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A PRESCHOOL EXPERIENCE WAS PROVIDED FOR LOWER- INCOME
NEGRO CHILDREN, AND THEN THEIR GAINS OR LOSSES IN IQ 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 SEPARATED INTO
THREE GROUPS AND EXPOSED TO THREE TEACHING METHODS, CLASS ONE
WAS UNINTEGRATED (ALL LOWER- INCOME NEGRO CHILDREN) AND
NON- MONTESSORIAL IN METHODOLOGY, IT WAS THE MOST UNRESTRICTED
IN TERMS OF TEACHER CONTROL. CLASS TWO AS INTEGRATED AND
NONMONTESSORIAL, BUT TEACHER CONTROL AND RESTRICTION WAS
MORE EVIDENT. CLASS THREE WAS INTEGRATED AND MONTESSORIAL.
THE PUPILS HERE WERE THE MOST DISCIPLINED AND CONTROLLED. A
THOROUGH STUDY WAS MADE OF THESE CLASSROOM PROCEDURES,
TEACHING TECHNIQUES, AND PUPIL ACTIVITIES. THE RESULTS OF THE
STANFORD -BINET INTELLIGENCE TESTS SHOWED NO SIGNIFICANT IQ
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 APPEARED. 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-Week Suwer. ProjeCt

The primary aim of this project was to provide summer preschool

experience for a group of five-year-old lower income Negro children who

were to enter kindergarten in two Chicago public schools in the fail of

1965. The preschcc! sponsored _by and carri'd on in the Ancona

Montessori School, but only one ot tne three classrooms that were established

was a Montessori class, although Moiltessori materials were available for

use by all. Our three head teachers differed in the nature of their

experience and their goals for the simmer. Thus we stress our intent

to provide preschool eAperience in general rather than to use Montessori

methods in .particular.

In addition to tNa eAperiene giveh t,r) the children in the

clastroomS, we proposed to provide for medical evaluations, of the

children and to follow up any mitiOical recommendations made. Furthermore,

we proposed to develop a program stimulating current and continuing

participation of the parents in their children's education.

The project also aimed at providin9 integrated education: in

addition to the lower income Negro c'ciiidren, supported by OLO funds,

number of middle income Negro and whote children who paid tuition were

enrolled.

Finally, we conducted a research program designed to assess the

effeCts of the preschool proyfaiii and provide a record of our experience.

The purposes of the research, wnich is reported in the following pages,

were (I) io proviiie d easonaiy ObjtiVe rr a ouica recd o the



nature of this project, its faOures, successes and theideas developed

in it.

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

from the beginning to the end of the program.

(3) To assess the attitudes and social interaction of_ ~ewer Income

Negro children and middle income white children in our two integrated

classrooms.

(4) To provide some rough .assessment of the utility of Montessori

materials in an eight-week preschool program through a comparison of

classrooms making much and little use of these materials.

Overview of the Summer Pro ect

The project was sponsored by the Ancona Montessori. School, which

is located in the limnwood area of Chicago, within a racially integrated

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

predominately Negro. Thirty iower income Negro children were enrolled

for the entire eight, weeks, and 17 middle income Negro and white children

were enrolled for four or eight weeks.

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

were integrated for race and income level, and one which was unintegrated,

consisting of all lower income Negro children. The composition of these

classes is thoroughly described in Section II Of this report. School

was in session each week-day from 9:0O a.m. until loon.

Adjunctive activities included a medical program and a program

for parent involvement.



3

Establishing a Link with the /Public Schools

The director of the 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 ;qt ended, served as ....: ccn:!tant to he

project and directed therecruitment of children. These men were asked

to join the project because we wished immediately to establish a link

with the public schools which the children would attend, a link which

world inform the schools of the nature aqd intent of our program, and

which would facilitate carry-over to the public schools of whatever

parent interest 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 worker'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 public 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 the Shakespeare school, to enable the

summer preschool teacher to see the children again and exchange ideas

about them with their kindergarten teachers s We furnished reports to

both schools on all children whom we tested.
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Recruitment of Children for the Summer Protect

We were fortunate to have our recruitment :greeted by the assistant

principal of the Shakespeare School. He is a person known in the neigh-

borhood to both parents and children as someone associated with the public

school, so he was an ideal person to introduce our program to the neigh-

borhood. He and one other person (a research assistant or one of our

teachers) canvassed two areas near the Ancona School, in the Shoesmith

and Shakespeare districts, respectively, until they found the full

complement:',of 30 children. They rang doorbe$ls, spoke to people in the

street, and asked for referrals to friends and re1:5,tives. This face-to-

face recruitment proved very effective. Though some parents were hesitant

and suspicious when the recruiters began, each subsequent visit to the

area found more, parents who had heard about the program and were

receptive to. it. The recruiters succeeded in finding all the children

we could accommodate within a two *block area in each district. All

children were within three blocks of the Ancona School. School and other

parents and children were therefore close for each family involved in

our program, and communication among parents and between parents and

teachers was enhanced.

Our only test for eligibility for the program was the age of the

child. We did not question parents about income level since the general

character of the.area in which the recruiting 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 children were finally recruited, two-thi-ds were

father-absent homes, most of .A:ch ware receiving Aid to Dependent Children.

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

occupational lave! was above that of skilled 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 Pro ram for the Summer Pro ect*

in order to fully provide the "Headstart" implicit in the project

a concentrated effort was made to fully integrate the medical care with

the rest of the work. A child psychiatrist at the University of Chicago

directed the medical program. Four local private pediatricians, of

whom two were approved to treat welfare patients, served as medical staff.

The school provided the initial examination by a pediatrician in

his private office. Each child was assigned A physician who performed

the initial examination the week precetioiriss the beginning of school.

That same pediatrician was responsible for supervision of the child's

health during the entire session. The supervision took various forms

since each physician was also assigned to a classroom and teacher and

thus could confer with teachers, observe a child in class as well as

continue his contact with the child's parents.

Although the school provided the initial examination it was not

the intention of the project to give. direct medical treatment. The
011MOMM.AmoM01.6.2.111011.4.0.wwWw.ii.14011.ftersw

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



stated goal was to have care provided by the family physicians or

whatever the continuously responsible medital resource is for that

family. If there was no clear medical 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 goalt because of the drastic lack of

continuously available resources it was necessary for the medical staff

to give immediate treatment. In these instances we lost 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 physical 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 members. These same staff members provided transportation when

necessary. The history provided necessary information to the physician

about birth, growth and deVelOpment, feeding, immunizations, previous

illness and known present illness and defects that might interfere with

learning and combined with other contacts helped establish contact be-

tween families, project staff and physician. The physicians completed the

history and examination 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 between 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 classroom
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as planned. This could have been remedied by using a public assembTy-

line type of examination, however, our effort was to avoid "poverty-

medicine" if at all possible. In this way contact between doctor and

teacher was not close, but tended to be mediated by the research and

social service staff. Another factor that restricted our medical program

were the unrealistically low allowances for medical care in terms of

both time and money. Where we had initially 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 appointments too removed from them to

really stimulate the continuing contact and exchange necessary for

productive consultation.

Nevertheless, the initial examinations were accompl issteolAith 'few

difficulties and the 'use of the private physician's office was a good

arrangement. tt was in attemptUng to implement the 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 used for illustration: After having

organized and settled, cm: parent-group spontaneously asked for regular

meetings with a professional to disciLs issues of feeding, clothing and

behavioral standards for their chiidi.en. The ordinary medical allotment

was gone and it was difficult to find funds for a good maternal-child

welfare nurse. During the,saardhing the moment passed and the opportunity

lost. There were Other i stances of consultatt, observation and

coliaboration lost.



8

The difficulties were only partially because of staff limitations

of energy, interest or skill and mainly because of unrealistic financing

of an attempt to replace "poverty medicine" with quality care. Other

project staff, social service and project aides, made resource hunting,

appointment keeping and hillow-up possible.

Social Worker's Report for the Summer Project
*

OINtal

A professionally trained social 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 flexibly 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

eight 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 Mx. Ozaki had been unsuccessful in involving the low

*This section of tne repot t was prepared by Lila Gordon.



9

income parents who constitute about One-third of the population of the

school. All eight mothers lived in one apartment building adjacent to

the Ancona School which proved to be fortuitous since 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

focused on its own uppermost concerns and needs. Ihe mothers, who knew

each other only slightly before contact with the school, became a

cohesive working group Unified around the immediate problem of the extremely

deteriorated, vermin-ridden Ailapidated slum 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 involvement and increasing feeling of freedom to

ventilate their feelings, the women were able to formulate. specific

goals for the group.

The group With the help of the worker established contact with the

Department of Urban kenewai in which the services of all code departments

are jointly available. The 6oministrative head of OUR and his building

and fdre code representatives attended one of toe group meetings and

from that time on direct contact was maintained between two of the mothers
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and DUR. At the request.of DUR the mothers made door to door visits in

their building asking for a written list of complaints from each tenant- -

all of whom are low income families, many, like the mothers, on public

assistance. The mothers were initially pessimistic about the success

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

30 tenants spurrcid on the activity and enthusiasm and at the same time

generated a productive contact among the tenants. The written complaints

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

continued support and cooperation from DUR. The tangible success of the

group's efforts (repaired hole$ in the plaster, the appearance of an

exterminator, a new refrigerator, etc.) had a significant effect on the

groups cohesiveness and helped to generate a feeling of individual

pride among the women.

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 mothers' increasing

solidarity which led to more involvement with each other, giving these

isolated women some mutual support and strength. For instance, when

one pregnant mother unexpectedly had twins, the group rallied with a

plan to supply extra clothing, 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"
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so that their "groupness" would continue.

The'eight week part-time social Work program did not allow sufficient

time or service to permit individual casework with any of the children or

mothers. However, it was felt by the social worker and the staff that

the relationships that developed among the mothers, between the mothers

and the school, between the mothers dnd the comriKu,ity, as well as the

heightened interest in theit children and their feeiiny of purpose and

personal effectiveness were more important achievements than those

accruing from the tradittonal case work orientation.-

Additional Parent Partici ation in OeSummtt prqsrairi

The mothers' group described in the report of social work parti-

cipation included mothers from only two 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 invited parent participa-

tion.

(I) The teachers in Classroom 1 (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 dction focus. The group dealt 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 ab ut. 'problems which had arisen. !ri. addition,

the teachers used these meetii s to explain their program to the mothers.

Ten of the lb mothers in the c ass attended at least one of these

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



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

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

.stimulating interest in the school and communication with the teachers

during the summer program. The primary reason for the amount of

participation in this group lay in the active efforts of the teachers.

Notes, telephone calls, and visits to the children's homes were frequent

occurrences, and led to teacher-parent contact which would have been

impossible otherwise. Contadt was made with, and participation elicited

from the mothers of some of the most deprived children.

(2) Twice during the eight-week session, meetings were held for

the parents of all the children enrolled in the summer session, including

the middle income group. 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 project. On the first day of school, each child

waesb*oleght 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 to.invite their 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 c

(3) Weekly trips taken by the

parent participation. Each week severe

rooms, including both lower income and

the group and helped to supervise other

assroom.

children consistently elicited

mothers from the different class -

piddle income parents, accompanied

children as well as their own,
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Parent participation on the trips was consistently adequate to the needs

of the group and was broadly distributed among the mothers. The 'efforts

of the Classroom 1 teachers, in particular, led some mothers to partici-

pate who might otherwise have had little contact with the school.

(4) At some time after the middlei of the eight-week session, the

teachers scheduled individual conferences with each mother to discuss

the progress of her child. The number of mothers who made and kept

appointments was small.. Classroom 1 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 children. During the first part of the

morning the mothers who attended saw displays of 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 open house seemed a reasonable one in two respects: it did not

require extensive preparation by the children, and it enabled the

mothers to see some of thetthings that typically went on in the classes.

Attendance at this final open house and outing 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 contact between parent

and teacher in every case, active participation or attenance at a meeting

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

was the mothers' group established by the social worker. it was apparent

that this cohesion resulted from the group as dealing with its housing

problems and not as yet from a focus upon the children (although children

and school were discussed as well). The group established by the

Classroom 1 teachers, which focused only upon the children and the

school, was not as durable a group, but the teachers were able to

stimulate a surprising amount of participation in it.

Extra-Classroom Activities of the Summer Preschool Pular:am

Apart from the activities of the classrooms, the children spent

one day each week on a trip. They visited a zoo, 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 nearby park.

The teachers prepared the children in advance for each trip by discussions

of what they would see. In the case of the visit to the fire station,

a movie about the work of firemen preceded the visit. 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 song, the natural history museum seeming

too static to some teachers), this part of the 1>gram was quite success-

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

to them each week. 'l he teachers felt the evidet- expansion of the

children's experience and the additions to their vocabularies were

quite worthwhile.
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Weekly movies were another activity in which the entire group

participated. Films for children borrowed from the public library were

used. Thii program was not particularly successful. First, the teachers

did not know in advance what the film would be, and therefore were unable

to preps the children for them. Second, a number of the films proved

to be be 'ond the children's level of comprehension, leading more to

lookinefat one another than to looking at the film. A better movie

pr.gra might have been built if the teachers had been able to choose the

films with more care and to prepare the children for them. There

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

able to give interested attention to them at times.

Teachers' Meeting the SummerPrqaam

Each week a meeting was held which was attended by teaching,

research, and administrative staff. Though these meetings often dealt

With administrative matters, their primary focus was upon teaching

activities. An attempt was made to provide the teachers with the

oppoitunity 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 were 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,



16

(2) Because the teachers philosophies and goals for the summer

differed, there was a tendency to feel that a real exchange with one

another would not be useful.

(3) Some of the teachers felt that an eightweek program did not

provide sufficient time for the resolution of staff differences within

and between classes, and therefore prefei'red not to confront them fully.

We discuss this issue at length because i,t became apparent to us

that some of the teachers felt a need for consultation and exchange

which was not met by the teachert' meetings. The summer's experience

was new in some ways for most of our teachers, and ail 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 they 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 responsibility which developed out of a

delay in funding the project anci the coliseyuent uncertainty surrounding

its beginnings. Administrative functions were not clearly defined, but

were performed by whomever saw a need for action. This division of

responsibility continued, and led.to an inability to change direction

once the project had begun.

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

hancement of staff learning experiences in future 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 defined psychological consultant with whom to discuss

problems with individual children 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 following the summer program, ten 3- and 4-year-old

children from lower income Negro families were enrolled in two of the

regular classes of the Ancona SChool. Three children attended the

morning class and seven attended the afternoon class of the teacher who

had been our one Montessori teacher during thesummer program. Seven of

the children were the younger 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 summer session and will continue to attend the

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 the summer program.
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SocialWorkers'R thesmtor21L r___,HothersGouirflinterPro'ect*

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 replaced by a mother who

had recently moved into the building and had a child of school age. in

addition, the program was expanded to include two more mothers and children

who did not live in the building ad)4cent to the' school. One of these

children was dropped in the middle of the school year because of excessive

absenteeism; his mother had attended only one 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 from the program.

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

were evicted and moved to another neighborhood; was able to complete

the school year only because of the schnol 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 neighboring building and the seventh did until

June when she, too, wes evicted. Four of the seven women attend tfie

This section of the report was prepared by Nancy Marks and Donna
'Rosenbush.
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meetings every week, two others attend about sixty per cent of the meetings,

and the seventh woman comes to very few of the meetings at the school but

does attend the meetings of the block club which the women started.

Two graduate social workers took over the social work aspects of

the program in the fall, replacing the summer worker. During the early

weeks, in addition to the regular group meetings, Individual interviews

were held with the mothers. The women had difficulty making the transition

from their original social worker to the ew workers, which was exacer-

bated by their not having known, until their final session with the first

worker, that she was leaving. Some of the women who had been active

participants In the summer group became the least active members 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 summer, 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 bring their younger children, and the

women sit around a table which has been provided by the school in a

basement room, refurbished and attractively decorated by the school for

the group.

The initial focus continued to be on the continuing problems of

the building where most of the group lives. The workers reestablished

contact with the Department of Urban Renew61 and the group developed a

strong relationship with the OUR field representative. His interest and

ability to pressure the landlord to correct building violations wnch
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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 vioations,

but this soon passed. At the close of the school year the landlord

continues to need prodding frwil the group, from the DUR, and from the

neighborhood group witn wiliCh the brook club is Cfiliated, to get him to

make improvements. At the instigation of the Keniqood-Oakland Community

Organization (KOCO), the landlord met once with their representative, and

with the mothers' tenant yroup 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 representative was transferred to another office. The

new field representative was initially seen by them as very much less

responsive 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 representative had been white and the new representative is

Negro, and the women's initial response to the new worker was to transfer

to him the same feelings about 'edUcaced Negroes" that they have demon-

strated toward some punitive public assistance workers, toward their

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

less tolerant of their unmarried, AIX status than a white person would be.

