:.

k. Length Conservation Tesi. During *the seeoud through fourth

weeks of summer schcoi and again during the severih and eight woeeks, a
test of conservatior of length was aiver to each child, The forn and
instructions used for this tes: are :uluded |n the Append;a ("'Length
Conservation-mﬂeadstart Research Fori'®). Thss test is similar in contert
to Piaget's tests of iength conservation, bu* in contrast to Praget's
tests, it required littie verbdalization by the child., There are two
parts to the test; each presents two stimuli (Lwo_sticgs or two ring
segments) which diffar in lengeh, thos derermines wtzther the chiid can
retain his <oncept ¢f = (-p }s snnger e Fagen Booowoyisual iliusion
which presents a perceptusi situpation ~ontrary ta swh a Judgment of
conservation. The sa. sl (ring ;eqma a} RFTIPRY SIS S (1) 1est is giver
only if the child cbn%:sfﬁn%iv tonser e ono the first {wticks) pevvien
Scoring instructions for this test are ir:luded in the Append:r,
On the first portior of tha test, the chiidreceived one print esch for

the items (1) discriminates iength wicrectiy, (2} %as somr norien of

4=

i £

measurement, (3) cohserve: at jeast pravicatie, U bediewesy
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real, ind (5) cohstsientiy céndefvesu These tive items have been found

by Kohiberg to form a scale of increasing difficulty, but for the purposes
of scoring here, each received equal credit. We hoped in this way to

note change from first to second testing in any of the elements that nake
up the conservétion task., On the’secamd portiors f the conservation

test, we gave the child vre aaditions' peivt for totay conservatign. Thus
there was a maximum wcore of six points on this test.

A variant of this lengtn coiservativn test, as well as a number of
other Piaget tasks, was given to the winter yroup, but the resuits of
these tests will not be reporteﬁ herz,

The test of conservation of iength was inciuded in the research
because it is considered Ly Piaget to be a wanifestation of operations of
classification and sefiation which deveicp during the preschovl-early sihoul
period. Since Montessori also stresses the acquisition of such ordering
rclationships in this period, it seemed appropriate to ass?ss a Montessu
program using one of the Piaget tasks.

5. Egocentrisq iest. This test was also administered twive, uiing

the second through fouith weeks of schui and again during the seventsi and

eight weeks. This is o te-y foi egouentrisa 0? tne child's point oF view,
and is a derivation trom a4 simpliticacion of a Fiaget test. A card-
board house with & duur o vie side and windows on the other is shown to
the child, and then is held between the examiner and the child., The

exami ner detmrmines'by @ series of questions whether the Chiid can dis
tinguish his own perspective uf the nouse from the examiner's poiipecsi o

Only yes-no answers are reguirea of the chiia. (Far @ st o1 woe

!
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questions asked, see ""Egocentrism Test' in the Appendix.) On this test the

possible scores were '‘Pass' and ‘'Faii'. A child passed the test if he

answered all questions correctiy.

6. Teachers' Ratings of Ciassrcom Behavior. During the fourth

week of summer school. we ask&d the teaahérs"to rate the childfen in their
ciassroome on the Zaie Lraits as Lhust we hdd‘rahud J;rihg the ¢ wests.
e obtained these ratings only in Classroons I'ana Z. Tne‘rating scale
used was almost exactly the saﬁe as that used by the test examiners; we
omitted two scaleé_which were fnappr@priate for the classroom and slightly
reworded some scale points to make them appii-akie to the classroom
situation. The teachers' form of the rating scaie is included in the
Appendix ('Teachers’ Rating§ of Behavior'),

This rating scale was aiso used by the four public school teavhsrs
#n whose kindergarten classes the children were enrciled in the Tail.
Each teacher rated both the groub of chiidren in her class who had attended
the Ancona school and a yroup comparebie for age .ana sex who had not atiendzd
any school during the swimer, Atfthe Shkakespeare school, during the fifth
and sixth weeks of schoni, three teachers rated & chyldren (& boys and &
girls) who had been in i.lassroom | at Ancona, and 8 cemparison children
(4 boys and &4 girls). Mean age for botn groups was 5 years, 5 months.
At the Shoesmith séhooi, during the eighth week oi s.honi, one teacher

rated 13 children (5 boys and 8 girls) who had been in Ciassrooms 2 and 3

| at Ancona, and a compariscr group of 10 children 4 boys and 6 gir:sj.

Mean age for both groups was 5 years, 5 montns.

3 \)‘ ‘ e - T
9 |
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Tho'purpdso of tha‘teachirs' ratings was threefold; first, we
wanted to determine to what extent a child's test behavior represent ed
his typicil school behavior; second, we wanted to noce differ?nces

between behavior early in the summer and bshevior in public schooi in

the fall; third, we wanted to compeaﬁ the behavuor of the Ancona children

wi th their pubiic schocl peéers.
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Intellectual Performaice - Summer P.og:an
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Table 111=1 shows the medn scores for Fivnn and second ro.tiag or

a1l measures of intelisctus! performsme for the summe:s group as s whoie
and for the individva! classrenms,  “huro were no signifticant ditferences
on any of the intellectua! weasures fium First to second testing,

sither for the entire group or in the i.dividuzl wlassrooms.

(1) Stanford-8inet, ‘Qn the Stanford-finet scores, we did an
analysis'of variawoe ¢f final scores, controliing for initial scores,
for the three classi»r:, There were ni stgnificant difterences vatwase
examiners, the forms ¢+ gipse FQ teat, o any (nberaltioes tobwean thoem
and classroom. This qive: assyrance 1hat therssulis we chtained arg nov,
due to the examiner .0 o rhe ?vrﬁ SRR T £ S SN I 3 I 3T HERRE IR
for initial scores, thers .corwo g Tiarliiant oe cfose o signi it
differences in final IQ stores in any of the thrae summer <lassiooms,
as compared with oae snuther,

The first adninistiiation of T Stantord - Bimel test ceecatod o

difference amung the «liassivoms in mesr iU, The mean (0 oF Uigns, o

S el
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children was 10 points below that of the other two classrooms, while
classrooms 2 and 3 were nearly équal in 1Q. This difference amony the
classrooms was maintairied on the second test. The IQ difference which
existed between Classroom 1 and the ather two classrooms was one indica-
~tion that Clasifggm | chiidren were drawn from s.2ifferent popuiation,
This was the group that lived in a crowded lower~income area which was
almost entirely Negro, and which showed a wide rarige of home conditions,
including the most deprived hcaes i our sanpie.

Despite the lack of ch&nge te 1Q in any ot the three classrooums,

and the lack of difference between the classrooms in final 1Q, we louked

at individual 1Q change scores in the three classrooms to ses it any trends
existed in the data. in Ciassroom 1, / of the 9 children tested showed
a decline in IQ from | to 10 points. This general decline was counter-
acted in the group mean, however, by one child who had an increase of

47 points.* (The femaining child showed no change in 1Q.) When

the one child who accounts tor all the increase in mean 1Q in this
classroom is excluded from the analysis, the rest of the grcup shows a
mean decrease from Virst to second test of 3.88 points, (P L .0i). in
Classroom 2, which showed a non-sfgni?.cant mean increase of Z.84 points,
only 1 of 6 children deciined from fiist to second test. In Classroom 3,
which showed a non-sig:uificant mean uvecrease of .42 1Q points, 3 of 7

children decliined. Thus the classrooms may be ordered in terms of the

* This child was virtually untestabie when we first saw her (initial iQ
L47), but became testable in the coursaz of the eiaght week vessior, Her
teacher's classroom log describes her gradual opening up in the classroomu.
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prevalence of decrease In ld'f;om first to sécond testing-=-from Classroom
.1, where decrease in 1Q was the most praValeni, tnrough Classroom 3, to
Classroom 2, where it waskjéést prevalent. These differences among the
classrooms in number of children showing IQ decline will be discussed
"fur;her below, when we consider the ra;ings of behavior during the tests.

(2) Goodenough-Harris Draw-o-Man Test. The Goodenough-Harris

test showed no significant difterences between time | and time 2 scores
for any classroom or for the group as a whole. ihe large (but non-
significant) decline of 3 points in Classroom 3 is based on only three
scores. Furthermore, children in the other classrooms showed both large
increases (up to 18 points) and large decreases (up‘to 13 points) of the
magnitude of the decreases in Classroom 3 (3 to 13 points). Thus we
interprét the decline in Liassroom 3 as the effect in a very small sampie
of a highly variable test. It is unlikely that the variability of scores
is due to variations in the manner of giving the test (i.e., classroom

group vs. individual testing), since in the classroom in which the

largest change occurred from time | to time 2, fhe initial drawings were
s obtained individually, so that the conditions were most like those of the

second test. Regardless ot the source ot variabiiity, however, this

test proved too unstable a measure of intel iectual performance to be

useful to us.

- .
g C

The Goodenough-Harris scores showed a low, positive correlation
with 1Q which was unstable: at time |, the product-moment correlation was

. .36, (P <:.05). The correlation at time 2 dropped to .ib (non-signivt:cant}.

;§;< it should be recalled, however, that vhe second tosdnough-Harris fest
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preceded the second Stadford-Blnét by four weeks. This may have producczd
or added to the instability of the reiationship with Stanford-Binet 1Q.

(3) Length Cpnservation Test. On the length conservation test

there was a non-significant increase in the individual classrooms and in
the group as a whole. This test showed a iow negative correlation with
IQ (r = -.32, N.S,) at time | which dropped to rno correlation at time

2 {r=-.01, N.S.). As in the case of the Goodencugh-Harris test, the
instability of the relationship with IQ may be due to the ftact that the
tests at time 2 were administered tour weeks apart.

(4) Egocentrism Test. The scores on the egocentrism test were
virtually stationary: oniy two chiidren showed a change in score from
time | to time 2. The proportion of children passing was the same for both
admihistrations of the test (p = .58). This test showed a low positive
correlation with I1Q (r = .33 at time I, and r = .30 at time 2; P .05).
When time | and time 2 scores were summed, the correlation between ego- -

cent-ism score and 1Q was .45 (P <:.05). This was not true of any other

intel lectual measure. The fact of this significant sum-score correlation
and of the stability of the relation with IQ at time 2 points to a small,
stable relationship betwe«n the two measures,

(5) Change Score intercorreiations. Correlations between

change scores for the intelilectual measures were low and non-significant,

with the exception of length conservation and egocentrism change scores,

which correlated .40 (P <;.05). Even this correlation cannot be inter-
~. preted, however, since there was so frttie change on the egocent:ysm

test. The correlation probably retilects the stabiiity of burh mecsur=s.
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(That both measures were stable is indicated by the correlations of time

1 with time 2 scores. For the length conservation Lest, the correlation
coefficient was .79; for the egocentrism test, the correlation between
time | and time 2 scores was .84).

Ratings of Behavior During the 1Q Tests « Summer Program

(1) Changes in g%st Dehavior in the total group and in the

three classrooms separately. Changes in ratings of test behavior are
shown in Table I11=2. For the group as a whole, change occurred both in
task orientation and'in social behavior. Three tusk orientation scales
showed changes significant at the .05 levei of confidence: there was |
an Increase in distractibility, an increase in activity level, and a
decline in initiative in n;ndling test materials. These three changes
together point to less orientation to thetest. Change in social

behavior was orily marginally significant (P € .10): there was less fear
of the examiner, more social initiative, and more communication of affect,
Thus on the second test the group as a whoie was less task oriented and
tended to be more comtortable with the examiner than it was at the first
testing. | |

Classroom | showed the most change of the three classes. In this

class, the greatest change occurred in social behavior with the examiner:

there was significantiy iess Tear oi w.ie examines, more social 1nitiative
with the'examiner, and more communication of affect (the last was marginally
significant). Chahge occurred also on task-orientation variables. more
distractibility, ﬁigher activity ievei, faster speed of response on pers

formance items. However, only the cnange in avtivity ievel was sigm ficant




beyoﬁd the .05 le;el. ¥nspection of theintercorrelations of chang:

scores on the test ratings (see Table I11-3) suggests that the constella-
tion of changes in task orientation which occurred in this class was
associated with the children's changed relationship to the examiner.
Increase in activity level, wgich is the most significant task-orientation
change shown in classroom I, i$ signiticantly correlated in our combined
sunmer and winter groups with increase in distractibility, decrease in
willingness to continue, and decrease in fear of rhe examiner. (See

Table 111-3 for cﬁange score intercofrelations.) Thus the rating of activity
level relates to both task orientation and to freedom of social intevaction,
It appears that in Classroom 1 the changed reiationship to the exariner

was primary, while the changed orientation to the task was secondary.

It is important to noté thét the changes which occurred in
Classroom | from time | to time 2 were not in the direction of deviation
from the rest of the group. Rather, the changes served to bring the
children more into conformity with the levels onthe other classrooms.
Classroom | children were initially more socially constricted and more
focused upon the task than the other children in our sample; they moved
toward the‘level of areater treedom and less task orientation in the
test situation which had prevailgd in the other classroom groups from
the start.

In Classroom 2 there were no signitficant changes in test
behavior from tipq’l to time 2.