The social workers have seen these perceptions as fairly accurate, and it

should be mentioned that the women do nut feel this way about a Negro

minister who work, with theft+ in KOW and who does treat them much more as

his equal than do son or tne other people in autht,rity with init w toty

have contact.
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An important step was taken by the group early in the winter

when they expressed interest in forming a block club. A non-Headstart

mother, who has a child attending Ancona,-volunteered to help start the

club, and through her efforts contacts were established between the group

and the KOCO, a neighborhood and community self-help organization.

Membership in this organization consists of a number of small local groups

and block clubs ( "patches'') in the community who, like our group, raise

funds for KOCO's support and send representatives to larger meetings.

The members of our group have been the leaders 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 meetings 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 particularly 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-Oakland community with whom they would otherwise have little

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 KOCO, the block club, and the mothers' group. It is
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this woman who does much of the initiating of group ideas and who is

the innovator of new projects for the group in addition to regularly

attending at least two functionS a Week sponsored by KOCO, an involvement

which she" has found most gratifying.

The block club still has as its central unsolved 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 members. These other women are primarily low income Negro

women who are not receiving public assistance. There exists a subtle

distinction in the minds of these women between themselves and public

assistance recipients which is keenly felt by our mothers; i.e., the

other women refer to how hard they work all day at their Jobs (when asked

to contribute time to block club 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 school. When their children first began public school in

the fall of 1965, most of the mothers old attend PIA and work projet

meetings, but their interest and attendance decreated wheel the public

school principal diminished his efforts to involve them.

The group has notoove i freely in contacts with the non-Headstart

mothers in the Ancona School. The social workers and project leaders

attempted to involve the headstart mothers'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 mothers 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 problem in mixing with the middle

class mothers. it soon became apparent that the invitations and the

home meetings represented an artificial and contrved situation for both

groups to which the Headstart mothers responded by failure to attend.

The situation which finally elicited their attendance and participation

was a request by the school to all parents to meet a real need: planning

and working at a school fair. Headstart mothers now worked side by side

with non-Headstart parents in planning and in carrying out assignments

for the fair; together 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 adjacent to the building in which most of

the mothers lived.

One of the other or stated purposes of the group had been

that of working on individual probleJr.3 in the group setting. We have found

that at the times when the. reality living and housing problems have been

at a more manageable leVCip then t i itio thers have had more energy

available and have V.:L.. fr..:er to 100K 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 problems to current prQblems with their own children.

Another productive area uf group dis,assion has 't,e,z:n the working L;irough
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of negative feelings toward filirres of authority such as caseworkers,

landlords and medical clinic personnel. They have expressed their own

feelings about the attitudes of the general public toward ADC recipients,

24

and as they have become more involved in the group, in the school, and

In the community, the women have begun to feel less depreciated

thdlyidually.

The group members have demonstrated increasing self-reliance and

initiative. Attendance"at group meetings is voluntary and a child's

eligibility for attendance at school is not Contingent on his mother's

attendance. We mention this because it has been called to our attention

that this connection does exist in some Headstart programs. We feel

strongly that in order forour group to cope effectively with personal

and community problems, independent.decision making is necessary. Since

most of the women's previous contacts with figures of authority had been

either punitive or paternalistic, the socialworkers believed that there

was validity to th;.s approaCh,'and our experience has bornetblitsow,

Our belief ih encouraging the women to proceed autonomously and

at their own rate of readiness has meant involvement in areas of their

own choosing which have not heCessarliy been our.. As they feel less

depreciated by others ano develop an awareness of their own effectiveness

they seem to be 'micas:J.141y comfortable with new situations and new

people. Hopefully, in the coming year they will be able to move into

greater involvement with the school, the rest of the parent population,

and the larger community.
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II. Descriptions of the Classrooms

Sources of the Data

Our descriptions of the three classrooms are composite pictures

obtained from a variety of sources.

The descrigliaiurtheshildp fOt each classroom is based upon

application forms filled out by our re,;:joters upol initial contact with

the children's parents, initial test results, and incidental information

about the homes and families obtained throughout the summer in our con-

tinuing contacts with the parents:

The teachers' goals were derivd from direct statements of purpose,

attitudes toward specific types of behavior in the children, and comments

upon class progress, in our weekly staff 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 results and of classroom

behavior for each of the children included in the research. in classes

1 and 2, the assistant teacher as well aK the teacher participated in the

conversation. Class 3 had no as:Astant reacher. T,-.1(liers' goals were

also derived from reporui, Or logs written Lv he t,zeW1,,rs during the

summer.

The cl_assroomdelaiptions 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 each ciass. During

these observation, they focused upon the teacher 6nd her assisiint:
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teacher, observing the teacher for 15-20 minutes, and then the assistant

for a similar period, then returning to.the teacher, and so on. They

took detailed notes &ring their observations, noting the teacher's

activities, her social and instructional interactions with the children,

and the general classroom context.. These notes were organized into a

report based on the outline included in the Appendix ("Categories for

Describing Classroom Observations'').

The three major areas we chose for this outline were suggested

by categories used by Philip Jackson (065) Wcodeettivithd0006pit4hter-

actions in elementary school classrooms. Our categories of order, struc-

ture, and instructional and emotional-social activities 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 teacher acts. A second source of the categories used in this

outline was the classrooms themselves. We were already somewhat familiar

with the classrooms at the time these observations were made, and had

formed some opinions of relevent dimensions along which to compare them.

Finally, an attempt at balance and completeness guided our choice of

sub-categories. We used these categories loosely, 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 fairly 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 indicate

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 slightly, 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 listing of activitle$ in the classroom was not systematically

obtained, and so should be considered suggestive only. It was culled

from notes taken during classroom observations and observations of peer

interactions, and from teachers' notes and comments upon the children

and their activities.

Description of Classroom. 1

Descrielign 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 public school which was virtually all Negro.

All of the children lived within a' block of one another, on a crowded

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

were reasonably well-maintained. Though within three blocks of the

Ancona School, they lived just across a busy street which tends to

separate the racially integrated, primarHy middle income community

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 to the

school, in the few buildings of poor families in the predominavitysi,

middle income area. In this group there was a wide range of home
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conditions. They included the most comfortably furnished and the most

impoverished-looking homes we saw in our initial contacts with the families.

Tabliedit12 lists the sex, age, I.Q. level, and family description

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

lowest mean Q.Q. of the three classrooms. Proportions of fater-absent

and father-present homes were roughly equal in the three classrooms.

All but two of the 16 children attended throughOmet the 8 weeks:

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

final week.

Teachinq Staff

The head teacher in this classroom had served as an assistant

teacher in a nursery school for middle class children; she had also been

one of the directors 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 teachOr in this classroom said that her 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 and hat their expressed feelings be

met by understanding and acceptance. n example of this general
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attitude was seen in a. discussion about handling aggressive behavior

that occurred in one of the teachers' meetings. This teacher felt that

the aggressive child needed to express and then to understand his feelings.

It was the teacher's role to take him away from the groUp, encourage him

to talk about his feelings in order to understand them, and then help

-him to find other ways of dealing with situations in which he tended to

act aggressively toward others.

In the research interview the assistant teacher 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 them, in the hope that their working

things 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 prepare the

children for the public school social order by giving them directly

analogous experience; the head teacher felt 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 felt the children needed, and

which was therefore the best preparation for meeting publlic school.



30

Description of the Class

Classroom order:

There was much activity and movement in this classroom, and the

noise level was high. The teachers tended not to spend much time in con-

trolling the children, with the result that behavior which was aggressive

(e.g., hitting another child) or harmful to equipment (e.g., stirring a

puddle of water with toy brooms), very frequently went unchecked or

reached some intensity before 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

prohibition whiel was then explained, diverting the child's attention,

attempting to engage the child in another activity, taking 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 in controlling the group rather than an individual.

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

attention was the most frequent method used, and the children were almost

never reprimanded. Attenpts at control were sometines ineffective, due

to a teacher's only making a gesture at control, and not really following

through with what would be necessary to ga n control. For example, one

teacher attempted to control a group of fS who were bothering another

boy by directing them toward another acti ity group. However she did not

stay with them and really launch the new activity, so the boys wandered

away immediately.
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Rules seemed 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 consistency of this rule seemed derived

from the fact thatittdealt with an area of concern to the children, and

they would therefore call the teachers' attention to infractions.

The level of control expected differed somewhat between the two

teachers: the assistant teacher tended to place more restrictions on the

children's behavior, and to follow through when she asked a child to do

something; the head teacher. restricted 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 morning: once, soon after the morning

began, for such activities a songs, games involving learning colors,

numbers, and-names of objects, and other simple, more motoric games; the

second activity of the entire group, late in the morning, was snack time.

Each day there was also one special crafts activity (one of the days we

observed, making ashtrays), and often another, more familiar activity

(such as painting or working with clay) which was not specially planned.

It was only rarely that the entiee group was engaged in a given activity.

At times the structure encouraged division into smaller groups: each

teacher might tbe directing a different activity, and usually one of the

aides remained in one section of the room, helping children with puzzles

and the several liontessori materials which we e available. Even when
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the teachers were focusing upon a single activity for the entire group,

there were always a few children engaged in individual activities on the

fringes of the group--they were left free not to join the group, if they

preferred not to. Thus the classroom structure was quite fluid, and

children moved in and out of group and individual activities as they

wished. The toys in the room (dolls, balli, toy dishes, blocks, etc.)

were always available to them if they did not want to engage in group

activities.. The group activities (especially the crafts) did draw the

children's interest, however, and all 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

social interaction took place among the children which was not directed

toward the teachers. Because the children were able to choose among

activities or to choose their own activities, a child rather than a

teacher was able to,assume leadership In an activity. In one group

of three boys, for example, one of the three often assumed such leader-

ship, and led the other two into new activities. More typically, however,

6!e children organized themselves around interesting activities rather

than around one another, and social interactions were fleeting.

Teachers' instructional and emotional-social behavior

Prolonged teacher 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 assignedhalf the children as
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their special objects of attention.) individual problems and individual

instruction were concentratedly and warmly dealt with, but as a result

of this concentration upon individUals, group activities and group

order fell apart. For example, during one of our observations the head

teacher spent a period of time in a variety of group activities. In this

period she shifted the activity several times, never really getting one

launched, stopping frequently to focus upon an individual. Eventually,

most of the children had left the group to join( ,another activity or were

wandering about the room.

The enildren were rarely held responsible-for their behavior: they

were not expected to conform to specific rules of social behavior or of

classroom procedure (hitting another child was prohibited,' but minor

infractions of this rule were often ignored, and major infractions were

not dealt with as if a rule had been violated); they were not expected

to clean up after' activities or care for equipment; and they were not

encouraged in self-care (such as dressing themselves). They were en-

couraged, however, to initiate their own activities. Few activities

were prohibited by a general rule, and there was almost complete freedom

to move about and to shift activities. As a consequence, the children

did choose, begin, and end activities at will. The activities they

designed themselves (with some notable exceptions) tended to be less

complex and less prolonged than teacher-directed activities.

Self-expression was consistently encouraged in this class,

by the teachers' warm interest in the children and their own relatively

free expression of emotions to the children, by the 1 4 of limit-setting,

and by the 'tack of ritual. As a result the children areiy seemed to
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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 indivOcipal children. They spoke in Short, simple sentences to

which the children 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 led to comment on their activities, to express

their feelings, to answer questions of fact, and to speak before the

group. (Some examples of these exchanges between teacher and child: (1)

E. has just drawn a picture, and the teacher asks him "E., 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.?" R. replies "Church." (3) While the children are seated

before her in a circle, one of the teachers asks questions of each of

them, such as "What is different about the weather today?" and "How

many eyebrows do you have?" (4) R. is making an ashtray 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? She,can put the ash in there."

R. asks "Real cigarettes?" Teacher answers "Yes, real cigaretts.")
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Eliciting ideas from the children met with varied measures of success,

depending upon the complexity of the idea required, and the familiarity

of the topic.

Because of this emphasis upon' eliciting the children's own

ideas, the teachers did not often give information or structure activities

for the children. They did emphasize certain simple concepts, such as

those described below (see Nature of Activities), and when they did

structure problems for the children, they were both fairly successful:

they gave simple directions, sometimes coupled with demonstration, and

always encouraged the child to act. (Examples of problem structuring by

the teachers: (1) A teacher shows E. how to turn up the edges of a

clay ashtray, by demonstration and simple, directing words: "Preew 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) Avteaefier

is asking two children questions about a book she is reading: 'tan you

count three bees on a page?" The children lean over to look and count,

and the teacher clarifies: "This is a page and this is a page.")

Nature of the Activities in the Classroom

Teacher-directed activities. A number of concepts were emphasized

throughout the course of the eight weeks, mostly through group games of

finding or naming things, but often through questions to individual

children in the context of other activities. The concepts included identi-

fying geometric figures (circle and triangle were mentioned), names of

objects, names of colors, counting, learning one another's names, sounds

of different animals. Often there were references to what was seen on
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the weekly trips. Throughout most of the eight weeks, the teachers

brought fruit for the children to examine and eat each morning, and

talked about the characteristics of the different fruits.

Each day a special crafts activity was introduced by one of the

teachers. These included making ashtr;ys of clay, pasting cloth on human

figures, Q-tip painting, pasting paper collages, potato prints, and leaf

rubbings. Coloring, painting, and drawing on the blackboard were fre-

quent activities.

A variety of games was used. In this classroom as in the others,

Lotto was used as a small group game to develop vocabulary, and was very

popular. Simple group games included Jack-in-the-Box, Doggie, Doggie,

Where's your bone?, throwing beahbags in a pail, 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

or two children. There was extensive story-telling by the children,

with the teachers writing the stories down for them, and the children

providing l illustrations.

Songs were always enjoyed, and were generally well-handled. They

often consisted of a number of verses, with references to specific children

in each verse. The songs used by 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 genteel 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 aides, beginning about half-way through the summer,

directed the children's play with' puzzles and with some of the Montessori

activities, including stringing beads, sorting beans of different site$

and shapes, placing 4 series of wooden cylinders of increasing size in

the correct holes in a block of wood, and building a tower of cubes of

decreasing size. These were re'current activities for most of the children.

A few individual caretaking tasks were introduced by the teachers,

including watering plants, watering and feeding pet mice, and helping

the teacher to clean the room, upOn individual request.

Unsupervised actiVities.. A &ill corner was often a center for

activity of one or two children; occasionally with obse#vers and commen-

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

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

dishes and mopping the floor. Other toys which were extensively used

included blocks, toy cars, and a peg-pounding board.

We saw simple, fleeting acts of dramatic play, as well as a

few extended dramatizations, the latter initiated and directed by one

child who would then draw others into the play. Motor play, which was

prominent, included running, clihibing, Playing with a ball, pushing

one another in a cart, punching a Yogi bear punching doll. Books were

available for the children to look at, though we did not see them used

by 'children without a teacher's help. A full-length mirror and photo-

graphs of the children were .popular initially, and were occasionally

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 three

classrOoms. it was an integrated classroom: 7 of the children were

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

white; and 1 child was middle income Negro. All chiidren remained in

the class for the entire eifjht weeks, except for the middle income

Negro girl, who was enrolled for only first four weeks, and two

children who left after the seventh week.

The lower income Negro children lived adjacent 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 school they would attend drew upon this community,

and was therefore integrated for both race and income level. The build-

ings in which these children lived were in disrepair, but the apartments

themselves were often well-kept, though sparsely furnished. In the

immediate area of the buildings, there was much space for outdoor play.

The middle income children in this classroom had all previously

attended the Ancona School, in a Montessori classroom.

TabliP4I1.0 ) lists the sex, age, I. Q, and family description data

for the three classrooms. The I.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 middle income children whom we tested

had a higher I.Q. level tr.an the lower income group with little overlap

in the distributions of scores. in the lower income group, the proportions

of father-ebsent and father-present homes were roughly equa! to in

tfe other two classes.
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In the research interview with the two teachers in this classroom,

one of the teachers mentioned that she found the entire group an es-

peciaIly shy one, that didn't begin to feel comfortable until about the

third week of school. The lower income Negro children were less inhibited

than the middle income white children, and it was the former who made the

f!r.st overtures of friendship in the group.

I1101122.11ALL

There were 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 class children. The teaching aide

was a teenage girl who had had no previous experience in working with

childrin.

Teachers' Goals

Themajor goal of the head teacher in this classroom was the

preparation of the children for public school. In the research Interview,

she stated. that she had spoken to some kindergarten teachers prior to the

beginning of the summer, tp determine what the children should have when

they enter kindergarteh, and that she used this as a rough guide in planning.

A written description of her goals in icated that she conceived of

preparation for school as a multi -fac tea endeavor which included

broadening the child's interests, cir le of friends and feeling of confi-

dence in himself. Her goals, as she Hsted them were "To prepare children

for public school. To give each child a feeling of worth and pride about

himself. To increase socialization an verbalization. To teach the child



40

to think and'to do for himself. T* prepare children for being away, from

home." In a discussion of goalt at an early teacher's meeting, she

had focused particularly upon verbal learning: 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 goals, some activities were planned

which were similar in nature to activities the children would find in a

kindergarten class; in particular the teacher mentioned in her written

report group activities which included conversation, songs and stories,

and which were designed to teach the children to listen to others and to

speak before the group, as well as to giVe them the feeling that their

own ideas were important. Another reflection 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 impertoial atmosphere of the public school.

DescriptiOn of the Glass

Classroom order:

The general tone in this class was relaxed and unpressured. There

were limits, but within these the children 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

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

and assured her they would stop at the corner.
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Mhough much of the teachers' activity was related to control, it

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

gently administered, 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 explanition each time she prohibited some behavior. Once a

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

teacher was usually willing to wait for.zhat compliance, and to repeat

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

alone in the room with M., who began to turn the light on and off repeatedly.

The teacher said "M., I'm not finished here so leave the lights on." M.

continued, and the teacher repeated his name several times, increasingly

loudly as if he hadn't heard her. Finally M. stopped and the teacher said

"Thank you.")

Control of the group was vested primarily in the head teacher.

It was generally she who gave the few necessary directives to the entire

group, and it was she who.defintektheoAlmitsofythe permissibleiThese

Outer limits were defined by.a definite' change in tone which suggested

to the children that immediate compliance was expected. This tone was

not used frequently, and was almost exclusively used in situations where

the children's actions seemed to threaten their physical safety: e.g.,

running out to the street. to see a machine, ciblibing on a fence, hitting

another child. Apart from this sharp, comMand ng tone, and the patient

repetition mentioned above, control was also achieved by separation of

a child from the group; when someone was being icontinual ly disruptive,

the teacher would take him out of the room for a while. "in addition,
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examples of desired behavior were praised by the teachers.

Three types of rules were identified, each type being associated

reth a different method of control. Rules relating to physical safety

$ere given in the commanding tone mentioned above. Rules concerning taking

care of 'property and consideration of other people's comfort were given

in simple direct statements, same-times with explanation. Immediate com-

pliance was not demanded, and the teachers would repeat the directive and

wait patiently for compliance. Rules concerning orderliness in the class-

room were in effect at points of transition in activities; a general

statement was made to the group, and then this was backed up by direction

of individual children, fairly patiently moving them toward the necessary

cleanup of materialf; and arranging for the next activity.

The order wOigh was expected in this classroom seemed to be

thoroughly understood by the children. First, they reacted appropriately

to the changes in the head teacher's tone described 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-

uously to achieve this order, rldicated trut the children did know what

was expected and were willing to comply.

Classroom structure:

We observed in our occasional visits to the classroom, and the

teacher described an a written report, a classroom routine that was

flu :d but consistent. Generally the first part of the morning was spent

inn individual and small groile activities using materit.ls which were

available daily, such as doii, trucks, puzzles, points, sewing cards,

etc. At this time the two teAG ,'s and occosionally the aide tt,Taled to

be the center of small group aLtc/Ities which began and ended as a
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function of the interest of the children. There was much shifting among

the groups, though the children did tend to remain with anAmtivity for

fairly long periods, and to find new activities when they had left others.

This early period was occasionally used for activities designed for the

entire group; we observed a day on which the entire group made and flew

kites and one on which .the grotip planted seeds. During these activities

designed for the entire group, children who did not want to participate

were allowed to pursue individual activties with the materials which

were always available for play. in her written report, the teacher men-

Ooned that the children also occasionally played outdoors during this

period.

After this early long period 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, the only activity at this time was singing

which was directed by the teacher. However, the head teacher's report

mentions conversations 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 children were generally allowed to continue

with other activities. Following the singing, all the children gathered

on the circle for milk and crackers, a quiet time in which there was

generally some conversation among the children More small group

activities or occasionally a story read by a teacher to the group

followed milk and crackers; then the last p

in play outdoors in a nearby park.

riod of the day was spent
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Thus, in this classroom, the children were typically in small,

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

groUps were the next most typical formation, and included most or all

ofthe class. in most cases even the large group was fluid. The

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

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

children into that activity. Among the children themselves, groups were

formed on the basis of interest in an activity. There were discernible

leaders among the children but no cliques.

Teachers' Instructional and Emotional-Social behavior

Most of the teachers' attention.was directed toward individual children,

usually in brief interactions. The content of their interactions with

the children included supervision, instruction, control, 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 children. 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 "It's good for you.") 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
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seemed to take Into account the children's more personal reactions.

For example, it was this teacher who often tried to:driw the more shy

children into activities, and it was this teacher who'evidenced under-

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

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

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 class spoke freely to the teachers, theyclid not frequently

challenge the teachers' authority or become teasing or boisterous. Thus

it seemed that the freedom of expression we saw occurred only within

Halite set by the authority of the head teacher and her pleasant, easy-

going, but relatively impersonal manner of relating to the children.

In this classroom the teachers expeCted the children to clean up

after themselves and to put materials 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 was rendered possible by the general freedom of the classroom

structure and by the responsiveness of the teacher's. Though the teachers

encouraged the children to engage ih some "constructive" activity by

invitation or suggestion, they (ici not push the children into activities

if they did-not want to join. host of the children did in fact initiate

their own activities, and their participation in teacher-directed activities

seemed based on interest su that they felt free to leave when their

interest waned.
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The head teacher spoke fairly frequently to individual children,

in short, simple declarative sentences. Instructions and orders tended

to form a large part of the content of her speech, though brief responses

tc questions were also present. When she spoke to the children, their

reactionsverbal 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 another classroom, she said simply 'Don't go

it there, J." J. asked "Why not?" She replied "There's no one in there."

J. imrediately came out of the room.) The assistant teacher also spoke

fairly frequently, but her communications usually included long explana-

tions, and led more often to hesitation, confusion, deliberation, and

delay of response. (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

responded appropriately to her, after a delay. Her mode of communication

tended to inhibit verbal response.by-the children, but it is possible

that it provided them with puac.tie.-e in understanding of speech.

The children were never prohibited from speaking in this

classroom, and the teachers responded with interest to the children who

spoke to them. For the most part, there were no directed attempts by

the teachers to get the children to speak, though we did observe a few'

occasions when the head teacher directed questions to the group in the

context of a group activity. (For example, she elicited the cniidren's
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one day.)

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

,th s class, but each teacher presented some items of simple information as

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

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

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

occasen, a teacher told the children who were singing a song that "spine"

meant their backbone, and suggested that they fee! it.) In each case the

information was presented simpiy and clearly, and the children seemed to

register what was said, or at least to Locus upon What was referred to.

Instruction in motor activities such as drawing, cutting, and stapling,

was also pretented in the context of an activity.

The teachers in this classroom were often engaged in structuring

small group activities and games. The one activity which we observed in

detail, that of making kites, was structured in a very satisfactory manner.

It was broken down into manageable steps, each involving both decision

and motor activity for the children. When each child finished his kite

he was able to take it outdoors and fly it.

Nature of the Activities in the Clatsrooin

There was much overlap in this classroom between supervised and

unsupervised activities, since the teachers typically spent the early part

of the day in small group activities using materials which were available

also for unsupervised play. For example, onetteacher made a group game of

sorting beads which were also available for iiiividual use. And againk a

child might work on a puzzle with a teacher's nelp or by himself.
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A number of the Montessori materials were available in this class-

room, including a tower of cubes of graduated4,0116,a "staircase" of

wooden blocks of graduatedllsers04,a graduated series of cylinders set in

a wooden block, geometric figures for tracing, and bead sorting. Class-

room materials also Included more standard nursery school equipment:

trucks and cars, dolls, toy dishes, puzzles, a Leggo set, a pegboard,

beads for stringing, sewing cards, and blocks. All of these materials were

used daily by the children. Painting, under a teacher's supervision, and

coloring were frecrent activities. Cutting and pasting paper were seen.

Books, were avatlable, and the teachers were seen reading from them to

small groups of chifdren. Lotto was a popular game in this classroom

a$ in the other two.

Activities fOr the total group which used materials not otherwise

available were infrequent in this class. 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 acquaint

the chHdren with their les$ immediate surroundings, including a walk to

a nearby demofltion site .and a vis.it to a number of different kinds of

nearby stores. She sometimes addressed ;:,,-.:nuents and questions to the

group about things obseriied on their walks to and from the park, and

crossing streets provided the occasion for learning safety rules.

No particular concepts were emphasized in this classroom, though

both teachers frequently tilled or explained things for the children. in

the research interview, tneteacNets meotiored soiu ax tempts to teal the

cW1dren colors and said y hoped to teac,h the children to read thir rimes.
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Desritdort of Classroom 1

Descr! tion of the Children

In this classroom, there was a shift in population at the middle

cf the session. The middle income children, all of whom attended the

Ancona School during the school year, were enrolled for one or both of

two four week sessions. All of the lower-income children were enrolled

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 middle income Negro children. During the second four weeks, there were

7 middle income children (6 white, 1 Negro) and 7 lower income Negro

children.

The lower income Negro children lived adjacent to the Ancona

School in a group of apartment buildings which, house some of the few poor

famlies living in this predominately middle class, racially integrated

community. The public schooi they would attend drew upon this community,

and was therefore inteyrated for both race and income level. The build-

ings in which these children lived were in disrepair, but the apartments

themse!ves were, with one exceptioqo weli-kept. In the immediate area

of the build:rigs there wa5 space fur outduor play.

The m!ddle income %.niidren had all previously attended the

Ancona School, In a MonLessoi classroom.

iab104/p.4 lists the sex, age, I.Q. level, and family description

data for the three classrooms. The lower income children in this class

had the highest mean I.Q. of the three classrooms. however, their 1.4.

level was lower than that of the three middie income children we testd

this class, with no ovetiap ir the two ois tibuttons. In the love
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income group, proportions of father-absent and father-present homes were

raUghly equal to those in the other two classrooms.

,Teilchnd Staff

This classroom had one teacher and three assistants. The teacher

was a tral'Aed Montessori teacher, who had received her training in the

Ancona School during the previous year. i'ricr to that time, she had

taught kindergarten and nursery classes in private schools. The assis-

tants k ncluded one woman who had previusly worked with.children in

Sunday Schools, and two teen-age yiris, who had no previous experience in

wol-king with children.

Teachers' Goa!s

This was our ore Montessori class. The teacher supplemented the

Montessori materials with other prescivJol activities, but the structure

of the classroom was Montessorian. In the research Interview and in other

conversations with the research assistant, the teacher indicated that her

purpose was to prepare the cilildren for public school, working from

within.the Montessori apprc,661. Lonsstent with this approach, we felt,

was the teacher's focus Jo she interview upon certain broad areas of

development wh:c,h ac4eci to further, and her deLailing of specific

elements of classroom prok.eziqre and classroom materials which were in-

tended to support this citt..veioi;.ment. OF the three read teachers, it

was this teacher who h4d the most speciCc rationale for her classroom

activities.

First, she em"TiLzed the goai'o4 promoting the chi id's indvidual

learning, accordtrg to own interest and irvel of attainment, Oioosinq
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guide. Second was the maintenance of an order in the classroom, designed

to build the child's confidence in his ability to function there. In

addition, she felt that following instructions given by the teacher in

presenting new materials to the children would provide good practice for

the demands of public school. She described the Montessori materials

which she was using in terms of three broad categories: (l) the practical

life activities were intended to develop competence in'self-care and

self-direction; (2) the sensorial materials were intended to develop

sensorial discrimination; (3) concepts of proportion and number were to

be developed by other materials. 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 school. She mentioned another addition to the Montessori approach

in the rresearch interview: instead of waiting Until late in the program

to introduce language concepts for the Montessori materials, she intro-

duced them early, in recognition of the fact that this was a shortened

program, and that the public. school experienc@ to come would lean heavily

upon language. Furthermore, she introduced a few extra activities

designed specifically to promote verbalization.
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Description of the Class

Classroom order:

in this classroom the prevailing atmosphere was one of activity

and industry. There was an abundance of rules, and an established routine

for most activities. Rules designed to maintain general classroom order

included avoiding actions which would bother another child, replacing

equipment immediately after the child was finished using it, taking

turns with materials which couldn't be duplicated, maintaining neatness

and cleanliness in the classroom, handling equipment quietly and carefully.

Rules relating 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,

we noted that cleaning materials had designated functions, and that the

Montessori materials were to be used only in certain ways. All the teachers

consistently enforced and demonstrated the rules. Statements about rules

as well as leading a child through the prescribed actions were frequent

occurrences.

In general, the children seemed to accept the rules and to try to

conform to them. They did not seem to be um:icily inhibited 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 another. in some cases the children seemed to have

learned the rules, especially those surrounding daily routines, and those

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

handling equipment required frequent reminder.
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The teachers enforced rules by reminders or admonitions, which

frequently contained only such appeals as "That's not what we do," but

occasionally included reasons. (Only the head 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 teachers to speak to a child about an action such as

hitting another child, though we did note one occasion when a teacher stopped

an interaction which it seemed might end in conflict. The head teacher had

mentioned in thloresearch interview one occasion when a child hit another and

she required an apcogy of the child who had done the hitting.

Classroom structure:

In this classroom, the first and longest portion of the morning was

spent in individual or small group activities using materiels which were

available daily 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 often started children on activities and

frequently called their attention to things they should do, but we saw no

instances of continual teacher direction of an activity. Typically the

children engaged in individual activities, though there was much parallel

play. Thus grouping with others tended to result from sitting at the

same table and/or engaging in conversation. Despite this dominant tendency

to individual play, there was some group play (for example, we saw three

boys playing Lotto together, and two girls washing 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 ciosen places at tables for their activities.
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Milk and crackers followed this early long period of activity. There

was no clearly demarcated clean-up time 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

chose 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

until 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 seemed based upon individual friendships, and

was sustained in common activities. In particular, three middle income

white children formed a small friendship group which frequently engaged in

conversation across activities, and three lower income Negro boys were

frequently seen to form group activities. These groups were more stable,

and more clearly friendship groups, than those we saw in the other

classrooms.
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Teachers' Instructional and Emotional-Social Behavior

In this classroom, as in the other two, the teachers' attention was

directed primarily toward individual children. In the case of the head

teacher, this attention most frequently took the form of instruction which

was often quite extended; particularly when she was giving a lesson using

the Montessori materials. Prolonged individual instruction was more

frequent and more widely distributed in this classroom than in the other two.

It seemed that the teacher's Primary orientation was to instruction, and that

other considerationA-Awere secondary. Even in the context of general con-

versation, instructionaltat*ImOnts were frequent. (E.g., E. had been

talking about bathing kittens. The teacher said, "It's not a §oo0idela sometimes

to give them a bath.q E. asked "Why?" The teacher answered, "They clean

themselves.") Characteristically this teacher was warmly supportive of

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

encourage a dependent attitude or physical expressions of affection. (In

a typical interaction, one girl, waiting in line to go outdoors, said, "Mrs.

D., I'm reAiy." The teacher looked down and with a pleasant expression

mouthed the words,"I know.") The aides also directed their attention

toward individual children, but primarily for purposes of control or

reminders of unfulfilled responsibilities, 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.i., one aide spoke totE. who was playing with a tea set.

"No water over here. You're not supposed to bring water over here.")
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The aides did engage in some instruction as well, but this was less frequent.

In contrast to this classroom behavior, the aides were more actively and

warmly involved with:the children's actiqities on the playground.

Personal responsibility was fostered in this classroom in a number of

ways, the most important of which was the independent carrying on of

activities. Beyond that, there was the stress on finishing,taikics,putting

away equipment, and keeping the room 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 milk and crackers.