Classroom 3 showed changes on two scales havina to do erh task

orfentation: the children showed ~a signiticant inuresse in disrracn ity
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and a marginally significant decline in inirfative with m;terials. In
this classroom, as contrasted with classroom 1, tiere was no significant
change in sdcial behavior. Intercorrelatiohs of the distractibility
change score with change on other scales in our combined summer and
winter groups (see Table 11i=3) supports the conciusion that the change
consisted almost exclusively of less orientation to the task, and was not
secondary to a change in the soucial relation L0 the examiner. Change in
distractibility is not significantly correlated with change in scales
relating to freedom of social idteraction.

(2)

scores with test ratings for our summer and winter groups combined

Test behavior and 1Q crange. Correlation ot 1Q change

(see Table 111-4) provides an assessment of the relation of test
behavior to 1Q change in individual children. The tirst question to he
asked of such data is: who changed? Correlation of IQ change scores
with test | ratings indicate that those children who had the greatest
incfeisevin 1Q showed on test | a slower spsed of verbal response, less
self-confidence on tasks, more need for reassurance, less sense of
intel lectual challence. less social initiative, and less understandabile
speech. Thus the chiidren who showed the greatest increase in {0

were more passive and less contident ot themselves on the first test.

While it would be possibie to offer the alternative formulation that

the children who declined in iQ were initially more active and confident,
our ecquaintance with the «hiidren who changed leads us to cons:der this
formuiation less meaningtui. Regardiess ot our hias in tormutarion.

however, it is clear that the conste!iaticn of beboviors on *es™ |

i s Ao st bl e stk o s o 4 3 e b - - > ;: P U o
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predlctfng to ld cﬁange Qere those relating to confidence and initiative

both on the test and with the examinur.
- Our second questjdn“about I¢ change was: what behavior changes
were associated with I1Q change in individuals? Table I11-4 lists the
correlations of leéhange scores wiith change on test ratings for the sunmmer
and winter groups combined. IQ increose was siynificantly correlated
with decrease in distractibilify and with increzases in speed or verbal
response, initiative with materials, sense of inceliectual challenge,
willingness to continue, compiiance, and understaidability of speech.
It is meaningful in terms of what we know of the individual children's
b;havior to conceive ot these behavioi changes as vccurring in ejither
direction, Qith concomi tant increase or decline in 1Q. Regardless of the
direction of 1Q change, then, change in 1Q was associated with changes in
ratings deécribing aspects of task orientation; it was not associated

with changes in ratings describing social behavior.

The two dimensions of rating change mosi ciusely related to (Q

- change in the summer ard winter groups combined were distractibility {r = -
.6l4) and sense of inteljectual challenge (v = =,038), Of these two, we
focused upon the tést ratings of distractibility, tecause it fad shown
change from time 1 to time 2 1n the summer group a5 a whole and in two
of the summer classrooms. intercorreraiions of change scores on test
ratings for summer and winter groups showed that change in distractibiiity
was significantly assaciated in individuals with tnange in a nuaber of

~ other scales describing aspecis of task orientation: an Jfncrease &

" distractibility was associated with an increase 14 aLiivily Jews.
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decrease in persistence, increase lA'reassurance needed (reaction to

failure), decrease in sense of intel&ectua\ chal lenge, decrease in
‘!in'compliance. This distractibiiity

cluster inciudes fbpr of the sixkscaléﬁ associated with iQ change.

willingness to continue, and decrease

Furfhermore, five of the seven scales i%cluded in the cluster show change

in our total summer group which is consistent with the direction of relation-

ships among the scales in the ciustei. (Only two uf these five scales

show significant change in the group,.however. These two are distracti-

bility and activityAfevel.) Thus the distractivility scale is a good

index to changes which were asscciatea tn individuals, which were %

related to IQ change, and which occuried in the summer group as a whole. |
We did an anélysis of variance of final distractibility scores in

the summer group only, controlling fer initial scores, paralieling our

analysis of iQ scores. There were no significant di fferences between

examiners, forms of the 1Q test, nor any interacticn between them and
classroom: Thus the resuits we obtained on ratings of distractibilty
during the tests are no! due to eﬁperimenter or form of the test if (%I.OO).
Controlling for initial scores, thete were no significant or close to
significant dffferenaeo v Tinal scores on distracticil:ty in any of the
three summer classrooms, «»> comparea with one another, {in discusstng
changes in distractfbiéity in the summer group, then, we must focus

upon a change which occurred 1n the entire group, and which did not disting-
uish the classes from one anotner, |

Though the change in distractinility in fhe sumner group wes S

associated with a group chenge in iQ, nevertheless the caltern ¥ hiv \TEE
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IQ changes in the three ckassﬁﬁoms reflects the relation between

distractibility change and iQ change i{n individuais. In the two clas¢
(1 and 3) which showed an increase in distractibility, there was a
decline in IQ in 7/9 and in 3f?eof the children tested, respectivejy
Classroom 2, which“shéwed fio siénifZCant change in distractibilitf
1/6 of the children tested deciined in IQ.

Ancona Teachers' Ratings of Classroom Behavior = Summer Program/

(1) Correlativns between tesi ratings and teachers’

Ratings of classroom behavior during thne fousrth wek of the s/
_ | g /

of task

of activity level

and reattion to failure. we interprer ihis shifo infthe constellation o

- - . s e - Sy e - . e T X & Lty !t -:l,, Y ‘:
significant correiations as a shilt . .on LBhavuo o Lest repsasbontalive

of task orientation in the ciasstoum .. benaviu: refiresentative of Sesnt -3l

behavior in the Class:wom, Tie seaws 50 cur tatprprecation Gt test |

behavicr as representatlive of fask ojrentation 1 Jthe Cisssroom 15

obvious: the behavicrs which were related in test)and classyoon are ihose

,M
\

s
[

describing task urientativn, The reasun Tor our [nterprelaliue D

‘behavior as represeniai,ve of swlial bLefiavic: 0 die Lowadiddin or mas
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clear and less fir@ly supported:  the two scales on which significant
positive correlations did occué were those aspects of task behavior most
social in nature. -The need fof reassurance from the examiner is obviously

an aspect of socaal |nteractson.* Actﬁvity»leVel is less obviously so,

" but correlations of other ratung scales with activity level on test 2

for our summer andxwanter groupsicombaned indicate that it was highly

related to social behavaor'wuth the examiner. Significant correlations

(e <:.05) with test 2 actlvity level were obtained for test 2 distracti-

bility (r = - 49),;socaa} nnutlatwve (r = ,78), expression of atfect

(r = .42), and fear of aduit (r“:\ 72\ Since the group as a whole

increased in freedom of social nnterautaon on test 2, and declined in
task orientation, we cah inferAfrbm the correlations between behavior in
the classroom and béhavior ddringithe two tests that invthe classroom
the teachers saw bo;h good taskjofiéntation and freedom of‘social inter-
action with,adults.i These tended not to occur together in the tests.

(2) Teache*s‘ rat|ggs of behavior and 1Q change. A number of the

teachers' ratings were preduct:Ve.of IQ =hange (see Table I!i=4), IQ

Increase was associated wi Lh greater distractibitity in the classrrom ‘less
initiative with matériais, less :élfwcanriden¢e on tasks, less persistence,
and less sense of intelleccual ch%ltﬁnge. This cogstel&ation of variables
is similar to the :ést i bchavioré discussed above which also predicted

to 1Q change. Thatﬂjs, the chil?ﬁen wﬂo had the most increase in 1Q

from test 1 to test ? were chose'wfo were the least confident and showed

the least initiative both 1n thezclassroom during the fourth week o the

summer and during the first test., One additional variabie was protiorve
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of IQ increase: more Frequenthchoice of white childrern in the child's
own class in the initial sociomarric interview (i = g, (This pertains
only to the Two integrated summer Classrooms--4 and 3=--and the winter
group.) This correlat.on can Le e staod by noting some of the
variables associated wilh initial Cisecne of white chitdren: fsar of adult
on rest | (r = 42, more rsassuranis neaded 1N R ClasSTOOM (r = .95);
lower activity level 1n fhe Ciassroum {r= .53}, &na less selr-contidence’
on tasks in the classroom (r = .38). Thus boik change o IQ and early

choice of white chi ldren were assoczatéd wilh lack of self-confidence

@

ard a need for support from aduits. it probav e that the iQ inireases

which occurred in the summer program were a matrer of gaining confidence

to act. (This was”clearly trué %n the cases of the three children--al}

|
giris-=who showed the greatest nhcrbaaes an iQ in the summer program==

47, 10, and 8 points, A gross: change in behavior was . noted both by

t
B
¥
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teachefs and by testers.)
Public Schoo! Teacberf‘ Rattan of Classroom Behavior - Summer Frogram

(1) ComparuSOﬂ of An¢o?a Frngram children and their kindzrgarten
peers. Table Ili-é shows theiméan rdt;nq scores given by the public s¢honl

I
4

|
teachers during the fatth to ei

th Wth of school 10 the chiidren who had

B e

attended the Ancona summer Se€S3 n ana to a comparison group of public

I

school kindergarten children wh

[ 4,.._0.;:‘

hau attended no sSummer preschool. For

the group as a whole, there wer efoniy two marginally significant differences:

¥

f
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the Ancona chuldren showed more sOCual initiative with the teacher and were

more expressive of emot;on in the classroom. This dtfferenue was gepens
| %

dent almost entirely«upon the differenues of Llassroois 2 and 3 chiidren
. , i : i

¥
i P [

from their control group. ihe chiﬁ vers of these two tlassrooms alf
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attended the Shoesmith School in the tall, and were entolled in wo <lasses

taught by the same veacher. Glassroon | children difrered from the:«
controls on these two scales in the same direction as (lassrooms 2 and 3,
but the differences were small;ané not. significant. These children all
attended the Shakespeare Sahqof,;and wizre enrolizd 1o tour different
classes taught by three teache&s;

One difference between:C!assrumm 1 and the other two classrooms
which is immediately appasent ﬁs:that the Classroom | children did not
remain together when they envered pubiic seheol, and iherefore tost
whatever support they might naVe*haﬂ crom the group. Secondly, we fourd
in observatuons in the public scﬁoo. «lassraoms ihaz aithough they ‘

!
di fferedd from one anciher in many respects, the Shake:peare classes, where

Classroom | children were enrohlqd, were consistently less permissive than

the Shoesmith classes. The Shdesmith teacher, after a summer's experience

i
in Head Start, nad decided to try a more permissive program than was her

"
¥

usual custom, Furtherwre, shegieemed to focus more than the three Shakes~

peare teachers or e!iciring independent and individualistic behavior n

Pt

the children. Thus fner iassroum provided an alwosphese iﬁ which group
di fferences ir expressivendsy wSah an adull .ouiv be manifested,

It is interest:ng 1o ﬁo;e hal no differences existed beiween
Ancora children and <ortenis on task-Grieniation dimers:ons af the -ating
scales. We believe, Trum our conversations with teache s during the
first few-weekslof school, 1hat these or other differenies may have existed

initially in the Shoeseitt group (Ciassrooms 2 and 3), but were i appairent,

by the timé the ratings weie dune in rhe Piftn o eighin weexs i Lunool.
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.The Shoesmith teacher commented during the second week of school that the

children were "all ready' for schoo!, unlike groups she had known in the

past, who spent about three weeks just getiing used to being in school!.
A few weeks later when we asked her atuut differsnces between the groues, ]
she said that none wei ncticeab}e. AL the Shakzspeare school, where (lass-
room ! children were enrolied, thé tou higrs neted no differences in benavior
between Ancona children and childrer wia ted oot atiended summer preschool.

‘

In the case of two of wur chiidren, they weie Surprised to iearn tnat they
" .

had attenrded preschool!.

(2) Changes in classrodm bebavicr Yy summer vreschoci g

ro- vre !

kindergarten in the fa!l. We uompared the publi. school teachers! rafings

with ratings by Ancons teacheré,;diSrmgardang pussible differences in rater
bias and treating charges in ratings a» indicative of real change in

behavior. (See Table iii-6b fdr;the means of ratings in Classrooms 1 and |

2 at Ancona and in ﬁubliﬁ %Chod!j) First, we found that change scores
" from time ! (Arcona) to time 2%(Qubliﬁ schocl) on teachers' ratings of

task=orientaticn variznles aorrb%ated signiticantly witn 1Q change in

several instan.es (see iable ii?{@). Al ‘aurease 10 was as:cciatgd

in teachers’ ratings w.ith o dacl ae i distractiviliqy, increase in
” b

i .
initiative with materiais, ‘nirease i persistence, deciine in the amount

1

of reassurance needed, ara . nirgase (o the sense b intellectual challenye,
Three of these five changes parallel rhe changes in test behavior whick
were associated with iQ increase. turiheimore, both test behaviur cChanges

and classrcom behavior (hages are worsistient with our pisture 7 e

initial behavie: of thuse (hiidren who showed iQ Change. 't appeu o (hat
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the children who gained in IQ ﬁeided to gain self-confidence and inde-
pendence, and did so both in the classroom and in the test situation.