The children were encouraged to choose their own activities, but

they exercised initiative primarity at this point of initial choice of an

activity, and not in the manner of carrying out their choice. Rather, the

activities they chose were often to be carried out in a mannee prescribed

by the teachers. (E.g., M. was told that he subject of his painting was

inappropriate for paints. K. was told to wipe the dishes with a cloth

towel rather than a paper one. E.' was told to wipe up some water she had

spilled by using first a sponge and then a paper towel.).

Similarly, because the set of activities designed for the children

was so clearly prescribed, the teachers tended not to encourage self-

expression, or at least to set limits upon the manner in which it occurred.

(For example, one child, who wanted very much to play with a kitten visiting

in the classroom, was not allowed to do +o by one of the assistants. iha

head teacher let her join some other children in play with the kitten, oat
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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 children's level of understanding.

Rarely did a child seem unable to understand what a teacher had said. (E.g.,

During milk and Crackers, the teacher said to a child who was coming to her

desk for 611h: "You have to come around the other way. We'll have too

much traffic." The child immediately. turned and went around the other side

of the desk.)

The head teacher was _the only person who consistently encouraged

the children to verbalize. She did` this through conversations with children

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, tended to dominate the 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 toher, tool it and held it as she talked

with them. "He tots outside this Morning. I brought him in and gave him

some milk. See he's frightened. You pat him gently." One child said,

"We have a cat." The teacher replied, "Wo 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 different children each day called the

names of the other children to receive their milk during mi tid and crackers.



More extended speech before the other children was not seen, since there

were few activities for the entire group.

A few cases were observed of the teacher's attempt 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. Furthermore, conversation among the children

was going on continually, and was rarely prohibited. The teachers asked

the children not to speak only at the times 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 to the park.

Both giving intormatIon and structuring problems were quite success-

fully handled in this class. items of inforMation were given in the context

of activities the children were interested an. (For example, when a group

of children were playing with the kitten, the teacher spoke to them about

how she had flbund it, and showed them how to handle it without frightening

it. Later, she showed some books about kittens to a few of the children.)

Problem structuring was seen in the several lessons which were given with

Montessori materials. In these lessons, verbalization was kept to a

minimum, and was quite.simple, and it closely paralleled the actions of the

teachers in demonstrating to the children how to deal with the materials..

(E.g. Demonstration of the use of thermic bottles for comparison of

temperatures: H. was seated before the group of bottles, began to lift

and shake them. The teacher told him he didn't need to shake- -just feel

them. "Take one and find one that's just like it. Then give them to I.

(another child) and she can test them. The teacher moved away. ri. nvjd up



59

two bottles, addressed the .teachtr "This the same?" Jhe teacher took the

bottles, said, "Is it? You try ii, T. Are they?" T. took the bottles and

'felt-them, said, "No." A moment later, H. held up two more bottles,lsaid

*!Tilits-the,same?" Jhe'teacher replied "What do you think, H."? She took

the bottles, said "That's right." N. continued for a while without consulting

the teacher.)

mature of the Activities in the Clostpom*. 40w/MONIMIW.Wear. aymmn..s.,,usn.

There was a wide variety of materlais in this classroom, most of which

were designed for individual use. hontessori materials which involved the

ordering of Sensory dimensions included thermic .bottles, 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, sandpaper numerals, and rods of graduated length. Practical

life activities included watering plants, dusting, polishing and washing

materials, and fastening frames for practice with various clothing fastener

A doll corner included, amoAg other things, dolls, cradles, baby bottles,

and a tea set. Art work materials consisted of crayons, paints, colored

paper for pasting designs. Materials prumuting Verbalization or leading

toward reading and writing iluded picture Lotto, alphabet cards, tracing

insets (simple geometric toms) and learning the names and characteristics

of the forms traced, and writing on the blackboard. Additional miscellaneous

activities were bead stringing, puzzles, bead sorting, and a 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

already learned to use them. Not every child used all the materiais.
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Rather, the teachers let the children make their own choices, occasionally

introducing them to now materials.

Activities engaged in by the Whole group were limited almost

entirely to group singing and stories read by the teacheri.

Comparisor, of the Three St.tN-Tiar

Although our threz classiooms anothee in m,:wv

respects, there were a number of broad similarities t,etween them. In each

classroom the choice of activities was free, there was a iarge deqre

freedom of movement, and the chi!dren w,sce frc.r tc, -oiv,;erse with ork:.'

V 110 c: canother most"f time. Al/ of our teachers dire.C,e01 their attn

toward Individual children rimarily and group activities secondarily,

though the predominant natuii..4 of the attention given varied among the thrc:

classes. Activities Seemed to be of an appropriate level of difficulty

in all the classes. In all cases they included attractive +nipulable

and ptictorial materials, toys for dramatic play, songs, stories and

and verbal concepts introduced by .the tc;chers. No classroom had a ;1i,

formal curriculum.

The differences wrikre-exis.ted ciasoms may best !er

in a brief, summary 4e ,q.1 of ea h, E to.,64 the i f t,

teachers were emotional :,vpv',ft ard ent-ulriwifw ni if-expressilw. the

general tone in this clasf,rordm was active and uninh bited. There were iew

prohibitions or expectations for. behavior, and those which did exit orere

inconsistently upheld. lhe!kr was almost cwpiete mie.ment,

There was no encouragement c,f respons,i hi lity in the children fo-

actions and their own self care. The focus of the techers z:
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expresSion rather then instruction, on emotions rather than classroom

activities. The daily classroom routine was quite variable Instructional

activities occurred in large groups Tore often here than in the other two

classrooms, though the teachorss attention was otherwise directed mostly to

individuals. The focal activities shifted each day rather than consisting

of a standard set, though peripheral, individual activities used material

available daily.

In Classroom 2, the aim of the teachers was preparation of the

children for kindergarten. In this classroom the geleral tone was relaxed

and unpressured. There were clearly defined rules and nautines, wnich were

simple and few in number. There were moderate expcqatiors for responsi-

b lity in the children for their own actions and their own self-care.

The teachers were oriented primarily toward classroom activities, though they

did take account of the childrenls individual needs in directing these acti-

t.

vities, and a balance was achieved between attention to individuals and

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

attention was directed re) strurAuring of prr)blems and games. Instructicnal

activities occurred pimaci in aural!, 1,ifting gr1':,,vs. There was a

standard set of materials . evei/r.ible for dally use, wth v=:Oatv)n.

In Classroom 3, the aim of the tea: her was preparation of the

children for kindergarten through Montessori methods. The general tope

of the class was active and industrious. There were many rules, touchinf.,

all activities, and a fixed method for carrying out most a(tivities.

Classroom routine was fixed and clearly defined. This clasroom ,112 'f
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greatest demands Upon the children for responsibility for their own actions

and their own selfcare. The teacher and her assistants were oriented to

tasks and instruction, with self- expression and attention to emotional needs

secondary concerns. Instruction was almost exclusively given individually,

and the activities of the children were mostly individual ones, though with

a few spell groups. The'te was 4 stardar0 sett of activities for the most.

part, but with introduction of rew acl,vitei to 0-.46ividuals from time to time.

It can be seen that our three clasrooms formed a rough continuum on

a number of characteristic.s, conver§ing to define a classroom stye. Classes

room 1 is at one end of this continuum, chatacterzcd by lack of structure,

lack of restrictions and expectations for behavior, and a predominant interest

in meeting the emotional needs and eliciting the uncensored attitudes and

feelings of the children. Classrbom 3 is at the other end, characterized by

a strong structure, a number of restrictions and many expectations foi-

behavior, and a predominant interest in teaching certain attitudes and habits

of work and thought to the children. In each of these classrooms, the

teachers focused their efforts upon the individuai child. Classrom :t falls

between the other two. It is cnaractet ztA by a meAerate degree of structure,

with some restrictions anci expectations, and a barn :e struck between

individual needs and cli,soom ilstrvt on. This gooiati 9.0stioh aisc:

entails in this case an 41tKen,:e of thi intensity flt in the other, two

classrooms, coupled with a less strong focus upon individuals.
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Description of the Montessori Class of the Winter Progre!

ontvm_.......eW......liClassors...andCarisrontheSammer Program Montessori Class

The Montessori classrooms in the summer and winter programs were

taught by the same teacher. She has provided us with a report which dis-

cusses her aims and her methods in the year-long winter program, and com-

pares them with those of the eight-week summer program.

First, a number of factors served to produce general changes in the

conduct of the winter program:

(1) ,Through the efforts of the social workers, the chi idren's mnrhers

were more ifivcAvad !r! the sr.e1 program. They r^ntrthIlte4 t.7, the classroom

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) Ws teacher was overburdened with administrative chores during

the summer program and therefore was prevented from giving her full time and

effort to the children in her classroom. With these chores removed during

the winter program, she was able to devote moretime to individual teaching.

(3) During the summer program, the teacher felt the pressure of

limited time upon her attempts to expose the children to certain materials

and, to prepare them for a formal classroom experience within the eight-week

period. In the winter class this time pressure was removed, and the group

was able to approximate more c101iely the Montessori concept of children

progressing at their own rates of speed, according to their own interests,



needs and potential, unhampered by the prodding of a teacher. Indivioual

rather than group learning was

(4) The presence f other Mtr,r it I:ehet's and ol

particular the new priv-.2 of. tn..," Scrbool, plovicieA the 0:,,porwit7

for discussions cone tiliA iol compt4sli ti ob56,0ons.

(5) There w i. áie .
t i tor6T kik ti,xo,,e

planning.

(6) The winter c4,ssrwth wa ::. folly kNuip., ?dif4'eci

materials; this was nCt duriny the i,iAoler, -oh*

shared with other ciass!e,cals, ihus in tre w

able to adhere more closely kJi the segver14, of usc 4 etn tipn

which the Hontessori method is ba.l.ed.

Within the framework pwved by thes chaniyA ircumstan6es, the

teacher moved toward a varicty cot aims with new techniques and mate

which had not been a part of the summer prqro,m.

Seris 'di Jis,,eimioatLori olong

Jirpensions was enhance l Yrr,0,4h t±le u: 5 a3t Oi ktIc 6

sensorial mateeiais.

(2) I ncrease i
11'

uppertunity for the /.,) v,43rk ;o

Montessori materials,isnil Oesigo ;or. indep.k

torret.tion.

(3) laLs...1 eve was ciced by t6c.. , voric

methods, some of which were ,Ad Aions tv 1 he hentessqr
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(a) Attention to sounds,

I. The children were asked to close their eyes and hEI to

listen for sounds, identify and classify them (near or far,

loud or soft)..

ii. The '.7*0-iren rn of drum

were asked in_ivdually to

identify loud ar0 soft, high )(.4.! 500"?

.41 Concept formation and iq7; stitt converse*

i. The crilrire;1 ,svre Ilstrations and yik,d

to find certair. o'-jcct4, tell what they tiwu,..3ht was happenin9

the picture and what the pepl., were sayirt.

ii. A miniatmre farm compl$Je with cnimals was combined ws

illustratiors !n books and with games to expand concepts and

vocabulary. Children learned that craws, chickens, horses, plo

are called farm animals becau5e they live k.4: a farm. TN

the funetior termc, of ustfulne$s to

Child $tlewr inis!

and asks

this? What is it Wat It it /.Imil It

iv. Chiriren were pretentf2J wia qconAAric anz; 1..J

"Which is found? Which can roll? Why7 Whii4i has c( Ancfrs7 Which

is flat? Can you think of othr things that have the 4-4 n.1

This inttr;dutil thm not only ;:=,.7, the

shape but als A&,,d to vocbviary.



(c) Phonics

i. Simple words of three-letter cmislruction were useo .)

teach beginning and ending Sounds, with the beginning bwng thc

first letter (consonant) of the word and the ending the last ty.0

letterS (vowel and consonant). The chHdren were taught to look

for the distinct charecteri'st- Ls of each word so that trwy coo

distinguish l'tkene.ses and 00'.ferenes.

ii. Children were given a serits o piturfts ratin2

various beginning sounds and several card oard letters. he

were asked. to place the provr pic.ture under then correct

SometiMes children called pictures by another name and placqo

under another letter. It was then pointed out to them that

might be used in either place depending upon the way it was

understood and named.

During the summer program activities promoting language developmer4,,

were less structure than these; they included films, trips, and group

discussions.

(4) Numberjimtois a d cousins were tauph( try more extc,siv

of the Montessori materials that are designed tor this pwpose.

(a) Number symbols

1. Children used sandpaper numerai s to feel the solapc

number symbol and were then blindfolded and askecito identi'f*

numeral on thebasis of touch.

ii. Practice in writing symbo i s on the blackboard and 4)

was done after much exercising with sandpaper numerals.



(b) Number concepts

I. Children were asked to mater
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chains graduate in

number from one to five to the correst ing numerals. Pictured

objects were also matched to rimer:11F

Children counted i.ising rort hich are graduated hn harigth

ancrmarked Off into alternate red ar Hue units.

(5) More materials were available dup$ Jg.N. winter 'grim fr
creative Activities: cryons, pastel chalics; frr, clay, and paste wee

used.

(6) As in the summer prograP7, draj y was encouraged in a

fully equipped doll corner.-

(7) Experiences with music !ffere mo exton5lve than during the

summer: singing, listening to records, invi ing musicians to play instru-

ments for them, and making musical sounds tl.mselves with the Montessori

bells.

(8) independlpce was encouraged,

program, by allowing th ehildren to ,vclert

It hid been during the summer

thr vi materials and m,ike

their own choices of acrg,:Otins, by exrst'7Airl

for cleaning up and renleinq eeripm#!nt hal

31 ilrI to be responlii.,k,

in self-care, such 05 drentj. washing, bicwij

In summary, the major factors which 1

..101.1 by instr9cti,-.41

-ffev6;ntiated the tOnt;-

the summer program included a wider range of cmatr-lals, which were more

carefully planned and graded, including material for 1,Ariejlia

which were developed by the teacher and th4.

materials; greater attention to individual trttfl and

learning, and less pressure to achieve much in a peAci ff
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Ill. Assessment of Change in Intellectual Performance and in Classroom

Behavior

Methods

1. ,IQ Measure. A Stanford-Binet inteiligence test was adminis-

tered to each of 22 lower income Negro chi!jren during the second through

fourth weeks of the summer session, ur& age n during the second and thit4i

weeks of public school in the fiat ). lhe overage onLerval betty en thu two

tests was 9 weeks. The cnildren in this greed0 included 9 from ',lass-

nmom 1, 6 from Classroom 4, and 7.from ciassioom 3. forms L and h of. the

Stanford-Binet were used; half of th.nl., childreli were tested with Form L

first and Form M second; tree other half were tester with the forms in the

reverse order. Within each classroom group, we counterbalanced for sax

of the child, examiner, and form of the test first administered.

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

year-long winter program were also administered the Stanford-Binet Forms

L and M, but on three occasions rather than two: once during the second

through sixth weeks of school; then, on average of 15 weeks later; acid

finally near the erd4ot the school year, an average of lb weeks folicwintj

the second testing. With this group as with the suer group, form

test was alternated, and bex car child, examitoet, and rum first admipis-

tered were counterbalaii.ud.

We used the Stanford-ti inet in the research because it is a reiaote

omnibus measure of intellectual performance which might reflect may ,p.>

of change, and because.of its demonstrated relation to school
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2 Itetingulaillikbavior. Following each administration of the

Stanford-Binet, the examiner rated the child on a number of dimensions of'

test behavior,' using the rating scale included in the Appendix ("Ratings

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

of behavioer on each of the two intelligence tests foreach of the 22 children

who served as our experimental roup dariAg the somoer session; and or

each of the three 1-ti,i!it,lence tests :he 10 hildren who attended in

the winter. The dimensionsrated pert in broadly e;ther to test behavior

as such pr to the social relationshi with +he exult ner

the beluivior traits we rated are based upQn those used with the

Stanford-Binet Form L-M to evailate -6q factors affecting test performance,

with the additions thet we included rorl scales defining social behavior

in the tests, and that we included a scale for rating understandability

of speech. Furthermore, each sLale was defined by numerals and by gueli-

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

of the scales did not necessarily conform to optimal vs. detrimental test

behavior, as is the c.,,se in the L-M ratIng scales. The ottnd points po our

scales were usually cis-tint:1 ,xtre-vs of behavi, wkompic,

"self-confidence on tasks" rating some ranges from "over-confidPint"

to "distrusts own abillry'. Nether cpndtit..m is optimal, but cech

the alternative extrern the other.