IQ change was not, of course, characteristic of the group as
a whole, and these relationships between 1Q change and change in test and
classroom‘ratings do not hold for the group. Inspection of the direction
of change in classroom behavior for the entire group indicates that class-
room behavior showed a differemt constellation of changes than did test
behavior. On the test, the group became more distractible, more active,
and more expressive of emotion; in the classroom there were small changes 3
in the direction of less distractibility, lower activity level, and less
expression of emotion. In both the test and the ;lassroom, the group
became less fearful of the aduft,,showed more socigl initiative with the
adult, and showed less initiat{vq with materiqlé; Again, the classroom
changes were small. Thus, while individuals who changed in 1Q showed
parallel changes in task-orientation in test and classroom the group as a

whole did not show parallel changes in the two situations. Group changes

in social behavior did parallel ane another in test and classroom. This
finding reinforces the statemeht;made earlier that poth freedom in social
behavior and gdod task orientation could ex}st in the classroom but did not
exist in our tests--at least, for the yroup as a whole.

Results of Testing in the Winter Program

At this time we have the}resu!ts of inteiligence tests and ratings
during the tests for the children included in our year-long program, and

we have done some analvses of the dats. (See Table Vli-7 for meun 1Q

scores and mean test ratings for the three tests.) For the 9 childran




P
uho were tested aad time | and time 2, there Qés a mean increase In IQ
of 16.45 polnts (P|<: o1). Th; 8 children who were tested all three
times showed a stight drop in IQ (3.62 points) from time 2 to time 3, but
the initial gain was substantlal}y ‘maintained.

An analysis of variancé‘bf Final"seores controliing for initial
scores was réported above for ph; three summer classrooms, When the
winter classroom was added into this anélysis, there was a ﬁarginally
significant difference in final st between iheqwsnter group and the other
gvoups in the directuon of uncrease in the wirnter group (P <: 10).
Furthermore, this anaIyS|s showed a highly :agm’ucant change in fmal
dlst?actiblllty ratings such tha; the final score on distractibility was
significantly lower in the winter classroom than it was in any of the
other classrooms (P < .0001). T;ou‘s,min comparison with the summer group,
the winter group showed a greaier increase in IQ and a ¢hange in dis-
tractibility ratings which wasléﬁposite in direction (i.e., less dis-
tractib‘llty) to the change in;tﬁe sunmmr~group.

When a step-down analysi$ of covariancebis performed for the
fOuf classrooms, in which the éf?ects of change in distractibility is
controlled, the differences between classrooms in iQ disappeans
(F= .24, P= ,63). Thus the reiaticnship noted above in discussion of
the summer group resulis between 1Q and distractibility becomes even more
strinking when the winter group, whiéh showed a large change in IQ, is
included. Since there was no significant change in group mean iQ's in the

summer group, the relationship between change in distractibiiity ano change
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in 1Q could ohiy be seen in individuals. As‘ﬁreviously mentioned, the
correlation between change scores in iQ and in test ratings of dis-
tructibility for the four cfissrooms combined is -.64,

The test riting of activity level also changed in a direction
opposite to the summer group;.bqt this change was less marked than' the
charige in distractibility. Chaﬁges in the four other dimensions which
showed change in the summer gnp;p were parallel to the summer changes.
This confirms our observation th;t 1Q changes were related to changes in
task orientation but were not directly related to changes in the social
rélationship with the examiner.

There are three possible reasons for our finding of significant

change in 1Q in the winter program which was not present in the summer

program: the children were younger, the interval between tests was
longer, and the program of the Montessori teacher was markedly changed
from the summer program. We wiil consider each of these in the discussion

below.
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Summary and Discussion

The most prominent find{ng in éur researos is that there was no
signiflcant group change on any of our measurés of intellectual perfor-
mance as a result of the eight week summer program for five-year-old
children.*whlle in contrast there was a significant mean increase of 16
points in IQ after 15 weeks of 6hr'yuar-long program tor three~ and four-
.year-old children. |

The Piéget-type tests of length conservation and egocentrism of
point of view, which we especiaily included to study the Montessori
summer classroom (Classroom 3) failed to distinguish that classroom from
the other twoysummor groups. lnnfact, none 6f the small changes in the
intel lectual measures which did occur distinguished any of our three quite
different summer classrooms from any other.

in an attempt to understgnd the reason for the I1Q change in the
winter group and its absence in ;he summer, we looked at the correlates
of 1Q change in test behavior fOf the winter and summer groups combined,
and in classroom behavior for the summer group only. The most important
correlate of 1Q change which we found was change in the rating of dis-
tractibility on theitesf. Change in 1Q was significanély correlated
(r=-.64, P < .05) with change; in the test rating of distractibility,
such that there was a decline in distracti:bility with increase in I¢ and
an increase in distractibility w}th deciine in IQ. Furthermore, the
winter class differedc from the three summer classes in amount of 1Q
change,hbut‘this difference disappeared when distractibility chan@e wds

held constant. Ftna!ly, even in the summef group, where amount of

t

|




mean changé in"ld did not distinguish the thfee classes from one another,
the rané order of the ciéssroomséor émount of mean increase in distract-
ibility parélled_the rank order for number of children declining in IQ.
in sum, then, amount an& dir;ction of distractibility change paralleled
IQ change both in individuals and in groups.

A look at our distract;bilitv scale suggests why this is so. (See
“"Ratings of Behavior Duriné lnd{viduai Intelligence Testing,' in the
Appendix.) The points along the scale describe the subject as (1)
absorbed,”" (3) *linterested and attentive," (5 giving "sufficient
attention' to the test, (7) giving attention only "with effort,' or
(9) giving attention to the test only through the effort of the
examiner, who finds_this “difficult.“ To be absorbed, interested, or
sufficiently attentive in a test implies that the situation and the
problems it presents are meaningful to a child and that he has accepted
his role in the situation as it is defined by thg adult., The inter-
correlations of diétrac£ibilitychange with change in other scales
describing test bghavior support these implications. The fact that a
decrease in distractibility is correlated with increases in persistence
and in sense of intellectual challenge suggests that the child has
accepted the problems: of the test as meaningful ones. The fact that
distractibility.decrease is correlated with decrease in activity level
and increases in compliance and willingness to continue suggests that
the child is willing to conform to the demands of the adult. The dis-
tractibility-attentivenéss dimension, then, is the outcome of a number

of factors affecting test performance as such in the testing situstion,
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Another aspect éf the investigation of 1Q change was identifica-
tion of the characteristics of childre; who shdﬁed an increase in 1Q.
‘in the combined summer and wlntér groups the children who showed the most
' change in IQ were lacking on the first test in self-confidence and initia
tive, both in dealing with thq test items and in relating to the examiner,
On the second test Fheir behavior changed in the direction of greater
initiative and interest in the test and greater compliance with the
demands of the examiner. Initial mean ratings for the tour classrooms
suggest, and require us to cons{der, whether this picture of the children
who changed in IQ might simply be a result of the younger age of the
three- and four-year-olds of the winter program, who increased so much
:in IQ, with age'as a common causal factor for IQ change and behavior
change. However, when we lookvat the classroom behavior correlated
with I1Q increase in the summer program alone, we find a similar picture.
Thus the initial lack of self—éohfidence and in?ti;tive as such is re-
lated to IQ increase, though it may be more prevalent in younger phildren.
‘It is important to note Qhat tQ change was not related to change
in the dimensions of fear of tge,adult or expression of emotion with the
adult, but only to the degree of;activity or passivity in relating to
the adult. Self-confidence, nbtifreedom.ggg'gg, was important in IQ
change. | |
We have identified the behavipr associated with 1Q change in the

summer and winter programs and suggested that such behavior may be more

prevalent in younger children. We have yet to consider three otner

differences which existed between our summer and winter groups wn::h
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might account for the di%fe;eNCes in 1Q change. First is the fact that
the length of time between tests, and consequently the amount of learnirg
which mighi have occurred, was greater for the winter group. We tend to
discount this factor because sé many children in our summer group showed
a decline in 1Q rather than the slight increase which would be expected

under this hypotnesis, while every chiid in the winter group showed an

increase of at least 7 I1Q points. -
Second, the age of the children in the winter group may have

affected the results in another way than the one already considered. !t

'may be that the gains in attentiveness and seif~.onfidence in the test
_ situation which were related to IQ gain are more 1mportant for the

earlier, less verbal and moreconcrete items of the Stanford-Binet than i

they are for later, more abstract and verbal ijtems. We cannot evaiuate

this possibility on the basis of our data.

Finally, and most obviously, is the change which occurred in the

winter Montessori program as contrasted with the summer. With more time

available to her, the teacher felt able to proceed more slowly and

carefully in the development of concepts and discrimination skills,

Furthermore, freed from some of the summer's administrative! chores,

she was able to devote more time ti individual instruction. Finally, she

odded a number of materiais and methods to her classroom which were designed

to extend the sortsof concept deveiopment promoted. Given these changes

from the summer program, it seems likely that the development oi the

~ ability to follow a variety of instructions in the use of materials and

to work independently both were enhanced. In fact, in a year's-end report,
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the téacher mentions these as ;pecifnc developments which occurred in
the group of lower=-income chuldrpn. Both the. abil ity to follow in-
structions and the ability to work independently on a problem are
behaviors which seﬁm likely to&affecf perforhance on an intelligence :
test. They are, in fact, two ifbes of behavior with which IQ increase -
was correlated. : |

Returning to the summer group, we can detail some effects which

resulted from the eight-week séssion, effecis which were reflected in
test and teachers' ratingé and in the informal observations of the
public school teachers in whose classes the children were enrolied in
the fall. First, there was an immediate readiness to begin school work -
noted by theteacher who had all the Classroom 2 and 3 children in her
kindergarten. This initial advaﬁce over theeéthir children had been lost
to observation, however, by the eight week of school. The three teachers
who had the Classroom 1 chiidrenlin their kindergarten classes did not
notice such an initial dufference in the children. This difference

among the classrooms in the publnc school teachers' reactions to them

can be accounted for Ly noting;;he aims of the different Ancona teachers
and the degree of similarity between Ancona and public school classrooms.
In Classroom | the Ancona teacﬁérs dia not aim to prepare the children for
the structure and demands of the pubiic school classroom, stressing in-
stead permissiveness and satisfaction of emotional needs. Furtnermore,
their chil@ren entered the three public school classrooms of the four

we observed where the least permissiveness and the most expeciatiuvn of

order and conformity prevailed. Thus the Classroom | children eurered
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an atmosphere cohtfary.to the one they had known during the summer, and
it is not surprising that theyksﬁowed no sbeciél facility in meeting its
demands. In Classrooms 2 and 3, in contrast, there had been some deli-
berate p}eparatlon for the demands éf public school, and these children
entered the most permissive of the four classrooms we observed. Their
public school class was theref@re quite similar to the.summer experience,
The second effect of tbek5ummer experience which Qe noted was seen
in the difference between Ancona children and public school peers on
teachers' ratings of behavior. In Classroom | no differences were found.
In Ciassrooms 2 and 3, the Ancona Children showed more social initiative
with the teacher and more expression of emotion in the classroom. This
was a relatively enduring effect; noted in the eighth week of public
school. Two factors may account for its appearance in Classrooms 2
and 3 and its absence in Classroom 1. First, the children of Classrooms
2 and 3 were able to remain together in public school, and may therefore
have gained support for greater social freedom fhﬁmﬁtbexother»members*of'
the-group:n;Sedﬂnl&ﬁp&i“np&ﬁf!ﬁﬁ{ﬁurmissiveness which prevailed in their.

public school classroom provide& én opportunity for group difterences

in social initiativé and expressiveness to be manifested., The Classroom

! children did not remain together and did not enter the more permissive
classroom. An increased ireedom of reiating to an adult was noted also in
the test behavior of the children, where it did occur in Classroom i: as
well as for the Ancona group as a whole. Thus we ascribe major imporiance
— to the permissiveness of the pUbec‘school teacher who had Classrooms 2

and 3 in her kindergarten for providing the occasion for the appearant e
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of this behavior differentiattng the Ancona children from *hntr pxblic
school peers. | | .

It is not difficult to account for this finding of relative free-
dom in relating to an adult, Althouﬁh our Ancona Classes differed from
~one another in many ways, they“all shared a low teachef—pupil ratio, .

a strong tendency to focus on unduv:dual children, and an awareness
.tbat this summer experience was. to be a bridge between the needs of the
children and the demands of-publlc school. Each teacher provided the
bridge in a‘differeng way, but~in the process each encouraged a rather
»high degree of freedqm of choice and of expressiveness in the children,

It seems likely that the incfeased freedom with’en adult which
.resulted from the summer program'is_one part of what is necessary to a
good teacher-pupil relationship. The results of our year-!ong program
with youngsr children suggest that the Montesscri classroom, with its
emphases on individual tea;hingﬂand independent learning may turn such
freedom into gainé inkintellectua?.performance, |

: {

N
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Table 1t1=~]
Mean Scares on Tests of intellectual Performance

‘ ' - x
in the Summer Program

Ciassroom 1 Classroom 2 (Classroom 3 Total Group
. : T:me ! Time 2 Time | Time 2 Time 1 Time 2 Time 1 Time 2
Stanford-Binet 83.89 85.67 94.33 97.17 95.71 94.29° 90.%9 91.55

éoodgnough-ﬂarrls 70.00 70.29 63.75 73.50 83.00 74.67 72.71 72.14
Length Conservation 2.86 3.29 4.00 L.so 3.00 3.43 3.25 3.70

Egocentrism : | p=.58 p=.58

*None of the changes from Time | to Time 2 reached significance at the
.10 level. o :
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. | a . Table t1i-2

W Mean Scores on Ratings of Behav.zr Juring the 1Q Tests in the Summer Program

: Classrcom | Classroom 2 Classroom 3 Total Gre.p
| Sigrnif. Signif. Signif. Sign;f.
| | Test | Test 2 Level Test | Test 2 Level Test | Test 2 level Test | Test 2 Leve!
: |

P Distractibility. .00 6.'2 .10 5.67 5.33 5.14  6.28 .05 4.8 5.95 .05
5 . Activity Leve!. 6.12 4.00 02 L,87  L,00 L7V 4.43 5.24 4L .01
; Speed of R - Verba: 5.50 &.50 5.83 5.8 5.00 5.4 | 5.3 5,10

T Speed of R = Perform, 5.25 4,12 10 3.67 4.67 .43 . 4,71 L5z 4 .48

! initiative - Materials 6.00 6.88 k.33  5.17 L.86 6.43 .10 5.i4  6.24 0]
; ‘ Self-Corf. on Tasks 5.86 487 £.23  6.17 5.00 §5.29 5.40 5.30

I Persistence 5.12  &.12 €.50 5.67 5.43 6.00 5.62  5.95

; L .___Reacticn to Failure 3.00 2.25 3.83 3.17 3.00 2.4 3.24 2,48

I 7 Sense of 'atelt, Ckal, 5.50 €.00 €.60 5,67 €.00 £.57 5.5 5.76

! Willingness to Continue 5.50 5.50 5.50 5.00 '5.29 5.86 £.43 5,48

Fear of Adult '5.62. 3.75 .05 3.67 3.33 3.86  3.57 L.48 3.57 .10
" ‘Social In:tiative-Adult 5.50° '3.75 _ .01 L,17 3,83 4,00 4,00 ° . be2 3.8 .io
C ‘ Communication of Affect 5.38 4,62 .} L,17 4,00 4,86 4.43 L L6 4,38 L0
: Compliance with Aduit  3.62 5,38 £.33 4.83 5.57 5.ib4 L.76 5.14

. Yerbalizarion . 6.38 £.88. 5.00 5.67 5.86 s.71 5.3  5.76

]
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Speed-Pe-form.
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Thange Scores on Test Ratings for the Summer and Winter
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© stractibility

-.Tivity Level

-:eed 0f R =« Yertal

. -eed of R = Pe-fornance:
~itiative w.thk Materials
21 f-Lonf.dernce cn Tasks
“arsistence

“2action o Failure

=nse of .ntell, Tkajiienge

¥ ‘l.ngness to Ccrt-nue
~=zar cf Adult

z2iaf initiative-Adult
smmunication of Affect
"zmgliance with Adult
tarbalization

= p& 05

Table 111-4

Behsvior Rating Correlates of :Q change

i 2-3 1Q 2-1
X x iQ 2-1
Test 1 Ratings Test Ratings 2-1 .oox
{Winter Group {(Winter Grour Ancona Teachers'®
Included) 1nciuded) Ratings

it - bk . .51
.28 8 31

L 0% -, 57%

.08 -2

LaE -.33 .#m*
. -.33 LE8%
. Siyk ~.24 .10

) wlqu\ﬁ = Qm %7 R rNumn

.23 !
ww‘w* ‘of&w
ouwﬁ = mm
.35 : -, 39%

-

L3 -, BoW

1Q 2-1

Jeacher Ratings i=
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Table i8-8
Correlation of Test Ratings w¢th Ancona Teachers' Ratings
Summer (lassrooms | and 2 Combined
Test 1 Ratings Test 2 Ratings
X X
Ancona Teachers! Ancona Teachers!
‘ —Ratings ——Ratings
Distractibility 617 -}
Activity Level .18 L6l %
g
Initiative - Materials 12 .29
Self-Confidnece - Tasks . .80" 12
Persistence L 2 «, 11
Reaction to Failure ‘~}32 .hs*
Sense of Intell. Chal. 7% .04

*p S.os
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Table i1{-6t

Comparison of Ancona and Public Schoo! Teachers! Ratings

Distractibility

Activity Level
initiative - Materials
Sel f-Conf. on Tasks
Persistence

Reaction to Failure
Sense of !ntell. Chal,
Fear of Adult

Social Initiative - Adult
Communication of Em’ on
Compliance with Adult
Verbalization

A oira Ratings
"Classrooms_| & 2

5.62
4,14
3.69
.00
6.15
3.8¢
5.69
4,08
4,92
3.23
5.62
5.92

Publie Sehoci Ratings

Llassrooms 1 & 2

5.08
L.3)
5.31
5.54
5.62
4.08
6.08
3.85
L.31
3.77
4.85
3.62
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Tabie Vii-7

Mean IQ's and Test Rating Scores ir the Winter Program

IQ - 9 Subjects
1Q - 8 Subjects

Distractibility

Activity Level

Speed of Response - Verhal
Speed of Response - Pe tormarce
Initiative with Materials
Self-Confidence on Tasks
Persistence

Reaction to Fajlure

Sense of intellectua! Challenge
Willingness tc Continue

Fear of Adult ,

Social Initiative with Adult
Communication of Affec:
Compliance with Adult
Verbalization

Teet |
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IV.  Social Interaction in the Classrooms

Sociometric Tests*
Summer Project |
Procedure

Sociometric tests were administered to both lower income Negro and,
middle income white children during the second week of the school period
and again during the last week. By the first administration, then, * 5
children had had at least a week to become acquainted, and within their
own groups (i.e., lower income Negro and middle income white) many were
friends before school began, the lower income Negro chifdren living near-
by and having played togéthér, and the middle income white children
having been in school together the previous year.

A polaroid camera was used to take pictures of all the children
prior to testing. Children were posed sitting on a table so that a full
figure was shown. Most chijldren smiled broadly for their pictures. The
photographs were mounted on large sheets of white poster board by class,

and were arranged in a random patfern, alternating boy=-girl and lower

i ncome Negro-mlddle income white as much as possible. Names of the
children were written in for the examiner's benefit.

Children accompanied the examiner (male for the first administration,
female fo the second) from the classroom to the testing room one at a
time. All were famnluar with the examnners, and none was reluctant to

go. Receiving the duplicate of one's picture, plus a piece of candy,

were added inducements.

* This section of the report was prepared by Robert Nordan.
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When the child arrived at the testing room, he found the board

with pictures from his class afre#dy exposed. Most children began to

look at the board eagerly and to;make various comﬁénts about the pictures.
If the child had not already found and mentioned his picture, the examiner
asked him if he could find it. Then, to emphasize the fact that the
whole class was represented; the child was asked if he knew the names of
the children in his class. Many spontaneously began naming children; If
not, the examiner pointed and aided the c¢hild in naming all the children.
To get him used to the naming, or choice-making process, the child was
then asked to pick the ''strongest'' person in his class, which usually
elicited the response, ''Me!‘’

| The sociometric test propef began with the child's being asked to
choose someone he would like to play with if he were to return another day
th"play games.' An attempt was made to get eight choices, which was
Qifficult in many cases, the examiner urged the child as much as possible
to make all eight choices. A similar procedure was followed when the
child was showq'the pict;res from the other classroom, and even fewer
choices could be elicited; and sdme children refused to make any choices
on the basis of 'l donit know théﬁ.” A: this point the child was again.
shown the pictures of the: children fn his own class and asked if there

were anyone whom he would not like to play with. An attempt was made to

~elicit two choices; sone of the childien were unable to understand the

negative concept, even with extensive interpretations from the examiner.
Finally, the child was asked if he had ever played with any of the ¢hil-

dren at home. For all choices-=-own ciass, other ciass, don't like to play

e
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with, and would like to play with at home--the child was asked to

provide a reason.

Having made his choices, the child was then presented with his

duplicate picture and a piece of candy and taken back to his class.

Results

In both rooms there seems to have been more interaction between the
two groups* at the end of the school period than at the beginning. Table
IV-l1a indiéates that in Room 2 lower income Negro children mainly
picked others of their group for their first three "like' choices at
the first testing session. By the end of school, however, their choices
of middle income white children had almost irebled. Correspondingly, the
latter group of children picked more than twice as many lower income
Negro children at the second testing, though these choices seem to have
been mainly deferred from previous middle income Negro choices; their
choices of“middle income white children stayed nearly the same.

The choices of middle income white children in Room 3 followed a
simi lar pattern, though more extreme (See Table IV-1b). First three
") ike' choices of these children jumped from 16.6% lower income Negro
at the fifst session to 49.8% lower income Negro at the second session.

Some of these choices were those originally given to middle income Negro

~ children, but there was also a noticeabie drop in their choice of middle

income white children. The pattern of lower income Negro choices, on

* Resuligs for middle income Negro chiidren are omitted since only one was

left at the end of the school period.
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the other hand, dtfféreq from Qhat in Réom 2, and{there was little changd.
In the beginning, lower‘incomeancgro children pickéd mostly middle income
Negro children (50%), with only 26% of their choices going to middle income
uhit; children. At the later session their middle income white choices
had increased only to 22%, with the remaining choices being split equally
between other lower income Negrp and middle income Negro children.

When all choicesf(not just;the first three) are considered, the
pattern of choices in the two rooms changes somewhat. (See Tables IV-2a
and b) In Room 2 lower income Negro children picked other iower income
Negro children on'nearly two-thirds of their choices at both testing
times; their choices of middle income white children dropped somewhat at
the second testing., Middle income white children, on the other hand, gave
nearly 50% of their choices to lower income Negrd children at Time | and
increased this to 70% at Time 2.

- In Room 3, lower income Negro children split their choices at both
Time | and Time 2 almost evenly between other lower income Negro children,
middle income white and mi({&le ;ngom Negro children. Middle income white
children also gave an eéual spread of choices at Time 2, though at Time 1
they had chosen lower income Negro children only 14.4% of the time.

One can tentatively conclude; then, that by the end of school middle
income white children were actively seeking out the iower income Negro
children as friends (a; least, on their sociometric choices) and that in
Room 2 the same thing was happening on the part of the lower income Negro

children (considering only first three choices), though not in Room 3.
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The interactiqﬁ effects described above did not generalize when the
éhildren made other-class "like!' choices. In both _classrooms, lower income
Negro children malnly picked other lower income Negro children at the
beginning and at the end; and middle income white chiléren mainly
picked other middle income whute children at the beginning and at the
end. In Room 3 middle income white choices of other middle income white .

children actually inéreased. (See Tables 1V=3, a and b.) Thus, it seems

that when the children had a chance to interadt with each other in the
classroom, their "like' choices were based on actual likes and dislikes of
the personalities of characteristics of the other children. When there

was no classroom interaction, they maintained in-group choices based on

previous experience, i.e., the lower income Negro children in both rooms

lived near each other and played together, ana many of the middle fﬁcome

white children had previously been in the same room at school together.

Some of the trends described above are verified by significant

correlations. At Time 1, there is a correlation between making lower

income Negro ''like' choices in one's own room and in the other classroom.
g ,

The same is true for middle incoia white cholices. At the end of school,

however, these correlations become negative. ' It is also to be noted

that while there is a correlation between a léwer income Negro's

choosing lower income Negro chiidren and in turp, being chosen by them

at the beginning, this correlation, too, becomes negative at Time 2.

At both times there is a negative correlation between a middle income

white child's choosing other middle income white children and being

chosen by them in turn.
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in Room 2, where numbers éfwlower lﬁcome and middle fncome children
were more evenly balanced, "doﬂ't like! choices of both middle income
white and lower income Negro children were largely directed toviard lower
income Negro children at both teéting periods. (See Table 1V-4a). In
Room.3, with a smaller percentage of lower income Negroes, 50% of both
lower income Negro and middle income white choices were érom this group
at the first choice period; at the second period they had increased to
60% and 80%, respectively. (See Table IV-4b). It should be noted,
however, that rather aggressivetboys in Roomé?, and ‘;girl in Room 2,
who antagonized everyone, including the stafé,were fhe recipients of

nearly all of these choices.

éi o In most instances children were reluctant to give reasons for

B : their choices and often replied with 'l don't know,' or "l just like
him," etc. Thus, no specific results can be given for the reasons for
choice, except to note that the reésons emphasized the physical. Aspects
of a child'swclothes, ha%r style; strength, good looks, etc. were more

l frequently used for reasons than any other personable attributes.

% Friendship, khowledge, abilitfes, etc. received much less emphasis.