3. Goodermah:Mgrris Draws, Test. During the second erld

third weeks of the summer school, the teachers ir each classroom askvA each

child to draw a picture of a man, in accordance with the instrul,tior,:

included in the Appendix ('Instructions to Tc,aches.s. Goodenow?1

Man Test"). In Classrooms 1 and 2, this was done as a group prc-ie;.t;
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in Classroom 3 It Was done individually. 'A second drawing was obtained

from each child five weeks later, durim3 individual testing session in

the seventh and eighth weeks of school. These drowings were scored

according to Harris (1963) revised scoring system for the Draw-a-Man

Test. Drawings were not obtoled fftvcp thc children in the winter pro-

gram at Ancona. The Go.7.1eno4,7.tr,% giv:ing the bummer

because it tlfftr4ad 14.1CVIOrt oick rr. I tt cu1 atility, s an

alternative to the Stanford-Oinct.

4. Ilmalhjonstevation Tesr 01,!,-;nq tf*, thrwijl foltrtli

Weeks of summer school and again durinf4 the sevecth and eiyht w!eks, a

test of conservatiot of length was gheon to ear;h chid. The for and

instructions used for this test are o4A4iJeJ in th' Appendix ("Length

Conservation--Headstart Research Form"). This test is similar in contett

to Piaget's tests of length conservation, but in contrast to Plaget's

tests, it requirel little verbalization h- child. There are two

parts to the test; each presents two stimqli (twl iticks or two ring

segments) which diffp- 't,Aher the child (an

retain his cnncept, cf is -crier k visua;

which presents a per,tptui tat.:v t. .Ptth a judgment of

conservation. The se, 7,1J r i soipe 4 r A- tw test is giver:

only if the child ccrif5;s6=J-c-k- c'-r tt*A, f;ls/ (Aidc.-) pci;iin.

Scoring institictions for this test a--e ilm-,!uded ;n the AppenJ:r,

On the first partici) of th test, the ,-.111;drecoivad one paint ei.wh for

the items (1) d ri;nett Ir4gth ..1.ci.tiy, (4) as sowft n4 t,f-Al (1

measurement, (3) cotserve:4 at icast
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real, and (5) consistently conServes. These five items have been found

by Kohlberg to form a scale of increwiing difficult, 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 make

up the conservation task. On the secuod portion of the conservation

test, we gave the child ure adito f!: !.t consforvao.kp Thus

there was a maximum ',,core of six points on this

A variant of this lentn cosevation ttsi as well as a number of

other Plaget tasks, was given to the wiiAer group, but the resuits of

these tests will not be reported her.

The test of conservation of iength was inciuded in the research

because it is considered by Piaget to be a ianfstation of operations of

classification and seriation which develop during the preschool-early sOicul

period. Since Montessori also stresses the acquisition of such ordering

relationships in this period, it seemed appropriate to assess a MontessT,,ui

program using one of the Piaget tasks.

5. Eqocentigs iest. This test was also administered twice, ducing

the second througn fourth weeks of schoi acid aqain during the seventh

eight weeks. This is 0 for ris of the child's point or view,

and is a derivation from df,d simplification of a Piaget test. A card-

board house with a do i ori cane sick aA4 windows on the other is shown t*

the child, 4nd then is held between the examiner and the child. The

examiner determines by a series of questions whether the child can di

tinguish his own perspati4e of the roue from the exam:iner's ptpe,0

Only yes-no answers are r%;quired of the chiid. (i:0 a of
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queitions asked, see "Egocentrism Test" in the Appendix.) On this test the

possible scores were "Pass" and "Fail'. A child passed the test if he

answered all questions correctly.

6. Teachers' Rat ings of Classroom Behavior. During the fourth

week of summer school., we asked the teachers to rate the children in their

ciassrooms on tha :mediae ideals as thost we riaci rated

4 obtained these ratings only in Ci ssrooms-i and Z. The rating sale

used was almost exactly the semen as that used by the test examiners; we

omitted tiro scales which were inaor4riate for classroom and slightly

reworded some scale points to make them appiiithic to the classroom

situation. The teachers' form of the rating scaie is included in the.

Appendix (DImackerts Ratings of Behavior").

This rating scale was also used by the four public school teae.hrs

0 whose kindergarten classes the children were enrolled in the tail.

Each teacher rated both the group of children in her class who had atten+A

the Ancona school and a group coMpareble for age .ann sex who had not attend o

any school during the., stmmer. At the Shakespeare school, during the fifth

and sixth weeks of schci, three teachfTs rated 6 rhildren (4 boys and 4

girls) who had been in Classroom 1 at Am.ona, and 8 comparison chilOren

(4 boys and 4 girls). Mean age' for ootn groups was 5 years, 5 months.

At the Shoesmith schooi, during the elOth week of s,'..hcoll one teacher

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

at Ancona, and a comparison group of 10 children (4 boys and 6 girs).

Mean age for both groups was 5 years, $ months.
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The purpose of the teachers' ratings was threefold: first, we

wanted to determine to what extent a child's test behavior represented

his typical school behavior; second, we Wanted to note differ#nces

between behavior early in the summer and behavior in public school in

the fall; third, we wanted to pace the behavior of the Ancona children

with their public school -Oars.

Intellectual Performeoce Summr P,o6eaoi

Table 111-1 sh the m124n scorf:s and senA 1:.nlg or

di measures of intel4cteal per for the .,-wmt.e group as whoi

and for the individea? were no .5;ignificant differencs

on any of the intellectual measures nn first to second testing,

either for the entire group or in the i-aiivi4wi Oassrooms.

(1) IIAmbatfapet. On the Stanford ht scores, we did an

analysis of variance of final scores, controlling for initial scores,

for the three class,;,.. Iht- were, signifk;atit differences ett

examiners, the foems (i* 1.g ir tetftep -013

and classroom. This lss:ac: ere.$1ults we obtained are 11c,t,

due to the examiner itrm t Cont

for initial Scores,' th'or int c o 5;gnitc4nt

differences in final IQ scores in any (.11 the three summer classros,

as compared with ultle another.

The first. adrAoition 61 StaF4orJ-VimA Ii

difference among the Oiz-s in mt44.-7' 04. Tei3P 01 ,:rf
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children was 10 points below that of the other two classrooms, while

classrooms 2 and 3 were nearly equal in IQ. This difference among the

classrooms was maintained on the second test. The IQ difference which

existed between Classroom 1 and the other two classrooms was one indica-

tion that Classroom 1 chiidren were drawn from - Ifent popuiation.

This was the group that lived in a crowded tower-income area which was

almost entirely Negro, and which showed a wide range of home mditions,

including the most deprived homes in our sample.

Despite the lack of change in IQ in any of the three classrooms,

and the lack of difference between the classrooms in final IQ, we looked

at indiVidual IQ change scores in the three classrooms to sea if any trends

existed in the data. In Classroom 1, / of the 9 children tested showed

a decline in IQ from 1 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 remaining child showed no change in IQ.) When

the one child who accounts for all the increase in mean IQ in this

classroom is excluded from the analysis, the rest of the grew shows a

mean decrease from first to second test of 3.88 points, (P 4 .01). in

Classroom 2, which showed a non-signiant mean inrease of 2.84 points,

only 1 of 6 children declined from fii-st to second test. In Classroom 3,

which showed a non-sigifik-ant mean 6ecrease of i.42 IQ points, 3 of 7

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

411111111WINIMMIO.111111111.04

This child was virtually untestable when we first, saw her (initial fQ.

47); but became testable ivt the cours4? of the eL9ht week sessior Her

teacher's classroom log describes her gradual opening up in the ciasroom,
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preValence of decrease in IQ froM first to second testing--from Classroom

J, where decrease in IQ was the most preValent, through Classroom 3, to

Classroom 2, where it was jeast prevalent. These differences among the

classrooms in number of children showing IQ decline will be diicussed

further below, when we consider the ratings of behavior during the tests.

(2) Goodenough-Harris Draw-a-Man jest. The Grvdenough-Harris

test showed no significant differences between time 1 and time 2 scores

for any classroom or for the group as a whole. The large (but non-

significant) decline of 8 points in Classroom 3 s 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

interpret the decline in Classroom 3 aF; the effect In a very small sample

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 1 to time 2, the initial drawings were

obtained individually, so that the conditions were most like those of the

second test. Regardless of the source of variability. however, this

test proved too unstable a measure ot inteliectuai performance to be

useful to us.

The Goodenough-Harris scores showed a low, positive correlation

with IQ which was unstable: at time 1, the product-moment correlation was

.36, (P <.05). The correlation at time 2 dropped to .i4 (non-signitont)

It should be recalled, however, that the second U,oGdnough-Harrki rest
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preceded the second Stanford-Binet by four weeks. This may have produced

or added to the instability of the relationship with Stanford-Binet IQ.

(3) Length Conservation 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 low negative correlation with

IQ (r is -.32, N.S.) at time 1 which dropped to no correlation at time

2 (a. -.01, H.S.). As in the case of the Goodenough-Harris test, the

instability of the relationship with IQ may be due to the tact that the

tests at time 2 were administered tour weeks apart.

(4) Egocentrism Test. The scores on the egocentrism test were

virtually stationary: only two children showed a change in score from

time 1 to time 2. The proportion of children passing was the same for both

administrations of the test (p .5b). This test showed a low positive

correlation with IQ (r - .33 at time 1, and r = .30 at time 2; P ).05).

When time 1 and time 2 scores were summed, the correlation between ego-

centrism score and IQ was .45 (P <.05). This was not true of any other

intellectual 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,1

stable relationship between the two measures.

(5) ;hangs- Scortintercoffiations,. Correlations between

change scores for the intellectual 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 little change OP the egocentrism

test. The correlation probably reflects the stability of both medt-A.r..,.
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(That both measures were stable is indicated by the correlations of time

1 with time 2 s,...ores. For the length conservation 1,est, the correlation

coefficient was .79; for the egocentrism test, the correlation between

time 1 and time 2 scores was .84).

Ratings of Behavior Bunci the.121sts ,..Summarttaram

(1) Shimmlin test behavior in the totaLgscup...ancLin the

three classrooms separately. Changes in ratings of test behavior are

shown in Table 111-2. For the group as a whole, change occurred both in

task orientation and in social behavior. Three idsk orientation scales

showed changes significant at the .05 level of confidence: there was

an increase in distractibility, an increase in activity level, and a

decline in initiative in handling test materials. These three changes

together point to less orientation to thetest. Change in social

behavior was only marginally significant (Pi( .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 whole was less task oriented and

tended to be more comfortable with the examiner than it was at the first

testing.

Classroom I showed the most iliange of the three classes. In this

_class, the greatest change occurred in soL:ial behavior with the examiner:

there was significantiy less fear of che examiner, more social initiative

with the)examiner, and more communication of affect (the last was marginally

significant). Change occurred also on task-orientation variables: more

distractibility, higher activity ievei0.faster speed of response on per

formance items. However, only the cnange in ty level was b;wficant
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beyond the .05 level. inspection of theintercorrefations of changt

scores on the test ratings (see Table 111-3) 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, which is the most significant task-orientation

change shown in classroom 1, it significantly correlated in our combined

summer and winter groups with increase in distractibility, decrease in

willingness to continue, and decreaSe in fear of the examiner. (See

Table 111-3 for change score intercorrelations.) Thus the rating of activity

level relates to both task orientation and to freedom of social interaction.

It appears that in Classroom 1 the changed relationship to the examiner

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

It is important to note that the changes which occurred in

Classroom 1 from time I to time 2 were not in the direction of deviation

from the hest of the group. Rather, the changes served to bring the

children more into 'conformity with the levels of the other classrooms.

Classroom 1 children were initially more socially constricted and more

focused upon the task than the other chiidren in oPir sample; they moved

toward the level of greater freedom and less task orientaton in the

test situation Which.had prevailed in the other classroom groups from

the' start.

In ClassroOm 2 there were no significant changes in test

behavior from tin). 1 to time 2.

Classroom 3 showed changes on two scales havino to do with At- A.

orientation: the children showed signi im-.rease in Wsr rntIty



and a marginally significant decline in with materials. In

this classroom, as contrasted with classroo ), there was no sign ficant

change in social behavior. Intercorrelations of the distractibility

change score with change on other scales in our combined summer and

winter groups (see Table 111-3) supports the conclusion that the change

consisted almost exclusively of less orientation to the task, and was not

secondary to a change in the social relation to the, examiner. Change in

distractibility is not significantly correlated with change in scales

relating to freedom of social interaction.

(2) TeSt'behavior and 111(nailas. Correlation of IQ change

scores with test ratings for our summer and winter groups combined

(see Table 111-4) provides an assessment of the relation of test

behavior to IQ change in individUal children. The first question to be

asked of such data is: who changed? Correlation (f IQ change scores

with test 1 ratings indicate that those children who had the greatest

increase in IQ showed on test 1 a slower speed of verbal response, less

self-confidence on tasks, more need for reassurance, less sense of

Intellectual challenges less social initiative, anill less understandable

speech. Thus the children who showed the greatest increase in N.

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

While it Would be possible to offer the alternative formulation that

the children who declined in IQ were initially more active and confident,

our acquaintance with the children who changed leads us to consdar this

formulation less meaningtui. Regardless at our bias in formu/at4,t1

however, it is clear that the conste!iation of beho'oors on k-eat
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predicting to IQ change were those relating to confidence and initiative

both on the test and with the examiner.

Our second question about RI change was: what behavior changes

were associated with IQ change in ind viduals2 Table 111-4 lists the

correlations of IQ change scores with change on test ratings for the summer

and winter groups combined. 'IQ increase was significantly correlated

w'th decrease in distiactib lity and with icrass in speed of verbal

response, initiative with materials, sense of intellectual challenge,

willingness to continue, compliance, and understandability of speech.

It is meaningful in terms of what we know of the indiv R daal children's

behavior to conceive of these behavior changes as occurring in either ,

direction, with concomitant increase or decline in IQ. Regardless of the

direCtion of IQ change, then, change in IQ was associated with changes ;11

ratings describing aspects of task orientation; it was not associated

with changes in ratiligs describing social behavior.

The two dimensons of rating change most k:Josely related to IQ

change in the summer ad winter groups combined were distractibiltv (r = -

.64) and sense of intelle4:tual cha!lenge (r = -.66). Of these two, we

focused upon the test rat:ogs or doStratibiiity n Leause it had shown

change from time 1 to time 2 in the summer group as a whole and in two

of the summer classrooms. Intercoireiaions of Lhage scores on test

ratings for summer and winter groups showed that change in distractibility

was significantly associated ih individuals with change in a nunoer of

other scales describing aspects of task orientation an increase.

distractibility was asso( ated with do increase V: Ey
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decrease in persistence, increase reassurance needed (reaction to

failure), decrease in sense of inteiectual chid) nye, decrease

willingness to continue, and decrease compliance. This distractibility

cluster includes four of the six scale associated with IQ change.

Furthermore, five of the seven scales included in the cluster show change
R.

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

ships among the scales in the Cil/StEf'. (Only two of these five scales

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

bility and activity level.) lhus the distractiv lety scale is a good

index to changes which were asscciateQ in individuals, which were

related to IQ change, and which occurred in the summer group as a whole.

We did em analysis of variance of final distractibility scores in

the summer group only, controlling for initial scores, paralleling our

analysis of IQ scores. There were no significant differences between

examiners, forms of the IQ test, nor any interactin between them and

classroom. Thus the resuits we obtained on ratings of distractibOity

during the tests are llo the to eXperienter or farm of the test 1.00).

Controlling for initial swres, there were no significant or close

significant differences .!t1 final scores on clistracl; Wty in any of the

three summer classrooms, as compared with one another. In discussrig

changes in distractItility in the summer group, rain , we must focus

upon a change which occurred in the entire group, and wh ch did not disting-

uish the classes from one another.

Though the charge in distractinility in the summer grolio wes

associated with a group 0-lenge in ig, neverthele.t.-s ,ne (...atte,n ,t
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IQ changes in the three classrboms reflects the relation between

distractibility change and iQ change in individuals. In the two - 4v:

(1 and 3) which showed an increase in distractibility, there was a

decline in IQ in 7/9 and in 3/7 of the children tested, respective In

Classroom 2, which,showed no significant change in aistractibilit ',.only

(

1/6 of the children tested declined in IQ.