‘ Thls was true of ali children at both periods of testing.

l; ’ . *ﬁﬁupdns for “doﬁ't 1ike' chqides were even less frequent and generally

. centered around agression or simply being ''bad." Appearance &as seldom

given as a gagpon, and color was never mentioned.
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Winter Project

Procedure

Sociometric tests Qeré administered to the winter group the second
week after school began, the second week of the New Year, and the week
before school was out. The procedure was similar to that described
above, each subject being individually tested. There were a male and a
female examiner, and each tested both boys and gir!s. Instead of being
shown pictures of children in another classroom in order to make an
"other class' choice, children who attended school in the morning were
shown pictures of the afternoon class, and vice-versa.

The questionnaire for these tests was greatly shortened, and the
examiners probably deviated from it more during testing than with the
summer group in the attempt to explain the task. Since the children
were younger, many of them did not understand what they were to do,
particularly in making ''don't 1ike" choices. In all, they were asked
for three ") ike'" choices in their own class and two "don't like', and
three "like' choices in the other class. Even these were difficult to
get, and reasons for the choices made more so. The last part of the
test was dropped (i.e., the part concerning at-home play among
children) since this elicited little relevant information from the summer
group.

Though no record was kept of the responses, it was interesting to
note how many of the names of the other children (and which names) each
child knew when initially asked to name the children in his class. Even

at the second administration, some children knew me inly the names of
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those in their own "group" (i.e., midg‘le income or lower income). If
similar tests were administered to another group, it would certainly be

relevant to record the names of the children that each child did (or did

Anot) know.

Resul ts*

‘Uniike the Summer program the year-long program shows very littie
change in patterns of choices during the period and suggésts that less
interaction took place betw;en the groups of children., In theidwn class,
(see Table I1V-5) lower income Negro children gave nearly two-thirds of
their x?ike" chqices to midQle income white children at the beginning of
school and at the end, and somewhat more than half at the mid-year choice
time. Thelr choices of middle income Negro children averaged 15% over the
year, and their choice of other lower income Negro children was never
more than 28X (at the mid-year period). Middle income Negro children
almost completely ignored the lower income Negro children, éiving them
no more than 5% of their choices at any time, and picking a majority
of middie income white childreﬁ?fbr friends at all three times. Hiddle
Income white children tended totignore both the other two groups,

choosing other middle income whfte children 71% of the time in the Fall,

66% at the mid-year point, and 72% i the Spring,

* Results from both classrooms were combined. There were three lower
income Negro children in the morning class, seven in the afternoon,

. a total of ten lower income Negro among 34 middle income white and
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Choices in the "other class’ followed a somewhat similar patternb
‘

(See Table 1V-6.) Lower income Negro children picked more middlie income

white children for friends during the first two choice perfods, but this

‘dropped at Time 3 when 50% of their choices were of other lower income

Negro children. Again, both groups of middle income children tended to
ignore the lower income children, and at the end of school overwhelmingly
picked for friends middle income white children.

That the lower income Negropchildren were ignored rather than
actively disliked is indicated to some extent by the ‘‘don't like'
choices. (See Table IV-7.) In nbarly‘every instancz middle income
white children received the majority of ''don't like' chcices from other
middle income white children, from middle income Negro children, and
from lower income Negro children.. The only exception is that at Time 2,
lower income Negro children recgived L6% of the middle income white

‘choices, slightly more than those goﬁng to other middle income white
children.

Again, children were reluctant to give reasons for their choices,
especially the less verbal lower income Negro children. The great
majority of reasons fell into the cate§ories of ‘¥riend’ (i.e., ""Because -
he's my friend.h) or ‘Like' (i.e., '"Because | like him.!""). The next
two reasons most frequently given were reasons of play ("'He plays with
me," or 'l like to play with him.") or of reciprocal liking ("'He likes
me.') Unlike the children in the summer project, these children almost

never gave reasons based on physical characteristics or appearance.
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Here, too, the major reasbb;for ""don't llk@"icholces was aggression
(35%), with two-thlrds of thesepfeasons bélng given for choices of disliked
middle income white children. Being ''bad" or mean' was the second most

frequently given reason. Reasohs of appearance were almost never given.

Codings of Social Interaction Among the Children

Procedure

15 our attempts to asses the effects of establishing classrooms
integrated with regard to race and income level, we supplemented our
sociometric data wlth observations in the classrooms. This was done only
during the summer pfogram. Dur!ng the fifth and sixth weeks of the session,
we spent one day in each of the”tpo integrated classroqms and one day,
for comparison, in the unintegr;ted classroom. (A second day of observation
in the unintegrated classroom is not reported here because of a variation
in procedure.) Two observers were present, and coded the behavior they
osserved according to the categories listed in the Appendix (Social
interaction Coding Categories).l These categories were adapted from a
more extensive set of coding categories used by Martin (1965).

Each observer was assigned 6 children to observe. She coded the acticns
of three of tdase children towara,any other child during a 5 minute period,
then coded the actions of the three other children during a second 5 minute
period. This proiedure was repeated for as many times és was feasible
while the class was in its classroom. Table IV-8 shows the composition
of the class and the number of minutes each cﬁ?ld was observed during

our day of observation in each classroom. it Hihculd be noted that nu
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middle income Negro children were included in the observation groups.
Only one middle income Negro child (in Classroom 3) was enrolled during
the last four weeks of the summer session, when the observations were

done.

Reliability Observations

Prior to the social interaction coding procedure outlined above, we
spent ten minutes in each class in a check for reliability of our codings.
The two observers observed the same six children--three of these for
one 5 minute period, and the other three children for a second 5 minute
period. Thus we have reliability data consisting of 5 minutes of
observation on each of 6 children in each of the three classrooms.

These dara are summarized in Tabie iV-9. Reliability was not high: for
the three classes combined, thefe was exact agreement between the two
observers in only 47.8% of codéngs,’and disagreement in 21.7% of codings.
However, when only those interactions which were coded by both observers
are considered, the per cent exact agreement rises to 68.8%. Both this
fact and our discussions of cases of disagreement in ratings indicate

that the difficulties in agreement were difficulties in spreading attention
over the three children, and not in the category scheme as such.
Disagreements in ratings occurred most often in cases where one observer
was unable to see an interaction élearly or had missed some portion of it.

Amount and Distribution of interaction in the Three Classrooms

Table IV-10 shows the mean number of codings per child per coding
period in each of the three classrooms, and for the two racial/income

groups in each of the two integrated ciassrooms. Rank-sum tests for
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differences bétueen‘distributiohs"(Dlxon & Massey 195;: Pp. 289-290)
yielded no differences at or beyand the .10 lev&l of sjgnlficance among
the three classrooms or between the two racial/income groups within each
of the two integrated classrooms( The difference between the lower income
Negro children and the middie income white children in Classroom was
the only one which approached statistical significanc; (P=.126). In
this classroom, the observers felt that there was a difFference between
the two groups in degree of social activity. It seemed to us that tne
whgge children were more socially active in this class, especially
within their own group, ana that the Negro chiidren, especially the
girls, tended to be isoiates in the classroom. Lower income Negro
children and middle income white chiidren were in about equal numbers
here. In Classroom 2, in which there were more Negro than white children,
amount of social activity for children of the two rac%at/?ncome groups

tended to be more nearly equal.

Table IV=-i1 illustrates more fuliy this difference that we observed

between the two integrated clasSrboms, and indicates that the difference
was not entirely one of amount of social activity, but was rather a
combination of amount and distribution of social acts. Iin Classroom 2

a Y2 test indicated that the distribution of social acts within and
across racial/income groups did»not differ from that which would be
expected on the basis oi tne number or children in each of the two
groups. In Classroom 3, however, the distribution of social"acts did
differ (at the .005 level of significance) from that which wouid be

expected on the basis of ‘nutlers~alone. - Number of acts within the middle
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income white grbup;was.tQICd tﬁ;;expegtad numbcr,‘and‘numbor of acts
QErecged by lower income Negr6 cﬁildrén‘toward middle income whi te
chfldraﬁawas less than half th?léxpected ndmber. This. accords with our
observation that in thisucléssrdom the white children constituted a
cohes}ve. active social group whféh the Negro children did not feel
they could join. It was npt cIear to us whether the Negro children were
actively excluded from this group of Qhether ihey felt unable to
participate in the'largelyéveerI and rather highly socially adapted
exchange which went on within it. |t seemed that either factor might
be operating, depending upon the individual. On different occasions, we A
hotéd one case of exclusion of é ﬂegro child, as well as a case of
inclusion of a Negro child who did not, however, participate in the
ongoi?g cohversation. The sfatis}cal analysis has pointed to the
largest, most visible group we faﬂ in this classroom; it does not reflect
another group we saw, that of the three Negro boys in the class, who
formed a strong, though not exclusive, friendship group, which was
joined at times by'at least one of the white boys.

Two factors seem responsible for a lack of similar domination by
a group of white children in Ciassroom 2: here there were more Negro
than white children, and here also two of the white children tended to
isolate themselves from social activity. The more numerous Negro children
in this classroom did not torm an”exclusive sociai group, as indicated by

the distribution of social acts in Table IV-il.
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Types of Sociai‘lnteraction in the Three Classrooms

Table 1V-12 lists the freq@dncies and percentages of coded acts
falling in each coding category in the three classrooms. In our
Statistical analysis of these data, we combined the three major categories
of aggressive, dominant-submlSsivc, and affiliative acts, and compared
the proportions of codings falling in these majér categories in the threé
classrooms. Table IV-13 shows the results of this anélysis. Classroom 3
had a significantly smaller proportion of aggressive acts than either of
the other ciassrooms, while theibther ;Iassrooms did not differ significant-
ly from one another in proportiénkof aggressive acts, This finding was
consistent with our observation: that in Classroom 3 the teachers tsnded
to control the children's behavior more closciy than in the other two
classrooms, often directing tﬁem into cooperative play, and tending
somewhat to prohibit noise and movemerit, and with the fact that the
dominant social greup in Classroom 3 engaged to a large extent in socially

adapted verbal exchange. The largest proportion of the aggressive acts

which occurred in Classroom 3 was simply play aggression, while in the
other two classrooms direct physical aggression was at least as frequent
as play aggression.

Classroom 2 showed fewer aété categorized along the dominance-
submission continuum than did the other two ciassrooms, though this

difference was significant only at the .10 level. The lower proportion of

acts in this category in Classroom 2 is accounted for by the fact that
dominant and submissive acts were not seen there, but onily cooperative
~ interaction, whereas dominant and submissive acts were seen in the other

two classrooms,
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There were nonsignlficantfdffferences among the three classes in
amount of aff!llative interaction.
Inspection of the dlétribution of codings in our three classrooms

(see Table I1V-12) and a review of the above results indicates that our

“unintegrated classroom was not more different from the two integrated

classrooms than they were from each other in type of social interaction.

Discussion of the Results of Social Interaction Codings

Observations in our two integfated classrooms pcint to one conclusion
about the effects of integrateddlassrooms which surely might have been
expected, namely, th&t the results are variable in the individual case,
and depend upon regative numbers‘pnd the characteristics of the individual
children involved. It is necessary to recall that within each classroom
three factors might have operated to divide our two groups. First, the
racial difference which existed was of course noticed by the children,
and a few incidents mentioned to us by the teachers suggested that some
of our children were subject to feelings that persons of the other race
were strange or different (e.g., one child referring to another as a
“‘nigger''; another child commenting that perhaps a kitten walked away from
one of the teaching aides because it didn't ''like biack people';
another saying to a teacher’s husband 'You're a white man.'') Second,
these children differed according to the income level of their families,
and related with ::e dirference was a difference in 1Q. Third, these
children might also have been’expgcted to have formed friendships with
other children of the same racial/income group prior to the summer's

experience: the middle income white children were all drawn from the
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aregu{ar"pobulation pfﬂthe Ancona Qchool, so many of ?hem had known one
" another in school{wthe lower incohé Negro chiidren in the integrated
classrooms all lived in a closely spaced group of buildings near the
school, ‘and often piayeqvtogether after school, as they had prior to the
summer experience. | |

vDaspite these factors which might sérve to divide the children, the
integrated classroom seemed to be successful in Classroom 2. At the
begiqning of the summer the teachers in this classroom commented in a
staff meeting that the Negro children in their class were quite open to
the white children, and were reaching out toward them in friendly gestures,
but that the white children, whom they felt were a genszrally timid group,
were not responding to these overtures. Our social interaétlon codings,
done during the sixth week of school, suggest that this initial distance
had been overcome. The distribution of social acts within and across
groups did not differ from that which would be expected simply on the
basis of numbers in each group.

Integration within the classroom seemed less successful in Classroom
3. Here, the white children were initially at an advantage because of their
familiarity with the nature ot the Montessori classroom, and they were
equal in numbers té the Negro chiidren. Our social interaction codings
showed that they tended to forin a somewhat exclusive group which dominated
the social interaction in the classroom. Most active in this dominant group
were two older children whom the teacher often used to i(nstruct the new-
comers, and who consequently felt somewhat superior in the classroom.

Our comparison of all three classrooms in terms of types of social

interaction indicates that the fact of integration aid niot affect the
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amount or quality of social interaction In the classroom, at least in the

gross manner in which we measured these.