Ancona Teachers' Ratin's or Classroom 6phavior %Smime! flaogj

(1) Correlations between testand teachers' tipss.
........---- ,MOM.Nii.NM711

Ratings of classroom behavior during tle fourth wek. o'f the s yfreir program

in Classrooms 1 and 2 ena.:Jled us to asiess the repeesehtativ Aess 01 the

children's behavior during the tests. Table 1.1l- shows th coerelatons

found between test ratings and teachers ratings descripti of task

orientation. (We did not directly compare the rat.ngs of social behavior.)

On test 1, there were significant positive correlations etween test

.10MS

ratings and teachers ratings of distractibility, self- onfidence on tasks,

persistence, and sense of intellectual challenge. On est 2, there we

significant positive correlatkms: with teachers' at gs of activity level

and reaction to failure. We interpret. this shift in the coosteHatioo of

significant correlatioos d shif t the test reps

of task orientation in Ow cLassroum benavioi reser,tatve ut s6i41

behavior in the cur srt 'retat,iOn of test 1

behavior as representative of task t)ientation in the ci;issroom is

obvious: the behaviors which were related in test ad classrooili

describing task orientatiu. The reasGn for oui FiterpretaI.loo ol

behavior as representatAvA, of ;11
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clear and less firielY supported: the two scales on which significant

positive correlatiOns did occur' Were those aspects of task behavior most

social in nature. the need for reassurance from the examiner is obviously

an aspect of social interaction. Activity level is less obviously so,

but correlations of other rating scales with activity level on test 2

for our summer and winter groups combined indicate that it was highly

.related to social behavior with the examiner. Significant correlations

(P (.05) with test 2 activity 'Jaye] were obtained for test 2 d stracti

bility (r .49), social initiative (r as .78), expression of affect

(r .42), and fearof adult ( .72). Since the group as a who

increased in.freedom of social interaction on test 2, and declined in

w

task orientation, we can inter him the correlations between behavior in

the classroom and behavior during the two tests that in the classroom

the teachers saw both good task orientation and freedom of social inter-

action with adults. These tendednot to occur together in the tests.

(2) Teachers' ratin s' of behavior and iql_Ehanss. A number of the

teachers' ratings were predictive 'of IQ c.hange (see 'Table 111-4). IQ

increase was associated with greater dostractibil ly in the ciassrrvm less

initiative with materials, less slif contidence on tasks, less persistence,

and less sense of intellecLual ctiltwlge. This constel!ation of variables

is similar to the test behaviors dist.:ussed above which also predicted

to IQ change. That the children who had the most increase in IQ

from test 1 to test 2 were chose. who were the least confident and Showed

the least initiative both in the classroom during the fourth week ot The

summer and during Lhe first test. One additional vciriable was pit7fL,!/0
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of IQ increase: more frequent choke of white children in the child's

own class in the initaxi socirrietiL inter,iiew .491. (This pertains

only to the two integrated summer ciassrooms-- and 3--and the winter

group.) THs correlaori can be r1C4 sr:iod by notling some of the

variables associated with !r1 a) c.i-m,i(e of vas to children: fear of adult

c test I (r m .42), m-e :ttassura, ,,t.eded in ci,osroom (r .95);

lower a:ivity level in the (f.f, .53) ana less self-conttlehf:*

on tasks in the classrom (r = .3 ). thus i:oth change in bQ and early

choice of white children were associated witri la.r-k of self -cchrifdeice

and a need for support from aduit.i. i it s probawe that the ;Q

which occurred in the summer program were a matter of gaining conf;dence

to act. (This was clearly true din the cases of the three children--ali

girlswho showed the greatestincreases in IQ in the summer program- -

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

teachers and by testers.)

Public School Teachers' Ratin ofjiassroom Behavior - Summerjraatam

(I) Eoperi2i ofAn,o a fjo9rpm_childfell and_their 16ndels9rten

peers. Table 1114 shows thet4an rating scores given by the public school

teachers during the fifth to ei ghth week of school to the, children who had

attended the Ancona summer session anu to a comparison group of public

school kindergarten ctildren wqojlaci attended no summer preschool. For

the group as a whole, there were only two marginally significant differences:

the Ancona children showed more SOciai initiative with the teacher and were

more expressive of,emotion in the classroom. Ths difference waM ,depen-

dent almost entirely,upon the differenes of Liassroom 2 and 2i t:hidren
;

from their control-grciup. The chitdren of these two eassroorn.s

,:n
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attended the Shoesmith School in the fa ! and were enrolled in !wo casses

taught by the same teach Classrcoo. I children ckftered from the,,r

controls on these two scales ih the same f.Crection as Classrooms 2 and 3,

but the differences were small and rot, significant. These children aH

attended the Shakespeare School,;and were enrull0 in tour different

classes taught by three teacher's.

One difference between Classroom and the other two classrooms

which is immediately aai.ent tsthat the Classroom i children did not

remain together when they emtred public shcol and therefore 1o:or.

whatever support they mght nave;haq lom: the group. Secondly, we fou,7J

n observations in the public schoo; ,lassrooms that, although they

differedd from one, another ip many reipects, the Shake40eare classes, where

Classroom children we enrolled, were consiitently less permissive than

the Shoesmith Oast:es. The Shoesmith teacher, after a summer's experience

!r1 Head Start, nad decided to trY, a !1!ore permissive program than was her

usual custom. Frtherniore, 04 seemej to focus more than the three Shakes-

*
peare teachers or 'eHtirng independent and individualistic behavior in

the children. Thus r ssroOm p7ded an atmosphere in wniich group

differences ir ears sivePts,, wlth ,p1 aJult be manjested.

It is interesting to iote Iuat no differences existed bevfter

Ancora children and on tasK-uirientation diiiers4ons o ne :aflng

scales. We believe, from our conversations with teat:te:%, during the

frst few.weeks of school, that these or other differences may have existed

tnitially in the Shoesmitt: group (Ciasrooms 2 and 3), but were oo:. oppai-ent

by the time the ratings were done 01 he fifth to eighth wee K Cf
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The Shoesmith,teacher commented during the second week of school that the

children were "all ready" for Schoo), .L1n1 ike yvc,Jcps she had known in the

paste who spent about three weeks just getting used to being n school.

A few weeks later when we asked her alut diffetences between the grouas,

she said that none ...pert: noticeable. the Snai,eveare school, where Class-

room 1 chikiren were enrciled, nett. d nu ,dfferem.es ;(1 behavior

.between Ancona children and childreri vo.t,:1 had rrt atended summer,prechool.

In the case of two of our chil
9dren thi we surprised to learn tnat they

had attended preschool.

(2) Ellmati_r1 classrcOm 0it '1AWnik orescl-lui'i IQ_!,namprossacru 41.11... .stgri YYYmLmnrau=ow..

kindergarten in the faIl. We :Jcmpare,;1 the pAt;/, st.nool teachers ratings

with ratings by Ancona teacherS,;disregarding possible differences in rater

bias and treating charges in ratings indicative of real change in

behavior. (See Table III-6b fOr 'Atte means of ratings in Classrooms 1 and

2 at Ancona and in 'public oO10 Frrst, we found that change scores

from time 1 (Arcoria) to time 2 j(pubii '. saool) on teachers' rating i. of

task-orientatcn vares .orre.atei significantly with IQ change in

several instanes (see fable An :rif...rease in IQ was associated

_

in teachers ratings wA-h deiJAe n.y, increase In

initiative with materialt: increase i ersstencc, deciine in the amount

of reassurance needed, 4! the sense u k ntellectual challenge.

Three of these five:cranges paral)el *_he changes in test behavior whch

were associated with IQ im.rease.. furt-hei.mure,.both test behavi(,)r changes

ant, classroom behavior Aalges are 4:-..w,sistznt with our cntr

initial behay.: ,h;icirep wl lQ changk-... It Oat
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the children who gained in IQ needed to gain self-confidence and inde-

pendence, and did so both in the c1assroom and in the test situation.

IQ change was not of course, characteristic of the group as

a whole, and these relationships between IQ change and change in test and

classroom ratings do not hold for the group. Inspection of the direction

of change in classroom behavior for thti entire group indicates that class-

room behavior showed a different 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

in the direction of less distractibility, lower activity level, and less

expressioniof emotion. In both the test and the classroom, the group

became less fearful of the adult,.showed more social initiative with the

adult, and showed less initiative with materials. Again, the classroom

changes were small. Thus, while individuals who changed in IQ 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 change.s

in social behavior did parallel, one another in test and classroom. This

finding reinforces the statement made earlier that both freedom in social

behavior and good task orientation coiild exist in the classroom but did not

exist in our tests--at least, for the group as a whole.

Results of Testing in the Winter Program

At this time we have the results of intelligence tests and ratings

during the tests for the children included in our year-long program, and

we have done some analyses of the data, (See Table 111-7 for meor, IQ

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



who were tested aid time 1 and time 2', there was a mean increase In IQ

of 16.45 points (P < .01). The 8 children who were tested all three

times showed a slight drop in 14 (3.62 pointt) from time 2 to time 3, but

the initial gain was substantially maintained.

An analysis of variance, of final scores controlling for initial

scores was reported above for the three summer classrooms. When the

winter classroom was added into this analysis, there was a marginally

significant difference In final 'IQs between the winter group and the other

groups in the direction of inCrease in the wiker group (P (JO).

Furthermore, this analysis shoWed a highly significant change in final

distractibility ratings such that the final score on distractibility was

Significantly lower in the winter classroom than it was in any of the

other classrooms (.0001). ThUsin comparison with the summer group,

the winter group showed a greater increase in IQ and a Change in dis-

tractibility ratings which was 00posite in direction less dis-

tractibility) to the change inthe summer group.

When a step-down analysis of covariance is performed for the

four classrooms, in which the effects of change in distractibility is

controlled, the differences between classrooms in lQ 4isappeaos

(tr .24, P .63). Thus the relaticriship noted above in discussion of

the summer group results between IQ acid distractibility becomes even more

strinking when the winter group, which showed a large change in IQ, is

included. Since there was no significant change in group mean tit's in the

summer group, the relationship between change in distractibility aho change
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In IQ could only be seen in individuals. As previously mentioned, the

correlation between change scores in IQ and in test ratings of dis-

tr6ctibility for the four classrooms combined is -.64.

The test rating of activity level also changed in a direction

Opposite to the stammer group, but this change was less marked than the

change in distractibility. Changes in the four other dimensions which

showed change in the summer group were parallel to the summer changes.

This confirms our observation that IQ changes were related to changes in

task orientation but were not directly related to changes in the social

relationship with the examiner.

There are three possible reasons for our finding of significant

change in IQ 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 Pontessori teacher was markedly changed

from the summer program. We will consider each of these in the discussion

below.
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Summary andDiscussion

The most prominent finding in our research is that there was no

significant group change on any of our measures of intellectual perfor-

mance as a result of the eight week summer program for five-year-old

children, while in contrast there was a significant mean increase of 16

points in IQ after 15 weeks of ohr year-long program for three- and four-

.year-old children.

The Piaget-type tests of, ength conservation and egocentrism of

point of view, which we especially included to study the Montessori

summer classroom (Classroom 3) failed to distinguish that classroom from

the other two summer groups. In fact, none of the small changes in the

intellectual measures which did occur distinguished any of our three quite

different summer classrooms from any other.

In an attempt to understand the reason for the IQ change in the

winter group and its absence in the summer, we looked at the corre'ates

of IQ change in test behavior for the winter and summer groups combined,

and in classroom behavior for the summer group only. The most important

correlate of IQ change which we found was change in the rating of dis-

tractibility on the test. Change in iil was significantly correlated

(r a -.64, PI( .05) with change in the test rating of distractibility,

such that there was a decline in distractibility with increase in IQ and

an increase in distractibility with decline in IQ. Furthermore, the

winter class' differede from the three summer classes in amount of IQ

change, but this difference disappearec when distractibility change was

held constant. Fihally, even in the summe group, where amount ot
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mean change in IQ did not distinguish the three classes from one another,

the rank order of the classroomsfor amount of mean increase in distract-

ibility parilled the rank order for number of children declining in IQ.

In sum, then, amount and direction of distractibility change paralleled

IQ change both in individuals and in groups.

A look at our distractibility scale suggests why this is so. (See

"Ratings of Behavior During Individual Intelligence Testing," in the

Appendix.) The points along the scale describe the subject as (1)

"absorbed," (3) "interested 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 the adult. The inter-

correlations of distractibility change with change in other scales

describing test behavior 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-attentiveness dimension, then, is the outcome of a number

of factbrs affect?ng test performance as such in the testing sit4ation.
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Another aspect of the investig4tion of IQ change was identifica-

.tion of the characteristics of children who showed an increase in IQ.

In the combined summer and winter groups the children who showed the most

change in IQ were lacking on the first test in self-confidence and initiar

tive, both in dealing with the test items and in relating to the examiner.

On the second test their 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 consider, 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 look at the classroom behavior correlated

with IQ increase in the summer program alone, we find a similar picture.

Thus the initial lack of self-confidence and initiative as such is re-

lated to IQ increase, though it may be more prevalent in younger children.

It is important to note that IQ change was not related to change

in the dimensions of fear of the adult or expression of emotion with the

adult, but only to the degree of activity or passivity in relating to

the adult. Self-confidence, not freedom per se, was important in IQ

change.

We have identified the behavior associated with IQ 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 other

differences which existed between our summer and winter groups ww-h



might account for the differences in IQ change. First is the fact that

the length of time between tests, and consequently the amount of learning

which might have occurred, was greater for the winter group. We tend to

discount this factor because so many children in our summer group showed

a decline in IQ rather than the slight increase which would be expected

under this hypothesis, while every child in the winter group showed an

increase of at least 7 IQ points.

Second, the age of the children in the winter group may have

affected the results in another way than the one already considered. It

may be that the gains in attentiveness and self-GOnfidence in the test

situation which were related to IQ gain are more important for the

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

they are for later, more abstract and verbal items. We cannot evaluate

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 mote time

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

carefully in the development of concepts and discrimination skills.

Furthermore, freed from some of the summer's admgnistrativelchores,

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

etided a number of materials and methods to her classroom which were designed

to extend the sortsof concept development promoted. Given these changes

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

ability to follow a variety of instruLtions in the use of materials and

to work independently both were enhanced. In fact, in a year's-end report,



the teacher mentions these as specific developments which occurred in

the group of lower-income children. Both the.ability to follow in-

structions and the ability to work independently on a problem are

behaviors which seem likely to affect performance on'an intelligence

test. They are, in fact, two types of behavior with which IQ increase

was correlated.

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

resulted from the eight-week session, effects which were reflected in

test and teachers' ratings and in the informal observations of the

public school teachers in whose classes the children were enrolled 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 advance over the, Other children had been lost

to observation, however, by the eight week of school. The three teachers

who had the Classroom 1 children in their kindergarten classes did not

notice such an initial difference in the children. This difference

among the classrooms in the public school teachers'. reactions to them

can be accounted for by noting the aims of the different Ancona teachers

and the degree of similarity between Ancona and public school classrdoms.

In Classroom 1 the Ancona teachars jid out aim to prepare the children for

the structure and demands of the pub ;c: school classroom, stressing in-

stead permissiveness and satisfaction of emotional needs. Furthermore,

their children entered the three public school classrooms of the four

we observed where the least permissiveness and the most expeclatin of

order and conformity prevailed. Thus the Classroom 1 children e4it:ered
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an atmosphere contrary to the one they had known during the summer, and

it is not surprising that they showed no special facility meeting its

demands. In Classrooms 2 and 3, in contrast, there had been some deli-

berate preparation for the demands of public school, and these children

entered the most permissive of the four classrooms we observed. Their

public school class was therefore quite similar to the summer experience.

The second effect'of the summer experience which we noted was seen

in the difference between Ancona children and public school peers on

teachers' ratings of behavior. In Classroom I no differences were found.

In Classrooms 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 I. 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 thltratqhetothermembbrs'ef.

thorgeou*-.%Sedemittittveve4Thilipermissiveness which prevailed in their

public school classroom provided an opportunity for group differences

in social initiative and expressiveness to be manifested. The Classroom

I children did not remain together and did not enter the more permissive

class room. An increased freedom of relating to an adult was noted also in

the test behavior of the children., where it did occur in Classroom lia

well as for the Ancona group as a whole. Thus we ascribe major importance

to the permissiveness of the public school teacher who had Classrooms 2

and 3 in her kindergarten for pnoViding the occasion for the appe,a
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of this behavior differentiating the Ancona WIdren from their public

school peers.