Summary and Diécussion

In our study of the effects of infegrathn in our two summer class-
rooms, we have necsssarily focused upon the reactions of the lower income
Negro and middle income white children, and not upon the reactions of the
middle Income Negho group, since only one child in the last group remained

for the last four weeks of the session.

in the sociometric study, we found that in Classroom 2, both lower
income Negro and middle income white groups increased in choice of the
other group. Lower income Negro children also showed a decline in choice
of their own group. In Classroom 3, only middle income white children
increased In cRoice of the other group and decreased in choice of their
own group. Lower income Negro children showed no change in choice of the
other group and increased in choice of their own group. (They had

chosen mostly middle income Negro children on the first test.)

in our classroom observations during the fifth and sixth weeks of
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school, we found that in Classroom 2 the amount and distribution of

‘soclal acts within and between grdups did not differ from that which

% “ would be expected on the basis of the number of children in each group.

In Classroom 3, however, there Qas more interaction within the middle income
white group, and fe&er acts by lower income Negro toward middle income

white children, than would be expected simply on the basis of numbers in

N~ each group.
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Both sociometric and'obserVaFion data point to only limited success
of }ntegration in Qdissroom 3, wh%ie {n Classroom 2 it appeared fully °
successful. classrooﬁ 2 differed from Classroom 3 in several respects
s ,. thch.seem relevant to the success of integration there: the lower

income Negro children constituted more than half the class; the middle

lncoge white childreﬁ tended, according to their teachers, to be timid and
wrthdrawn; and there were no visible triendship groups in the class. In
this classroom the teachers noted in the first few weeks that all the
children were rather shy, but the lower income Negro children were at
least making attemp£s to reach out to the other children. Thus there was
initially a lack of developed social relationships in the class, and a

— tendency for the more numerous lower income Negro children to be open to
the formation of friendships. It was our impression in informal observations
in this class that as the summ‘f progressed, each group in this classroom
developed in the direction of the other group, the lower income Negro
chi ldren becoming ﬁpre task-oriénted, while the middle income white
children, who were somewhat immature socially, became more expressive.

In Classroom 3, where integration was not as successful, there were

equal numbers of loﬁer income Negro and middie income white children; the
middle income white children had a privileged status in the classrocm

due to their famillarity with the Montessori class: and visible friendship
groups were formed within each of the two groups.. It appeared to us that
the middle income.white chiidren attained a favorable status because they
were more self-assured in the classrocm and because some of them (in

~— particular, two older children) were used by the teacher to instruct the
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newcomers to the cléss, Partly because of the status this gave them,vand
partly because éf their°soéia\ maturity, they tended to draw together
in ; group which dominated the classroom. The sociometric choices and
the observation suggest that the ﬁew children-~the lower income Negro
group--were not free to or did not care to appro;ch this group. We noted
that one small group of boys was formed within the lower income Negro
group, centered around one boy who began to gain status in the classroom.
Thus it seems possible that a status orientation among the children
contributed to division and lack of social fluidity in the class.

These observation in our two intebrated summer classrooms point to
two tentative conclusions. It appears that integration in the classrooms
was enhanced when the children felt comfortable and therefore free to
extend themselves 'to ofher children; this was the case among the more
numerous Ioﬁer income Negro children of Classroom 2 and the middle tncome
white children of Classroom 3 who were more familiar with the classroom
routlno; Integration appears to have been retarded by classroom
arrangements which conferred higher status on one group, as in Classroom 3.
Such arrangements seem likely to inhibit the type of mutual profit from
integration that wel noted in Ciassroom 2.

We do rot have cobservations of the winter classroom groups, but the
fack of change in sociometric choices in that group, and the tendency of
the two middile income groups to ignore the lower income children in their
sociometric choices, suggest that interacticn between the lower income
Negro group and the two middle income groups was iimited in amount. |t

may be that there was less sociai interaction within the winter classrooms,
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(bocausg the chl{dron were YOunger, and not bec#use of any division in the
class. In Jnformaf”vlslts to thé class, observars have noted that whereds
the lower income Negro children Qere initially shy and constricted as a
group, by tﬁ; end of the year they were engaging fully in classroom
'activitiés.'-
Our so;lometric and obsérvaffonal studies point to the necessity
for a continued awareness of the social interaction within the classroom
if integrated classrooms are to work. We found that in our summer Cilass-
room 3, the antossﬁri class, the teacher was able to encourage more
interaction between the two groups ot chiidren during the last few weeks

of school, after we had discussed our vbservations with her.
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Table V-1 FlfstVTﬁFee "L ike' Choices'kOwn Class)
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a. :
PerCenthﬁﬁLomstr&bﬂ%%bnﬁhﬁ'Cﬁoices
Time | Time 2
Lower Middie Middle Lower Middle Middle
Income Income Income Iincome Income |ncome
Negro Neqro White Negro Neqro  White
Lower . —
Income 79.9 0 18.8 47.0 0, 51.7
- Negro : -
K. rynet 3 _
Middle ) : : U
Income 25.0 37.5 37.5 55.5 ll,l- 33.3
White ' i
b. Classroom 3 ,
Percentage 0. :tribution,of Cﬁblces
Time | Tine 2
Lower Middie Middie Lower Middle Middle
Income Income Income Income Income [ncome
Neqro Neqro White Neqro Neqro White
Lower i -
Income 30.0 50.00 . 20.0 38.5 38,5 22.0
Negro -
nyr
Middle L .
Income 16.0 33.2 ' 9.8 49.8 16,6  33.2
Whi te )

“r

'
L
i

T T e B SRS SR AT e B
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- Table 1V-2 All "Like' Choices (Own Class)
Summer Program |
"a. Classroom 2
Percehtag_e Distrabution of Cholces
o v Time 1 Time 2
Lower Middle Middle Luwer Middle Middle
income Income Income Income Income Income
Negro _Negro_ White Negro  Negro  White
Lower '
Income 62.7 5.7 30,5 63.8 11.0 26.4
T Negro
T Middle |
income 47.7 15.9  37.1 70.0 0 30.0
White :
"~ b. Classroom 3
it Bt Choices
Time 2
Lower Middle Middle Lower Middle Middle
Income Income Income Income Income Income
Negro  Neqro  White Negro  Negro White
Lower o
Income 34.2 37.8 . 30.6 37.4 35.2 29.6
. Negro ’
© Middle
Income I4.4  43.2 43,2 33,5 33,5 33.5
White '

Full Tt Provided by ERIC.
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Table IV-3 First Thres "Like" Choices (Other Class)
Summer Program
a. Classroom 2 ChoOSing Classroom 3

qqrcenta v

Time i - Time 2

.Choices

Lower Middle Middie lower Middie Middle
Income Income income Income income |ncome
Neqgro Negro White Negro Negro White

Lower ,
Income 74.2 21.2 5.3 67.5 9.0 12.5
Negro .

Middle 0
Income 11.1 1.1 . 77.8 22,2 0 77.8
White

b. Classroom 3 Choosing Ciassroom 2

Percentage Distribution of Choices

Time ) Time 2

Lower Middle Middle Lower Middle Middle
Income income Income Income Income |ncome
Neqro Neqro White Neqro Neqro White

Lower « |

Income 80.6 4.8 14.3 70.0 0 30.0
Negro . |
Niddle .

income 16.6 0 - 63.4 0 0 100.0

White




b.

Aruitoxt provided by Eic:

ERIC

Table IV-4 "Pon't Like' Choices (Own Class)

Summer Program

Classroom 2
Perccntage Distribution of Choices
Time | Time 2
Lower Middie Middlie Lower Middle Middle
Income Income income income income |ncome
_ Negro Negro White Nagro Negro White
Lower
Income 78.0 0 22.0 91.0 9.0 0
Negro
Middle : _' ﬂ A
Income 80.0 0 20.0 100.0 0 0
White

Classroom 3

Percentage Distribution of Choices

Time | Time 2
tawer Middle Middle Lower Middle Middle
income income Income Income Income I|ncome
Negro ~ Negro White Negro Negro White
Lower ‘ .
income 50.0 ho.o. 10.0 60.0 10.0 30.0
Negro -
Middie
income 50.u 17.0 33.0U 80.0 0 20.0
White:
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o

Lower
tncome
Negro

Middle
1 ncome
Negro

‘Middle
Income
White

Table V-5 A1}

by

-

ike'' Choices (Own Class)

dinter Program

Percentage Distribution of Cholices

Time | Time 2 Time 3
Lower Middle Middle Lower Middle Middle Lower Middle M;ddle
income income income income Income !ncome Income ‘ncome ncome
Negro  Masgro  White  Negr Negro White Negro Negro White
3 B 56 28 i6 56 2! i 66
5 40 L = 43 £2 5 25 ;O
i3 ib 71 1z 22 66 3 20 72




31

Table 1V-6 A1l 'Like" Choices (Other Class)

Winter Program

Percentage Distribution of Choices

Time ! " Time 2 Time 3

e A

iower Middle Middle Lower - Middle Middle Lower Midale Mjddle
Imcome income Income income Income income lncome ncome ! ncome
Negro  Negro  White Negro  Negro White Negro Nearo White

Lower

.3noanwm mw sm Ww wm #m ma wm mr
Negro A S T

Middle

income 8 17 75 35 24 4) 9 0 g1
_ ... Negro . ” o

Middle | ,
income 4 8 78 ) 9 75 h 12 31 M
Whi te N

w
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Lower
i ncome
Negro

-MIddla

R ]

income
Negro

Middle

i ncome
White

Table 1V-7 'Don't Like' Choices {Own Class)

Winter Program

Percentage Distribution of Choices

Time | Time 2 Time 3

Lower Middlie Middie Llower Middle Middle Lower Middle Middle
income income !ncome !ncome Income Income Income Income Income
Neqgr. Negro  White Negro Neqro White Negro Neqgro ~ White
33 33 33 i 22 64 28 28 4

0 33 67 18 73 30 20 [x¢

i7 34 49 U ti 43 31 21 L8

i
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Table 1V-8
Duration of Social Interaction Codings and Composition of

the Group Observed in Each of the Three Classrooms

Composition of Group Onserved

Lower lncome Mid4lie 1ncome
Negro White
Childrern Children  Jotal Nunber Minutes of
of Children Observation
Classroom Boys Giris Boys Girls Observed Per Child

l 5 7 | 12 10
2 3 5 b 2 ¥ 15
3 2 3 2 -k 1i 15

Table 1V~9
Reliability of Social Interaction Codings:
Agreement Between the Two Observers in Five Minutes' Otservation
of Six Chiidren in Each of the Three Classrooms

Combined
Classroor | Clessrowr 2 Classroom 3 Classrooms

LV T 5 v

No. of % of No. of % of No. of % of No. of % of
Codings Codings Codings Codings Codings Codings Codings Codings

Exact Agreement

in Codings 3 60.0 3 42.9 5 hs.5 1 L7.8
Disagreement in , ,

Codings - 0 0.0 I 143 b 36.4 5 21.7 a
Not Coded by F

Observer 2 2 40.0 3 42,9 2 18.2 7 30.4

Total Codings~-
Observer | 5 7 i 43
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~ Table V=10

Social Interaction Ffequency in the Three Classrooms

No. of Codings Per Child
Per 5-Minute Codiig Pariod

Classroom !
A1l Children (Lower I ncome Negro) 1.2

Classroom 2

Lower Income Negro ' 1.4
Middle Income White 1.1
All Children 1.3
Classroom 3 |
Lower Income Negro ' .8
Middle Income White , 1.8

Ai) Children | | 1.4

Table V=11
Number of Codings of Social Interaction Falling in Each of

Four Agent/Object Classes in the Two Integrated Classrooms

Classroom 2 |
Observed Theoretical
Lower Income Negro Agent to Lower Income Negro 0bjact 28 22,75
Lower Income Negro Agent to Middle Income White Object -5 8.51
Middle Income White Agent to Middle Income White Object ] 3.22
Middle Income White Agent to Lower Income Negro Object 9 8.51
N2 = b, 22 P>.10

Classroom 3
: Observed Theoretical

Lower Income Negro Agent to Lower Income Negro Object 9 - 9.27
Lower Income Negro Agent to Middie Income White Object 3 11.16
Middle Income White Agent to Middle Income White/Negro Object 26 13.36
Middle Income White Agent to Lower Income Negro Object 7 11,16

A2 = 19.49 - P<,005
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| ‘ubte IV-12 S
Social lnteractlon Codings Classified by Coding Category

for Each of the Three Classrooms

. Classroom 1* Classroom 2 Classroom_z
\ Ho. % - No. % No, -
A0 Play Aggressiocn 2 6.7 7 16.3 5
A2 Indirect Aggression 3 10.0 6 14.0 1
J A3 Verbal Aggression 2 L.6.
M Physical Aggression 5 16.7 7 16.3 !
4Dl Submission ! 3.3 !
102 Cooperative Interaction 13.3 5 1.6 7
, 03 Diplomatic Controi ] 3.3 L
. D& Authoritarian Control 2 6.7
F1 Joins Activity | 3.3 &4 9.3 !
F2 Affiliation 11 36.7 12 27.9 22
_ Fit Physical Affection : l
Wl Refusal of Involverment ]
- 'R Rejection —_— — 1
- 30 L3 45

* Observed each child only 10 minutes, as opposed to
- 15 minutes per child for the other two classrooms.