It is not difficult to account for this finding of relative free-

don vin relating to an adult. Although our Ancona Classet differed from

one another in many ways, they,all shared a low teacher-pupil ratio

a strong tendency to focus on individual children, and an awareness

that this summer experience was. to be a bridge between the needs of the

children and the demands ofipublid school. Each teacher provided the

bridge in a different way, but-in the process each encouraged a rather

high degree of freedom of choice'and of expressiveness in the children.

It seems likely that the increased freedom with an adult which

,resulted from the summer program is one part of what is necessary'to a

good teacherpupil relationship. :The results of our year-long program

With younmer children suggest that the Montessori clatsroom6with its

emphases on individual teaching and independent learning may turn such

freedom into gains in intellectual performance.
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Table 111-1

Mean Scores on Tests of intellectual Performance

in the Suminer Program*

Classroom. 1 Classroom 2 Classroom 3 Total Group
Imie 1 Time 2 Time 1 Time 2 1119! 1 Time 2 Time 1, Time 2

Stanford -Bi net 8313-g5.67 94.3j 97.1i- -9-5.71 94.29 90.55- 91.55

Goodenough- Harris 70.00 70.29 69.75 73.50 83.00 74.67 72.71 72.14

Length Conservation 2.86 3.29 4.00 4.50 3.00 3.43 3.25 3.70

Egocentrism 1)0.58 1)=.58

*None of the changes from Time l to Time 2 reached significance at the
.10 level.
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Table IA

Correlation of test Ratings with Ancona Teachers' Rat'i'ngs

Summer Classrooms I and 2 Lombined

Test 1 Ratiogs Test 2 Ratings
x x

Ancona TeciOlers' Ancona Teachers'
Ratpias __..- Ratings

Distractibility .6V -.)1

Activity Level . la .64*

Initiative - Materials .12 .29

Self-Confidnece - Tasks ..8e .12

Persistence .42* .11

Reaction to Failure :.32 .45*

Sense of Intel). Chaff. .42* .04
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Table 11 -6b

Comparison of Ancona and Public School Teachers' Ratings

A14-0:a'0 F;L.ings P0)1;!. St-toci Ratings
Classrooms I &- 2 Classrooms I &I_

Distractibility 5.62 5.08
Activity Level 4.1c 4.31
Initiative - Materials 3.69 5.31
Self-Conf. on Tasks 5.54
Persistence 6.15 5.62
Reactlon to Failure 3.85 4.08
Sense of lntell. Chal. 5.69 6.08
Fear of Adult 3.85
Social Initiative - Adv)t 4.92 4.31
Communication of Em Son 3.23 3.77
Compliance with Adult 5.62 4.85
Verbalization 5.92 3.62
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Table W-7

Mean IQ's and Test Rating Scores :n the Winter Program

IQ - 9 Subjects
IQ - 8 Subjects

SI 1"

.88.44

90.75

3e 2

iO4.89

107.50

Test

103.88

Distractibility 7.33 5.33 5.62
Activity Level 4.22 5.33 4.88
Speed of Response - Verbal 6.89 5.56 5.75
Speed of Response - Fe t,)fp,arice 4.22 4.00 3.2,
Initiative with Materials 4.11 4.14 4.75
Self-Confidence on Tesk5 4.80 4.83 5.14
Persistence 6.89 S.67 6.43
Reaction to Failure 14.50 4.50 3.00
Sense of intellectua Challenge 7.00 6.00 6.57
Willingness to Conte 6.67 5.33 5.88
Fear of Adult 5.44 5.12 4.25
Social Initiative with AcIt 6.11 5.78 5.25
Communicaton of After 6.50 5.25 4.74
Compliance with Adult 6.33 6.00 5.2
Verbalization 8.00 4.71 5.62
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IV. Social Interaction in the Classrooms

Sociometric Tests*

t06

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,

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 children living near-

by and having played together, 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 children smiled broadly for their pictures. The

photographs were mounted on large sheets of white poster board by class,

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

income Negro-middle income white as much as possible. Names of the

children were written in for the examinet'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 familiar with the examiners, 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 already exposed. Most children began to

look at the board eagerly and to make various comments 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 child 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 proper began with the child's being asked to

choose someone he would like to play with if he were to return another day

to "play games." An attempt was made to get eight choices, which was

difficult 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 shown the pictures from the other classroom, and even fewer

choices could be elicited; and some children refused to make any choices

on the basis of "1 don't know them." Az this point the child was again.

shown the pictures of thel.children in 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; some of the children 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 chil-

dren at home. For all choices--awn class, other class, don't like to play
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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-la indicates 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 trebled. 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

similar pattern, though more extreme (See Table IV-lb). First three

"like" choices of these children jumped from 16.6% lower income Negro

at the first 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 noticeable drop in their choice of middle

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

* Resuip for middle income Negro children are omitted since only one was

left at the end of the school period.
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the other hand, differed from that in Room 2, and there was little chang0.

In the beginning, lower income Negro children picked mostly middle income

Negro children (50%), with only 20% of their choices going to middle income

white 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 Negro and middle income Negro children.

When all choices,(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 lower 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 Negro children at Time I and

increased this to 70% at Time 2.

In Room 3, lower income Negro children split their choices at both

Time 1 and Time 2 almost evenly between other lower income Negro children,

middle income white and mile income Negro children. Middle income white

children also gave an equal 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 lower income Negro

children as friends (at 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.



Il

110

The interaction effects described above did not generalize when the

children made other-class "like!' choices. In both classrooms, lower income

Negro. children mainly picked other lower inCome Negro children at the

beginning and at the end; and middle income white chilaren mainly

picked other middle income white children at the beginning and at the

end. in Room 3 middle income white chbices of other middle income white .

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

that when the children had a chance to interact with each other in the

classroom, their "like " choicei were based on actual likes and dislikes of

the personalities or 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, and many of the middle income

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.

The same is true for middle incow white choices. At the end of school,

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

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

choosing lower income Negro children and in turn, 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, whore numbers of lower income and middle income children

were more evenly balanced, "dotiet like" choices of both middle income

White and lower income Negro children were largely directed toward lower

income Negro children at both testing periods. (See Table IV-4a). In

Room0, with a smaller percentage of lower income Negroes, 50% of both

lower income Negro and middle income white choices were from this group

at the first choice period; at the second period they had increased. to

60% and 80%, respectively. (Set Table IV-4b). It should be noted,

however, that rather aggressive boys in Room, and I girl in Room 2,

who antagonized everyone, including the staff, were the recipients of

nearly all of these choices.

In most instances children were reluctant to give reasons for

their choices and often replied with "I don't know," or "I just like

him," etc. Thus, no specific results can be given for the reasons for

choice, except to note that the reasons emphasized the physical. Aspects

of a child's clothes, hair styles strength, good looks, etc. were more

frequently used for reasons than any other personable attributes.

Friendship, knowledge, abilities, etc. received much less emphasis.

This was true of all children at both periods of testing.

eons for "don't like" choices were even less frequent and generally

centered around agression or simply being "bad." Appearance Was seldom

given as alma/ion, and color was never mentioned.
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Winter Project

Procedure

Sociometric tests were 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 girls. 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 like" choices. In all, they were asked

for three "like" 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 mainly the names of
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those in their own "Ooup" (i.e., midOle income or lower income). If

similar tests were administered to another group, it would certainly be

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

not) know.

Results*

Unlike the summer program the year-long program shows very little

change in patterns of choices during the period and suggests that less

interaction took place between the groups of children. In theitiftwn class,

(see Table IV-5) lower income Negro children gave nearly two-thirds of

their "like" choices to midle income white children at the beginning of

school and at the end, and somewhat more than half at the mid-year choice

time. Their choices of middle income Negro children averaged 15% over the

year, and their choice of other lower income Negro children was never

more than 28% (at the mid-year period). Middle income Negro children

almost completely ignored the lower income Negro children, giving them

no more than 5% of their choices at any time, and picking a majority

of middle income white children for friends at all three times. fiddle

income white children tended to ignore both the other two groups,

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

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

* Results from both classrooms were combined. There were three lower

income Negro children in the morning class, seven in the afternoon,

uitit40,04 total of ten lower income Negro among 34 middle income white and

Negro.
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Choices in the "other class" followed a somewhat similar pattern::

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

white children for friends during the first two choice periods, 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 Negro children were ignored rather than

actively disliked is indicated to some extent by the "don't like"

choices. (See Table IV-7.) In nearly every instanc3 middle income

white children received the majority of "don't like" zhcices 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 received 46% of the middle income white

choices, slightly more than those going 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 categories of "Irriend" (i.e., "Because

he's my friend.") or "Like" (i.e., "Because I like him."). The next

two reasons most frequently given were reasons of play ("He plays with

me," or "I 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 reatoti for "don't like' choices was aggression

(35%), with two-thirds of these reasons being given for choices of disliked

middle income white children. Being "bad" or "mean's was the second most

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

Codinos of Social Interaction Amon the Children

Procedure

In our attempts to asses the effects of establishing classrooms

integrated with regard to race and income level, we supplemented our

sociometric data with observation's in the classrooms. This was done only

during the summer program. During the fifth and sixth weeks of the session,

we spent one day in each of the two integrated classrooms and one day,

11

for comparison, in the unintegrated classroom. (A second day of observation

in the unintegrated classroom is not reported here because of a variation

in procedure.) Ti o observers were present, and coded the behavior they

observed according to the categories listed in the Appendix (Social

Interaction Coding Categories). 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 actions

of three of tliese children toward any other child during a 5 minute period,

then coded the actions of the three other children during a second 5 minute

period. This procedure was repeated for as many times as was feasible

while the class was in its classroom. Table UV-8 shows the composition

of the class and the number of minutes each Id was observed during

our day of observation in each classroom. it should be noted the no



middle income Negro children were included in the observation groups.
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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 proceddfe 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 data are summarized in Table 1V-9. Reliability was not high: for

the three classes combined, there was exact agreement between the two

observers in only 47.8% of codings, and disagreement in 21.7% of coding;.

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 clearly 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 ciasstoOms, and for the two racial/income

groups in each of the two integrated classrooms. Rank-sum tests for
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differences between distributions (Dixon & Massey 1957, Pp. 289-290)

yielded no differences at or beyond the .10 level of significance 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 middle income white children in Classroom was

the only one which approached statistical significance (P.126). In

this classroom, the observers felt that there was a difference between

the two groups in degree of'social activity. it seemed to us that the

White children were more socially active in this class, especially

within their own group, and that the Negro children, especially the

girls, tended to be isolates in the classroom. Lower income Negro

children and middle income white children 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 racial/income groups

tended to be more nearly equal.

Table IV-11 illustrates more fully this difference that we observed

between the two integrated clasSrooms, 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. In Classroom 2

a "V 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 o. the number of 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 would be

expected on the basis of.neMberiii4lons., Number.of acts within the middle
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income white group was ,twice the (expected number, and number of acts

directed by lower income Negro children toward middle income white

children was less than half the expected number. This. accords with our

obserVation that. in this classroom the white children constituted a

cohesive, active social group which the Negro children did not feel

they could join. It was not ciear to us whether the Negro children were

actively excluded from this group or whether they felt unable to

participate in the largely verbal and rather highly socially adapted

exchange which went on within it. It seemed that either factor might

be operating, depending upon the individual. On different occasions, we

noted one case of exclusion of a Negro child, as well as a case of

inclusion of a Negro child who did not, however, participate in the

ongoing conversation. The statisical analysis has pointed to the

largest, most visible group we saw 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 Classroom 2: Nere 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 form an exclusive social group, as indicated by

the distribution of social acts in Table IV-11.
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es of Social Interaction in the Three. Classrooms

Table IV-12 lists the frequehcies 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-submissive, and affiliative acts, and compared

the proportions of codings falling in these major categories in the three

classrooms. Table IV-13 shows the results of this analysis. Classroom 3

had a significantly smaller proportion of aggressive acts than either of

the other classrooms, while the other classrooms did not differ significant-

ly from one another in proportion of aggressive acts. This finding was

consistent with our observation that in Classroom 3 the teachers tended

to control the children's behavior more closely than in the other two

classrooms, often directing thern into cooperative play, and tending

Somewhat to prohibit noise and movement, and with the fact that the

dominant social group in Classroom 3 engaged to 'a large extent in socially

adapted verbal elcchange. 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 acts categorized along the dominance-

submission continuum than did the other two classrooms, 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 only cooperative

interaction, whereas dominant and submissive acts were seen in the other

two classrooms,
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There were no significant differences among the three classes in

amount of affiliative interaction.

Inspection of the distribution of codings in our three classrooms

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

unintegrated classroom was not more different from the two integrated
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classrooms than they were from each other in type of social interaction.

Discussion of the Res its of Social interaction COding!

Observations in our two integrated claSsrooms point to one conclusion

about the effects of integrated classrooms which surely might have been

expected, namely, that the results are variable in the individual case,

and depend upon relative numbers and 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 black 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 tta difference was a difference in 1Q. Third, these

children might also have been expected 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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regular population of the Ancona School, so many of them had known one

another in school; the lower income Negro children in the integrated

classrooms all lived in a closely spaced group of buildings near the

school, 'and often played together after school, as they had prior to the

summer experience.

Despite these factors which might serve to divide the children, the

integrated classroom seemed to be successful in Classroom 2. At the

beginning of the slimmer 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 generally timid group,

were not responding to these overtures. Our social interaction 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 of the Montessori classroom, and they were

equal in numbers to the Negro chiidren. Our social interaction codings

showed that they tended to form 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 instruct 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 did riot 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 Discussion

In our study of the effects of integration in our two summer class-

rooms, we have necessarily focused upon the reactions of the lower income

Negro and middle income white children, and not upon the reactions of the

middle income Negro 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 e decline in choice

of their own group. In Classroom 3, only middle income white children

increased in clioice 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

school, we found that in Classroom 2 the amount and distribution of

social acts within and between groups 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 was more interaction within the middle income

white group, and fewer acts by lower income Negro toward middle income

white children, than would be expected simply on the basis of numbers in

each group.
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Both sociometric and observation data point to only limited success

of integration in Classroom 3, while in Classroom 2 it appeared fully

successful. Classroom 2 differed from Classroom 3 in several respects

which seem relevant to the success of integration there: the lower

income Negro children constituted more than half the class; the middle

Income white children tended, according to their teachers, to be timid and

wirthdrawn; and there were no visible friendship 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 attempts 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 summer progressed, each group in this classroom

developed in the direction of the other group, the lower income Negro

children becoming more task-oriented, 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 lower income Negro and middle income white children; the

middle income white children had a privileged status in the classroGm

due to their familiarity 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 children attained a favorable status because they

were more self-assured in the classroom 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 class. Partly because of the status this gave them, and

partly because of their social maturity, they tended to draw together

in a group which dominated the classroom. The sociometric choices and

the observation suggest that the new children--the lower income Negro

group--were not free to or did not care to approach 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 integrated 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 themselvesAo other children; this was the case among the more

numerous lower income Negro children of Classroom 2 and the middle income

white children of Classroom 3 who were more familiar with the classroom

routine. 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 wei noted in Ciassroom 2.

We do rot have observations of the winter classroom groups, but the

lack of change in sociometric choices in that group, and the tendency of

the two middle income groups to ignore the lower income children in their

sociometric choices, suggest that interaction between the lower income

Negro group and the two middle income groups was limited in amount. It

may be that there was less social interaction within the winter classrooms,
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because the children were younger, and not because of any division in the

class. In informal visits to the class, observers have noted that whereds

the lower income Negro children were initially shy and constricted as a

group, by the end of the year they were engaging fully in classroom

activities.'

Our sociometric and observational studies point to the necessity

for a continued awareness of the social interactiion within the classroom

if integrated classrooms are to work. We found that in our summer Class-

room 3, the Montessori class, the teacher was able to encourage more

interaction between the two groups of children during the last few weeks

of school, after we had discussed our ubservations with her.