-—
N o
] L J
N o~

covinvNn
« o »

NNNgN
® [ ]
N ON WO N

k7 ]
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“Table V=13
a. Co;warison of the Three Major Types of Social Act
| in the Three Classrooms |
e T Classroom | Classroom 2 Classroom
Types of Social Act No. % No. % No. %
Aggression (A0 to Ak) 10 33.4 22 51,2 7 15.5
Dominance-Submission (D} to O4) & 26,6 5 11.6 12  26.7
Affiliation (F1 to Fu4) 12 Lo.o 16 37.2 24 53.3

b. t Test for Significance of the Difference Between Proportions

of the Three Major Types of Social Act

Classrooms Classrooms Classrooms

| - 2 _1-3 2 -3 -
Aggression (A0 to AM4) N.S. P<.10 P<.01
Dominance-Submission (D1 to D4) P<L.10 N.S. PL.1a

Affiliation (F1 to F4) N.S. N.S. N.S.




Appendix of Instruments Used in the Research }

Categories for Describing Classroom Observatiaons - 1
Ratings of~8eﬁavior During Individual Intelligence Testing ’
Instructions to Teachers, Goodenough Draw-a-Man Test

Length Conservation Test

Scoring Instructions, Length Conservation Test

Egocentrism Test

Teachers' Ratings of Behavior

Social Interaction Coding Categories
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- * ' | o P .
Categories for Describing Classroom Observations -

- For each of these topics, give a general statement supported by examples.
General statement and examples should be drawn from your single day of
observation. Additional comments based on previous contact with the
class can be added, but should be clearly indicated. Report should
‘include {1) running account of observations, timed; (2) comments and

examples for each of these topics.

Classroom Order
- Generai tone

Amount of control

Methods of control

What are the rules? : :

Consistency of rules (in one teachasr, or among teachers)

Meaningfulness of the order to the children
Do they understand the rules? |
Are the rules in accord with their concirns

Classroom Structure “ : W
Supervised vs. unsupervised activities :
Proportions of each

Nature of each (content, duration, compl

organization)

Is supervision continual? .
Typical size of group--and amount of shlftlngﬁ
To what extent does classroom social structurﬁzrevolve around the

teacher? i

ity, soclal

Teacher's Instructional and Emotional-Social Behaviaé (For each of these
topics, how do the children react?) | W
Attention to individual chjldren :
Duration - o : i
To whom [:

P 4
————
P e

Content _
Consideration of individual children
Awareness of problems and feelings
: Encouragement, support '
Encouragement of personal responsibility

Method
Circumstances . ;
Encouragement of parsonal initiative il
Method ~ : '
Circumstances : Al
Verbalization , A ' ‘j?
Teacher verbalizes ' [%g
Frequency | Frf

Topics

~ Complexity o l{!
To group or individual? ! '
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: Categories for Describing Classioom Observations

(Continued)

Teacher encourages children to verbalize
Method : ‘
Context u

Teacher discourages verbaiization
When? :
How? “

Content of material taught
Instruction :

Giving information

Structuring problems ”

Is teacher succedsful, in these activities, in getting
idea across to the child? ‘

Clarity, simplicity, from your point of view

Encouraging children's self-expression
Does teacher achieve this? ,
What is the nature of the self-expression?
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ANCONA SCHOOL HEAD START PROGRAM

2
Name i Date
Distractibili
i 2 3
Complietely Interested &
absorbed by attentive, with

task. Maintains
interest through-

_tur
%
I‘&
\/

out, remains to the test
oriented to E
_between items

Activity level

1 2 . 3

Hyperactive; Quite active, but
activity out-"- with control of
of-bounds own activity

Speed of response - Verbal items

_ ~ 3

Responds very No hesitation in
rapidly to responding
instructions

Speed of response - Performarce items

1 2 3
Responds very No hesitation in
rapijdly to responcing
instructions

)

little attertion —
to things ‘external

L 5 6
Normal attentive-
ness. Tasks

elicit sufficient
attention, though
attention may occas-
ionally wander
between items

mnm:wowm-mm:nm.mOwall

L 5 - 6

Fairly active,
but able to sit
quietly for the
testing

L 5 6
Some deliberation,
but- responses not
generally slow

b 5 6
Some deliberation,
but responses not
generally slow

RATINGS OF BEHAVIOR DURING INDIVIDUAL INTELLIGENCE TESTING

Examiner

7 8

Attracted by
things external

to the test, but
can return to task.
If child tries to
maintain attention,
it is with some

‘effort

7 8
Rather sedentary, °

" "slow; or somewhat

constricted in
action {Circle

which) .

7 8
Usually slow to
respond

7 8
Usually slow to
respond

9

Difficult to get
and hold attention

9
Depressed or very
constricted
(Circle which)

9
Slow to respond;
urging needed

9
Slow to respond;

urging needed



bl
1
!
i
]
{
|
i
i
1

|
m
!
|

Page 2 - Behavior Ratings During Test

=+ Initiative in dealing with test materials

]
Impulsively
handles materia
begins own task

2

Is,
s

3
May begin to
handle materials,
may feel he knows
what to do

Sel f-confidence on tasks

]
Over-confident;
does not
recognize own
limitations

Persistence

1
Can't give up,
even after much
effort

2

Reaction to faillure

0 .
lgnores failure;
success or
failure not an
issue

end

3
Quite confident
in own ability.
Answers asser-
tively

3
Very persistent;
difficult tasks

lead to redoubled
effort

Aware om failure,

but shows no
discomfort, and
does not need
reassurance

£
3
b
?

L

5 6

Waits for instruc-
tions, but eager
to begin

5 6
Realistically
sel f-confident.
May show recog~
nition of own
limitations;
responds matter-
of-factly

5 6
Some persistence;
doesn't give up -
without trying

3 4
Some discomfort
at failure can be
seen, but confi-
dence easily
restored

7 8

Responds to
instructions,

but does not
initiate activity;
is rot "'set' to
begin until.
instructions given

7 8

Some distrust of
own ability,
hesitancy

] 8
Tendency to give
up after first
attempt unsuccess-
ful

5 6
isconcerted by

failure, needs

frequent

reassurance

9
Urging needed to
respond

9

Distrusts own
ability. Hesitant
in response; may
express concern
about adequacy of
responses

9
Gives up easily,
when answer does
not come almost
immediately

7
Witihdrawing, hostile
or denying
(Circle which)




Page 3 - Behavior Ratings During Test

Sense of intellectual challenge

142

Hard tasks
elicit greater
interest and a
sense of
challenge

3
Hard tasks are
met with special
effort

Eager to
continue

mwmq.o*‘mac_n o

No m:<:ammu‘
. quite self-
assured

Attempts to
dominate the
situation

Almost no
inhibition of
affective
ex~ression

Willingness to continue with test

3

.zwm:nmm:m active .

hﬂnnawomn

3

Rather confident

initiative with adult

R SR

tiates

3
Often ini
social in

Communication of affect

3

Expresszs affect
. freely, but with

sel f-control

terchange

5
Effort expended

on problem is

appropriate to level
of difficulty, but

there is no sense
of challenge

5

Mild interest in: .

tasks; nn:nmacmm
to try

5

Neither confident:

nor fearful

5
Responsive, but
usually does not

"initiatea.social

interchange

5

Occasional ex-
pression of

//mmmnnn

/7

5
N

6

7
Apparently more

comfortable with
easy tasks

7
Loses interest
in tasks, but
continues to
comply

u»
Rather timid

7
Rather passive

7
Tends to inhibijt

affect, or rather
flat (Circle which)

9

Prefers only easy
tasks

9

>nnm<u_< seeks
termination

9
Painfully shy,
constricted

9

Never takes
initiative;
responses minimal

9
Very flat; no’
emotional
expression

)

-



Page 4 - Behavior Ratings During Test . .
o~ ; ’

T Compliance with adult

2 T 2 3 L 5 6 7 8 9
Extremely Tends to ignore Makes own needs Somewhat unwilling Actively negativ-
sensitive to own needs; rather known, but quite to comply istic
adult's wishes; anxious to comply willing to comply
constantly looks
to adult for
permission to
act .
Verbalization.
. - e R . ) m
| 2 3 b 5 6 7 8 9 .

Speech pérfectly Occasiona! errors Speech adequate; Speech sometimes - Speech very difficult
clear and . .~ within generally there are errors, difficult to to understand
anderstandable good speech but speech is stil! understand. This !
. casily understood’ may be true
c h ﬂ ... . especiaiiy when o \
o : R ~ o speaking rapidly _ "

uowmﬂ&vn.<m comments (a sentence or two, with examples if possible):

Articulation:

.
L
L3
Structure:
B .
Vocabulary: ,
. <M
.
. ..
1
i
f
1
- m
- -— M
u\\v ' . I . ’ - ’ - e e Pt S Ceeiie e SeITIT SN lenell S0 T S . )
. %v R e e, . L. B o o i — - ‘,..Iv o I, TR e ol A oo s Ste = i -H..M.Jl — — e . . ;
¢ ~ S s e TR e em el S S i Ea e i it e D b e L R R
4 o . . . el e MRS VY T < s . et e e : EERS . ST TRT T LS e e e e T
w, X . LT T e A e L 3T anmete: - iraakde LS ™ e e, et . - 3 : : - - .. : T
: J . ; _ .- o » T R —, ~l .= .- T
‘ . TR e h . R s ’




S lnstructions to Teachers .

Goodenough Draw-a=Man Test

. - Iastructions to children: R ' \

':' ‘Make me a picture of a man. Make the very best man you can.'t

Children should be seated, wath pencnl and paper, when snstructions are

' . given, Pencils should have erasers,

If necessary, encourage individual children r~ finish drawing, to do

their best--but do not praise any child. Use care in suggesting that a
child finish his draw:ng The criterion for making this suggestion should
be that the child is obviously leaving the drawing without filling his
own criteria for finishing.

" If a child draws just a face, sav ''Make the whole man,' and allow him
to elaborate on what he has done, or give him a new piece of paper if
he wants it. He may not respon to this with a full figure, but don't
push him beyond a second drawing or an elaboration of the first. |
Please note on individual drawing tf the additional Instruction was

given.
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. B " Length Conservation FyHeadsfarf Resea%ch Form
h o A . l. . "i -
L [E:I_~ Material: &' and b sticks - !
1 : e : " N
1. Here are two sticks (one red 4" and one blue U}, placed
* .o ' N paraliel to child's jine of siéht, with ends faéthest from

child aligned). One is bigger than the other--one is

longer. You don't need to show me, but can you see that

-

Give {s Bigger than the otner?
Yes No

Now i pththem like this (place finger in center of red stick

: ) and slide it toward child so that it exténds about " beyond
other sgick). Now i"wbnt you to show me, to point to, the
' 1! bigger one, the longest one,
" . Blue 'é‘d o —_— .P!cky'\s longe~ blue: move to Q3
' | ' Picks shorter red: move to Q2
g :
2. Sleé this guestion only if picked shorter on Question 1)

(lf pieces have been moved so that red stick is not advanced
toward child, replace theﬁ in this hosition.) You told me
this was the biggest one (point to red). (Place finger in
center of biue stick'and mdve it toward. child so that it

extends about 3" beybnd other stick.) Now show me the big one.

Picks blue stick: move to 2a

Picks shorter red stick: move to 2b




Length Consorvation (Contsnutd) 146

" . A
'

©
$

“Ndow

lggg r blue stick is now chosen. (Replace sticks in original

position, with ends farthest from child aligned, and then
move rod‘stick toward child so that it extends ¥ past blue)
Before vou said this (point to red) was biggest. Now (move |
blue stlck toward child so that lt extends ¥' beyond other
stick) you say this (point to blue) is bigger. Do they reaiiy

change bigness?
How Is that?

If shorter red stick is again chosen: (Move red stick toward

child so that ends of stick farthest from child are aligned.)

You said this (point t5 red) was biggest. Is it biggest now?

Do they really change bigness?

G _on tq_gggstionfzé

Give this question only if picked longer blue on Question 1)

Here are two more sticks. (Take two other sticks, one 4'' green
and one 4" yellow. Place them parallel to child's line of sight,
with ends closest to child aligned.) One is bigger than the
othef; 6ne is longer. You don't need to show me, but can you

see that one is bigger than the other?

Yes No




Length Conservatlou*(Continuedf; Wy

N>
R
|
Yol W
l Greon

Grien

IToxt Provided by ERI

- stick abd move it aw;y from child so that it extends about

- How ts tbat?

]
|
S 1
Cregn
ml\
' |
- b.
chmn

F ‘.w,»..,%.,.‘;_»_:_%.._‘_;.,m o

Now | put them like this (place finger in center of green

¥' beyond the yellow stick.) Now I want you to show me, to
point té; the bigger one, the longest one. ‘
Picks longer yellow stick: move to Q5

Picks shorter green stick: move to Q4

{Give only if picked shorter green on Question 3)

(If pieces have been moved so that green stick is not advanced
away fro;';hild, replace in this position.) You told me this
(polﬁt tﬁ grehh) was the biggest one. (Place finger in center
of short green stick and move it toward chiid so that it ex-
tends iﬁibeyond other stick.) Now show me the big one.

' . Picks longer yellow stick: move to 4a

Picks shorter green stick: move to 4b

Lf_longer yellow stick is now said to be bigger: Before (replace

sticks fq.originél position, with ends closest to child allgne&,
and theﬁzmove greon'siick away from child) you said this
(polnt‘fp green) was biggest. Now (move yellow stick away from
child so that it exteﬁds 4 past other) you say this (point to

yellow) is bigger. Do they really change bigness?

Move to Question 5.

|f shorter green stick is/ again vicked:
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Length Conservation (Continued)

1
~

|

Green
Yelow

IE; 6.
&
&

(el

RBiue

(Move yellow stick toward child so that ends of sticks
closest to child are aligned.) You said this (point to
green) was biggest. Is it biégest now?

Do they really change bigness?

Move to Q5.

Here are two sticks (one red 4", 6ne yellow 42", randomly
arranged, non-parallel). Show me the bigger éne.

Picks ionger yellow stick

Picks shorter red stick

Measures
Show me how you can tel!i which is bigger. How can you make

sure?

If no measuring: |f | thought this (child's non-choice) is
t

the bigger one, how could you show me it's not?

148

(Give this neestion only if picked longer sticks consistently on

preceding.) Ring segment: 2 segments, one red of 2", one

of 24" (across bottom arc). Here are two boards. (Bigger

blue

blue

one at bottom.) Can you see that one is bigger than the other?

Measures

Yes

No

Now watch. | change their places. (Lift red and place it

blue.) Now show me the one that is bigger.

Chooses bigger top blue: move to 6b

Chooses smaller bottom red: move to 6a

below
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Length Conservation (Continued) %9

SCORI NG

a. |If ghooses smaller bottom red: Now look, this (the red on

bottowo Is blggest. Now | put It here (on top) iy It stil)

the blggost? or is it smaller now?
How is that?

If says blue is now bigger: DId it really change from big to

small?

Move to Question 7.

If chooses top blue: How did you know that it was bigger?

Did it Took bigger?

Move to Question 7.

How can you tell for sure which is bigger?
If no measuring: If | thought thls“(chlld's non-choice) is
the bigger one, how could you show me it's not?

1. Measures

2. Conserves on sticks (no incorrect responses)

3. Conserves on ring segments (no incorrect responses)

Level 1:
Level 2:
Level 3:
Level 4:

No measuring, no conservation,

Measures, no conservation.

Measures, conserves on sticks, does not conserve on ring segments.
Measures, conserves on sticks and ring segments.




SCORING LENGTH CONSERVATION

Ql: +: Picked longer blue ‘

-: Picked shorter red (reverse illusion)
Q2: +: Picked red (conserves choice)

-: - Picked blue
Q3: +: Picked longer yellow

-: Picked shorter green (regular illusion)
Q4: +: Picked green (conserves choice)

-: Picked yellow

Response Pattern is designated by number as follows:

4 2 8 @
] + - - Nonconservation, regular illusion
2 - - Nonconservation, reverse illusion
3 + - + Partial conservation, regular illusion
b - + Partial conservation, reverse illusion
5 + + Total conservation
1. Discriminates correctly
+: Picks yellow on Q5: or
Picks red on Q5, but then measures and indicates he knows
yellow is bigger; or '
Spontaneously says that long stick is longer on any question
when the ends are still aligned
-: Picks red on Q5, and thers is no indication that length is
discriminated
0: Not asked or no information
2. Has some notion of measurement

+:

Any of following: (Score + or - and letter which applies)

a. Examiner indicates child measures, but does not indicate
how he measures

b. Shoves together with ends of long overlapping and including

ends of short

L R e Al e E £ Fin Paa— L

150




Scorlng Length Consorvation (Contlnued) - 151

c. Allgnmont of ends with sticks flat on table or stood on end
d. Uses hands as measuring device
e. Uses verbal concept of measur!ng L

-: Any of following:
a. No inducatlon of measuring

b. Shoving sticks together in advariced position
c. | don't know

3. Conserves at least partially
— v: Response patterns 3, 4, 5

-: Response patterns 1, 2

k., Believes change is not real

+: Response pattern 5
Says no to questions about whether they really change

-2 Says yes to questions about whether ‘they really change
Gives contradictory responses; both yes and no
Says doesn't know

0: Not asked or no response

5. Consistently conserves
+: Response pattern 5

-: Response patterns 1, 2, 3, &4
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SCORING' RING SEGMENT PORT|ON
OF LENGTH.CONSERVATION TEST

Q6: +: Chooses blue i
=: Chooses red .

6a: +: Chooses red
=: Chooses blue

Response Pattern is deslgnatéd by number as follows:

e g6
] - - Nonconservation
2 - '+  Partial conservation
3 + Total conservation

S

1. Totallx conserves

+: Response pattern 3 |
-2 Response patterns 1, 2 ﬂ

I
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ANCONA RESEARCH PROJECT
EGOCENTRISM TEST

Name

Date

Examiner , |

Materials: paper house, one side with windows but no door, and
one side with door but no windows.

1. Here is a house. Lcok at it carefully, and then 1'11 ask
some questions about it. (Show both sides.)

2. (Hold house somewhat below eye level so E can only see side
with windows and child can onily see side with door.)
Does the house 'have windows? ‘ Yes  No
Does the house have a doof? | Yes No
=~ Does the house have a treé by it? Yes No
Do | see the windows now? Yes No
Do | see the door now? Yes No
Do you see the windows now? | Yes No

Score correct if:

Says house has windows
E can see windows
Child can't see windows
E can't see door
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ANCONA SCHOOL HEAD START PROGRAM

TEACHER'S RATINGS OF BEHAVIOR
Name — Date . - | 4omm=mw. B
Distractibility, when engaged in an individual activit
] 2 3 b 5 6 7
Completely Interested in the Normal attentive- Attracted by
absorbed by task, with little ness. Tasks things external
tasks, attention to elicit sufficlent to the task, but
things external attention, though can return to it.
to it. attention may Sustained attention
occasionally wander. is difficult.
Activity level
| . 2 3 I 5 6 7 8
Hyperactive; Quite active, but Fairly active, Rather sedentary,
activity out- with control of but able to sit slow; or somewhat
of-bounds. own activity. quietly when constricted in
| this is required. -action {Circle
which) .
Initiative in dealing with classroom materials
| 2 3 L 5 6 7 8
Impulsively . ‘May begin to Waits for help, Responds to
handles handle materials, but eager to instructions,
materials may feel he knows begin. but does not
what to do. initiate activity.
Self-confidence on tasks
1 2 3 L 5 6 7 8
Over-confident; Quite confident Realistically Some distrust
does not’ in own ability; self-confident. of own ability;

recognize own
limitations,

assertive
attitude.

May show recog-
nition of own
limitations;
matter-of-fact
attitud v

hesi tancy,

9.
Difficult for him
to focus his
attention on an
activity.

9

Depressed or very
constricted
(Circle which)

9
Urging needed to
engage in the

activity.

9
Distrusts own
ability. Hesitant.

May express concern
about adequecy of
his actions.

)

s . R e i it
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Page 2 - Teacher's Ratings of Behavior

Persistence

i 2 3 L

Can't give up,
even after
much effort.

Very persistent;
difficult tasks
lead to redoubled

effort.
Reaction to failure
0 1 2
ignores failure; . Aware of failure,
success or failure but shows no

not an issue. discomfort, and
does not need

reassurance.,

Sense of intellectual challenge

| .;A~§ 3 Y

Hard tasks
elicit greater
interest and

a sense of
challenge.

Hart tasks are
met with special
effort.

Fear of adults

] ) 2 3 L
No shyness; Rather confident
qui te self-
assured

Social initiative with adults

1 -2 3 L
Attempts to Often initiates -
dominate .the social interchange
s‘+~uation

L .- cow-2
- —— -

5
Some persistence;
doesn't give up
without trying.

3 L
Some discomfort
at failure can
be seen, but
confidence easily
restored,

5 .6
Effort expended
on a problem is
appropriate to the
level of difficulty,
but there is no
sense of challenge.

5 6
Neither confident
nor fearful

5 6
Responsive, but

"usually does not
_initiat-

oclal

L Ly

interch 4e ™

ALY S

7
Tendency to give
up after first
attempt unsuccess-
ful.

5
Disconcerted by
failure; needs
frequent
reassurance,

o 7 o
Apparently more
comfortable with
easy tasks.

7
Rather timid

7 :
‘Rather passive

. . .
- ‘jl"ll!lT‘l"'.ofﬁﬂl." -’
, 2
-

- R g

8

.. 8

9
Gives up easily,
when success does
not come almost
immedi ately.

7
Withdrawing, hostiie,
or denying
(Circle which)

9

Prefers only easy
tasks.

9
Painfully shy,
constricted

9
Never takes
initiative;

cw .cae

..._.aum.o:.»..mm .M:au_

G e,




Page 3 - Teacher's Ratings of Behavior
O
un
— Communication of emotion .

I 2 3 L 5 6 7 8 9
Almost no Expresses emotion Occasional Tends to inhibit Very flat; no
inhibition of freely, but with expression of emotion, or emotional
emotional sel f-control emotion rather flat expression

expression (Circle which)

Compliance with adults

I 2 3 4 5 6 7 8 9 |
Extremely Tends to ignore Makes own needs Somewhat unwilling Actively
sensitive to own needs; rather known, but quite to comply negativistic
adult's wishes; anxious to comply willing to comply v
constantly looks i

to adult for . : T o TTTre——

permission to act

Verbalization

| 2 3 I 5 6 7 8 9

Speech perfectly Occasional errors Speech adequate; Speech ‘sometimes Speech very difficult

clear and within generally there are errors difficult to to understand K
- understandable good speech but speech is still understand. This D
o | easily understood may be true j

especially when
speaking rapidly

Descriptive comments (optional):

Articulation:

Structure:

Vocabulary:
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SOCIAL ‘I NTERACTION CODING CATEGORIES ¥

AGGRESSION (A) -
Ag Play aggression. Engaging in a pléyful manner in actions which are
aggressive in form. The playful quality is clear to the observer

- a and is recognized by the child to whom the action is directed.
The other child may participate in a contest of mock aggressiveness
or actual opposition of strength, or he may simply fail to object
to the actions. lIncludes play which has simply become overly
vigorous and play which is intended to be mock-aggressive.

Ay Displaced or objectiess agqression. Aggression directed to physical

objects not belonging to another child, such as dolls, toys, etc.
Also includes verbalized aggression without specific objects.

Ay Indirect aggression. Attempt to{achieve the discomfort of another
through belittling him, enlisting others of the group to act
aggressively towards him, pointing out & real or fancied deviation

from rules to an adult (e.g., '‘Teacher, he threw a block at me.'!)

A3 Verbal aggression. Name-calling, threats, etc., which may be i

accompanied by gestures, but not actual physical assault. Can

e . ‘be in retaliation for real or perceived injury, physical or verbal.

'§ | Ay, Active physical aggression. Physical injury, or the attempt to

: injure another. May be accompanied by verbal aggression and may
be in retaliation for a real or perceived injury, physical or |
verbal. Also includes damage, or attempted damage, to the proﬁerty

of another.
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Social Interaction Coding Categories (Continued) 158
DONINANCE (SUBMISSION)
; | 0 Submission, 6beys directl;n from other;“wlthout tryjng to direct
or influence the othér. |
"% D, | Cooperative interaction.l‘Cooperation, d[scussion about common
. : activity, mediation.
D3 Diplomatic control. Uge of personal resourcefulness as a means
\ of assuming, or maintaining control. Includes helping, suggesting, |
etc., with the intent, not just to facilitate the ongoing activity,
but especially to control the situation.
: oy Authoritarian control. Attempt to assume, maintain or extend
dictatorial control of a situation. Includes giving directions,
— assigning roles, commanding others, either verbally or physically.
FRIENDSHIP (F)
' F‘ Joins activity. Joins 6tb§rs engaged in activity where it does not
appear that child is intending only to join teacher.

F2 Affiliation. Approaches ether in order fo, and does, engage in
verbalizations involving getting or giving attention, help, and
social response from the other.

‘{," | F3 Verbal affection. Says 'l like you," '"Do you like me?" i 'm your
W; friend," etc.
'3: Fy Physical affection. Holding, kissing,'hugging, etc.
Y
: WITHDRAWAL (W)
Wi Refusal of involvement in activity. Rejection of initiations by
-~ others for involvement in activity. Does not respond to social

bids by others.



Social Interaction Coding Categories (Continued) 159

W2 Physical withdrawal. Actively leaves a situation where others

seek or expect social interaction or participation. Reason is
not preference for another activity as indicated by participation

or intention to participate therein.

e ' _ REJECTION (R)
R Rejection. Verbal rebuff of the social advance of another child.

(e-g. '"Wou can't play with us.'')
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