Table 1V-1 Firsi theee "Like" Choices Own Class)

Summer Program

a. Classroom 2

Percenta0.04sttibtit4bnAlif Choices

'lime I Time 2

Lower Middle Middle Lower Middle Middle
income Income Income Income Income income

AIM Negro White Negro Negro White
Lower
Income 79.9 0 18.8 47.0 0, 51.7
Negro

Middle
Income 25.0 37.5 37.5 55.5 lie1. 33.3

4.White

b. Classroom 3

Percentage, !,tributiOn*Qi Choices

Tips. 1 Tiffile 2

Lower Middle Middle Lower Middle Middle
Income Income Income Income Income Income
Negro Negro White Negro ,Negro White

Lower
Income 30.0 50..0: 38.5 383 22.0
Negro

Middle
income 16.o .53.2 49.8 49.8 16.6 33.2
White

a

41,
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a. Classroom 2

Lower
Income 62.7 5.7 30,5 63.8 11.0 26.4
Negro

Table IV2 All Aiken ChOicet (Own Class)

Summer PrograM

Percentage Distr.ibution of Choices

Time 1 Time 2

Lower Middle Middle Lower Middle Middle
Income Income. Income Income Income Income
Negro Negro, White Num_ Negro White

Middle
Income 47.7 15.9 37.1 70.0 0 30.0
White

b. Classroom 3

PercentasiikilailoWWWONA000ek Choices

Time 1 Time 2

Lower Middle Middle Lower Middle Middle
Income Income Income Income Income Income
Negro Negro White Negva. Negro White

Lower
Income 34.2 37.8 30.6 37.4 35.2 29.6
Negro

Middle
Income 14.4 43.2 43.2 33.5 33.5 33.5
White



Table 1V-3 First Threi "Like" Choices (Other Class)

Summer Program

a. Classroom 2 Choosing Classroom 3

400Vercentag44001,1410666ii006.-Choices

Time 1 Time 2

Lower Middle Middle Lower Middle Middle
Income Income Income Income Income Income
Nro ,Negro. White_ Nam_ Negro White

Lower

income 74.2 21.2 5.3 67.5 9.0 12.5
Negro

Middle
Income 11.1 11.1 77.8 22.2 0 77.8
White

b. Classroom 3 Choosing Classroom 2

Percentage Distribution of Choices

Time 1 Time 2

Lower Middle Middle Lower Middle Middle
Income Income Income Income Income income
Negro Negro_ White Negro Negro, White

Lower
Income 80.6 4.8 14.3 70.0 0 30.0
Negro

Middle
Income 16,6 0 63.4 0 0 100.0
White

128
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Table 1V-4 "Don4t Like" Choices (Own Class)

a. Classroom 2

Lower
Income
Negro

Middle
Income
White

b. Classroom 3

Lower
Income
Negro

Middle
Income
White

Summer Program

Percentage Distribution of Choices

Time 1 Time 2

Lower Middle Middle Lower Middle Middle
Income Income oncome income income Income
12912_ Metro_ White Negro Negro White

78.0 0 22.0 91.0 9.0 0

80.0

MS&

20.0 100.0 0

Percentage Distribution of Choices

Time 1 Time 2

0

Lamer Middle Middle Lower Middle Middle
Income income Income Income Income Income
le_igLo_. Aga' White *am, Imo White

50.0 40.6 10.0 60.0 10.0 30.0

50.0 17.0 33.0 60.0 0 20.0
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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 Ob-i'er4ed

Lower Income lnk:ome

Negro White
Children Children lotal Nuwber Minutes of

of Children Observation
Classroom loll Girls las Girls Observed Per Child

1 5 7 12 10

2 3 5 1 2 11 15

3 2 3 2 4 11 15

Table IV -9

Reliab;lity of Social Interaction Codings:

Agreement Between the Two Observers in Five Minutes' Observation

of Six Children in Each of the Three Classrooms

Exact Agreement
in Codings

Disagreement in
Codings

Not Coded by
Observer 2

Classroom. Ci,iissro9--, 2
laaNna .110.1411..1160

133

Combined
Cla.isroorr 3 Classrooms

No. of % of No. of % of No. of % of No. of % of
Codings Cod i rl c2cAngs Cod i rtc s isci22111 coding coc...iiLss

3 60.0 3 42.9 5 45.5 11 47.8

0 0.0 l 14.3 4 36.4 5 21.7

2 40.0 3 42'9 2 18.2 .2._ 30.4

Total Codings--
Observer 1 5 7 ti 23



Table IV-10

Soc!Ial Interaction Frequency in the Three Classrooms

Classroom 1

All Children (Lower Income 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

All Children 1.4

134

No. of Codings Per Child

bujLitilat1201ag Period

Table IV -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 Object ----fr 22.75
Lower Income Negro Agent to Middle Income White Object 5 8.51
Middle Income White Agent to Middle Income White Object 1 3.22
Middle Income White Agent to Lower Income Negro Object 9 8.51

%2 all 4.22 Pio .10

Classroom 3
Observed Theoretical

Lower Income Negro Agent to Lower Income Negro Object 9 9.27
Lower Income Negro Agent to Middle 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

9t2 al 19.49 1:14C.005



t ##...:

A

'''`

A2
A3
A4

!1D1

02
, .

4, 1

ID4

Fl

F2

F4
WI

II

ijible IV-12

Social IriteractIon COdings Classified by Coding Category

for Each of the Three Classrooms

135

Classroom 1* Classroom 2 Classrooll
11-07'r No . ric7=

IPlay Aggression 2 6.7
Indirect Aggression 3 10.0
Verbal Aggression
Physical Aggression 5 16.7
Submission 1 3.3
Cooperative interaction 4 13.3

Diplomatic Control 1 3.3
Authoritarian Control 2 6.7
Joins Activity 1 3.3

Affiliation 11 36.7
Physical Affection
Refusal of involvement
Rejection

7 16.3 5 11.1
6 14.0 1 2.2
2 4.6,

7 16.3 1 2.2
1 2.2

5 11.6 7 15.6
4 8.9

4 9.3 1 2.2
12 27.9 22 48.9

1 2.2
1 2.2

......
1 2.2

30 43 45

* Observed each child only 10 minutes, as opposed to
- 15 minutes per child for the other two classrooms.



`Table ;V-13

a. Comparison of the Three Major Types of Social Act

in the Three Classrooms

136

Classroom 1 Classroom 2 Classroom
% il67---1--- No.Types of Social Act No.

Aggression (AO to A4) 10

Dominance-Submission (Dl to D4) 6

Affiliation (Fl to F4) 12

33.4 22 51.2
26.6 5 11.6
40.0 16 37.2

7 15.5
12 26.7
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.:.2...

Aggression (AO to A4) N.S. P <.10 P (.01

Dominance-Submission (01 to D4) P4C.10 N.S. P <.10

Affiliation (`F1 to Fit) N.S. N.S. N.S.



Appendix of Instruments Used in the Research

1. Categories for Describing Classroom Observations

2. Ratingi of Behavior During individual intelligence Testing

3. Instructions to Teachers, Goodenough Draw-a-Man TeSt

4. Length Conservation Test

5. Scoring Instructions, Length Conservation Test

6. Egocentrism Test

7. Teachers' Ratings of Behavior

8. Social Interaction Coding Categories
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Categories `for Describihg 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 those topics.

Classroom Order
General tones
Amount of control
Methods of control
What are the rules?
Consistency of rules (in one teacher, or among teachers)
Meaningfulness of the order to the children

Do they understand the rules?
Are the rules in accord with their concerns

Classroom Structure
Supervised vs. unsupervised activities

Proportions of each
Nature of each (content, duration, comp) icy, social

orgenization)
Is.supergision continual?

Typical size of group--and amount of shiftingP:i
To what extent does classroom social structureirevolve around the

teacher?

Teacher's instructional and Emotional-Social Behavi4 (For each of these
topics, how do the children react?)

Attention to individual children
Duration
To whom
Content

Consideration of individual children
Awareness of problems and feelings
Encouragement, support

Encouragement of personal responsibility
Method
Circumstances

Encouragement of parsonal initiative
Method
CircumstancesV

Verbalization
Teacher verbalizes

Frequency
Complexity
Topics
To group or individual?



a

139

Categories for Describing Classroom' Observations

(Continued)

Teacher encourages children to verbalize
Method
Context

Teacher discourages verbalization
When?
How?

Content of material taught
Instruction

Giving information
Structuring problems
Is teacher successful, in these activities, in getting

idea across to the child?
Clarity, simplicity, from your point of view

Encouraging children's Self-expresskm
Does teacher achieve this?
What is the nature of the self-expression?
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instructions to Teachers

1_ Goodenough Draw-a-Man Tist

101

!nstructions to children:

l4

"Make me a picture of a man. Make the very best man you can."

Children should be seated, with pencil and paper, When instructions are
given. Pencils should have erasers.

If necessary, encourage individual children t' finish drawing, to do
their best--but do not praise any child. Use care in suggesting that a
child finish his drawing. 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 chile draws just a face, say "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 if the additional instruction was
given.
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Length Conservation "Needs ta r t Reseltch Form

Material: 4' and 4k" sticks

1. Here are two sticks (one red 4" and one blue Lik", placed

parallel to child's line of sight, with ends farthest from

child aligned). One is bigger than the other--one is

longer. You don't need to show me, but can you see that

one is bigger than the otherl

Yes No

Now put them like this (place finger in center of red stick

and slide it toward child so that it extends about i" beyond

other stick). Now I want you to show me, to point to, the

bigger one, the longest one.

Picks longue," blue: move to Q3

Picks shorter red: move to Q2

2. (Give this question only if picked shorter on Question 1)

(If pieces have been moved so that red stick is not advanced

toward child, replace them in this position.) You told me

this was the biggest one (point to red). (Place finger in

center of blue stick and move it toward child so that it

extends about i" beyond other stick.) Now show me the big one.

Picks blue stick: move to 2a

Picks shorter red stick: move to 2b



Length

1:3

so

Gray%

Pidlow

Conservation (Continued) 146

a. ALibtlbaiirlOVIC110.Serl: (Replace sticks in original

positioi, with ends fartheit from child aligned, and then

move rod stick toward child so that it extends past blue)

Before you said this (point to red) was biggest. Now (move

blue stick toward child so that it extends iv' beyond other

stick) you say this (point to blue) is bigger. Do they rediiy

change bigness?

How is that?

b. If shorter red stick is again chosen: (Move red stick toward

child so that ends of stick farthest from hild are aligned.)

You said this (point to red) was biggest. Is it biggest now?

Do they really change bigness?

Akm121.2gtaittaig.

3. only

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

other; one is longer. You don't need to show me, but can you

see that one is bigger than the other?

Yet No



\34...17) *j'

length Conservatiw(Continued) 147

til Now I put them like this (place finger in center of green

awl
Gtivol

stick and move it away from child so that it extends about

I" beyond the yellow stick.) Now I wont you to show me, to

point to, the bigger one, the longest one.

Picks longer yellow stick: move to Q5

Picks shorter green stick: move to Q41111111110111111110

4. IDYe 0 t if IC IOW shorter reen on ties t on

(if pieces have been moved so that green stick is not advanced

away from child, replace in this position.) You told me this

(point to green) was the biggest one. (Place finger in center

of short green stick and move it toward child so that it ex-

tends e beyond other stick.) Now show me the big one.

Picks longer yellow stick: move to 4a

Picks shorter green stick: move to 4b

a. If lon allow stick is now said to be bi er: Before (replace

sticks fn.original position, with ends closest to child aligned,

and then move green stick away from child) you said this

(point to green) was biggest. Now (move yellow stick away from

child so that it extends i" past other) you say this (point to

yellow) Is bigger. Do they really change bigness?

Now is that?

Move to Question 5.

b. If shorter green stick i a ain icked:
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23 (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 biggest now?

Do they really change bigness?Gray%

litlow

22

Move to Q5.

5. Here are two sticks (one red 4", one yellow 41", randomly

arranged, non-parallel). Show me the bigger one.

Imommumnr.
Picks longer yellow stick

Picks shorter red stick

Measures
.1004WMOOMM

Show me how you can tell which is bigger. Now can you make

sure?

If no measuring: If I thought this (child's non-choice) is

the bigger one, how could you show me it's not?

Give this_q,estion only if picked longer sticks consistently on

preceding.) Rind segment: 2 segments, one red of 2", one blue

of 2k" (across bottom Arc). Here are two boards. (Bigger blue

one at bottom.) Can you see that one is bigger than the other?

Measures

Yes

No

Now watch. I change their places. (Lift red and place it below

blue.) Now show me the one that is bigger.

Chooses bigger top blue: move to 6b

Chooses smaller bottom red: move to 6a
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a. If Chooses smaller bottom red: Now look, this (the red on

149

bottom) Is biggest. Now I put it here (on top). ;1 it still

the biggest? or is it smaller now?

Now is that?

If says blue is now bigger: Did it really change from big to

small?

Move to Question].

b. If chooses top blue: Now did you know that it was bigger?

Did it look bigger?

Move to Question 7.

7. Now can you tell for sure which is bigger?

If no measuring: If I thought this (child's non-choice) is

the bigger one, how could you show me it's not?

SCORING

1. Measures

2. Conserves on sticks (no incorrect responses)

3. Conserves on ring segments (no incorrect responses)

Level 1:

Level 2:

Level 3:

No measuring, no conservation.
Measures, no conservation.
Measures, conserves on sticks, does not conserve on ring segments.

Level 4: Measures, conserves on sticks and ring segments.
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SCORING LENGTH CONSERVATION
tl

+: Picked longer blue
- : Picked shorter red (reverse illusion)

Q2: +; Picked red (conserves choice)
- ; Picked blue

Q3: +: Picked longer yellow
Picked shorter green (regular illusion)

44: +: Picked green (conserves choice)
- : Picked yellow

Response Pattern is designated by number as follows:

1

2

3

4

5

- Nonconservation, regular illusion

Nonconservation, reverse illusion

Partial conservation, regular illusion

Partial conservation, reverse illusion

Total conservation

1. Discriminates correctl

+: 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 there 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



o's
Scoring Length Conservation (Continued) 151

c. Alignment of ends with sticks flat on table or stood on end
d. Uses hinds as measuring device
e. Uses verbal concept of measuring';

Any of following:

a. No indication of measuring
b. Shoving sticks together in advamed position
c. I don't know

3. Conserves at least partially

Response patterns 3, 4, 5

Response patterns 1, 2

ramiliatirr

4 Believes change is not real

+: Response pattern 5
Says no to questions about whether they really change

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
ft
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SCORING RING SEGMENT PORTION
OF LENGTH. CONSERVATION TEST

Q6: +; Chooses blue
-: Chooses red

6a: +: Chooses red
-: Chooses blue

Response Pattern is designated by number as follows:

ka.
1 - - Nonconservation

2 - + Partial conservation

3 + Total conservation

1. Totally conserves

+: Response pattern 3

-: Response patterns 1, 2
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mill

ANCONA RESEARCH PROJECT

EGOCENTRISM TEST

Name

Date =1I1

Examiner

Materials: paper house, one side with windows but no door, and

one side with door but no windows.

1. Here is a house. Look at it carefully, and then I'll 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 only see side with door.)

Does the househave windows? Yes No

Does the house have a door? Yes No

Does the house have a tree by it? Yes No

Do I see the windows now? Yes No

Do I 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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AGGRESSION (A)

AO Play aggression. Engaging in a playful manner in actions which are

aggressive in form. The playful quality is clear to the observer

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. Includes play which has simply become overly

vigorous and play which is intended to be mock-aggressive.

AI Displaced or objectless asamssion. Aggression directed to physical

objects not belonging to another child, such as dolls, toys, etc.

Also includes verbalized aggression without specific objects.

A2 inclimstmallsion. Attempt to achieve the discomfort of another

through belittling him, enlisting others of the group to act

aggressively towards him, pointing out ei real or fancied deviation

from rules to an adult (e.g., "Teacher, he threw a block at me.")

A3 ye112122=12122. Name-calling, threats, etc., which may be

accompanied by gestures, but not actual physical assault. Can

be in retaliation for real or perceived injury, physical or verbal.

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 property

of another.
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DOMINANCE (SUBMISSION)

DI Submission. Obeys direction from others without trying to direct

or influence the other.

D2 Cougrative interaction. Cooperation, discussion about common

activity, mediation.

D3 Diplomatic control. Use 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.

04 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
1

Joins activity. Joins others engaged in activity where it does net

appear that child is Intending only to join teacher.

F2 Affiliation. Approaches other in order to, and does, engage in

verbalizations involving getting or giving attention, help, and

social respone from the other.

F
3

Verbal affection. Says "I like you," "Do you like me?" "I m your

friend," etc.

F4 plinialfflEtion. Holding, kissing, hugging, etc.

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.
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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.

REJECTiON (R)

R Rejection. Verbal rebuff of the social advance of another child.

(e.g. "You can't play with us.")
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