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PREFACE

The problem under study in this demonstration project
is currently receiving a great deal of attention. There is
widespread acceptance of the need to evolve new curriculum
patterns and teaching strategies in the schools to reduce
the deficits in conceptual and language ability of a sizeable
segment of the young population in depressed areas.

The researchers chose to study innovation in curriculum
development and teaching strategies in a naturalistic setting
which reflects the conditions of learning.and teaching in
inner-city schools. It seems likely that findings which
emerge from demonstration studies like this one will have
relevance to teachers of young children, in addition to
furnishing detail needed for experimental studies.

The researchers are indebted, for substantial cooperation
and support, to many colleagues on the staff of P. S. 282

Brooklyn, of the New York City Board of Education: Miss

Jenny Montag, Principal, for her sustained interest and support

in facilitation of key aspects of the project; Miss Lois

Jacobson, teacher of the demonstration kindergarten class, for
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her deep involvement and enthusiastic participation in | .
realizing the plans of the program; Assistant Principals,
Mr. Bernard Levensocu, and Miss Margaret Gilboy, and
Mr. Venancio Medina, Spanish Coordinator.
The researchers are grateful to other New York City
Board of Education personnel who facilitated and supported

this project, including Mr. Maurice Mehlman, Assistant

Superintendent, District 25-27 in Brooklyn, Miss Ann Goldstein,

the Language Arts Coordinator in this School District,

Mrs. Rebecca Winton, Director of the Bureau of Early Childhood
Education, and especially Mr. Victor Spevack of the Bureau of
Audio-Visual Instruction. 1)
é Mr. Irving Carlin, and Mrs. Ruth Rosenfeld, Princip#l

and Teacher, respectively of P. S. 157 Brooklyn made it possible

] to test a comparison class of kindergarten children.

The researchers would like to express their sincere

appreciation to the administtations of the Department of
Education of Brooklyn College of the City University of New

York and of Teachers College, Columbia University for their

cooperative support of this project.
Rose Mukerji

Helen F. Robisen
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CHAPTER 1

Purpose and Scope of Study

Current research increasingly emphaslzes the pre=-school
and early school years as the criltlcal period for language
and concept development. Success in reading and in reaching
satisfactory achievement in all content areas of the school
program appears to be impossible without a stable grasp of
needed concepts and the concomitant skills of verbalizatlon
and communication.
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The Problem

3 Children from disadvantaged urban communities are slg-
™ nificantly less equipped with language skillls and conceptual
1 formulations when they enter kindergarten than children from
& middle-class environments. While pre-kindergarten educatlon
b is greatly to be desired and encouraged, especially in ex-
,§J perimental programs, there continues to be an urgent need
3 to determine how the critical kindergarten year 1in school
can be designed to contribute to a substantial reduction of
the cultural and conceptual gaps in the development of dis-
advantaged children. The school holds the most promise as
the agent which can offer needed background and experiences
to deprived, urban children in order to overcome learning
deficits and to help them develop efficient learning stra-
tegies, The problem, primarily, concerns the development of
more appropriate curriculums and the aemcomitant changes in
teaching behavior required.

f Related Literature

Plaget's theory of the child's intellectual development,
, through successive stages of equilibrium of adaptation, em-
4 phasize8 the child's actions and manipulations as his method
of accommodating the ego to the realitlies of the environmment,
His focus on the transitions between one stage of intellectual
development and the next highlights the cruclal role of the
child's experience in forming the structure needed for




functioning at higher levels.,l Hunt concludes from his
study of Piaget that the rate of the child's intellectual
development is to a considerable degree a function of the
child's encounters with the environment,?2

Flavell's interpretation of Piaget includes the im-
plication for teaching that the chilld should first work in
the most concrete and action-oriented context possible,
manipulating objects himself to "see" the principle operate
in his own actions. Then, says Flavell, Plaget would have
the child progressively internalize and schematize the idea,
reducing perceptual and motor supports and moving from ob=-
jects to symbols of objects and from motor action to speech.3
White's theory of competence motivation also supports a high
level of active interaction with the environment and offers
the concept of “"effective motivation," involving satisfac-
tion or a feeling of efficacy in transactions in which
behavior has an exploratory, varying, experimental charac-
ter and produces changes in the stimulus field.

Almy, replicating some Piaget tests of childrent's think-
ing, found children in day care centers in low socio=economic
areas functiocning at distinctly lower levels than middle-class
children of the same age.S Martin Deutsch, studying the
effects of cultural deprivation in three and four year olds,
has detailed the poverty of perception, information and

1. Jean Piaget, Logic and Psychology, New York, Basic

Books, 1960; The Psychology of Intelligence, Paterson, New
Jersey, Littlefield Adams, 19473 Judgment and Reasonling in
the Child, New York, The Humanities Press, 19623 Play, Dreams
and Imitation in Childhood, New York, W.W. Norton Co., and

with Barbel Inhelder, The Growth of ILogical Thinking from
Childhood to Adolescence, New York, Basic Books, 1958.

2. J. McV., Hunt, Intelligence and Experience, New York,
The Ronald Press Co., 1961, D. 358.

3. J.H. Flavell, The Developmental Psychology of Jean

Piaget, New York, Van Nostrand, 1963.
. Robert W. White, "Motivation Reconsidered: The Concept

of Competence," Psychological Review, 66, No. 5:297-333, 1959.

5, Millie Almy and E, Chittenden, "Young Children’s
Thinking: Understanding of the Principle of Conservation," -
presented at the Biennial Meeting of the Society for Research
in Child Development, Berkeley, 1963.
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understandings of these children.6 He is testing an hypo-

thesis that "early intervention by well-structured programs
will significantly reduce the attenuating influence of the

socially marginal environment."

All the foregoing point to the need of the disadvantaged
five-year-olds to experience a kindergarten curriculum which
will help to compcnsate for prior experientlal deprivation
and the need for guldance which will facilitate the concep-
tual and language growth required for academic success,
Bruner has contributed the focus on key concepts of the
disciplines and on learning the ways of knowing of the
scholars as the vehicle for more efficient curriculum build-
ing and for maximizing the efficiency of learning stratezgies,”
He has stimulated many research projects and experimental and
denonstration programs in several disciplines which are con-
cerned with delineating key concepts, developing curricula
and materials and longitudinal school programs., Very little
of this research has taken place at the kindergarten level
and practically none has been directed to deprived five-
year-olds.,

Wann's recent study documented the ways 1ln which young
children collect facts and try to use them for generalization
and deduction.9 Two recent doctoral studies of concept de-

6. Martin P, Deutsch, "The Disadvantaged Child and the
Learning Process," in A, Harry Passow (Ed.) Education in
Depressed Areas, N.Y., Teachers College, Columbia University,
1963, pp. 163-167.

7. Jerome S, Bruner, The Process of Education, Cambridge,
Harvard University Press, 1960; On Knowing, Egsays for the
%ﬁgt HandéZCambridge, The Belknap Press of Harvard University

ess, 1962,

8. Programs now being developed, or recently completed,
include a Curriculum Study Center at the University of
llinnesota in the social sciences, the llinnemast program at
the same university in mathematics and science, the Senesh
economics program, the Greater Cleveland program in mathe-
matics, and others,

9. Kenneth D, Wann, iMirian Selchen Dorn and Elizabeth

Ann Liddle, Fostering Intellectual Development in Youn
Children, Teachers College, Columbia University, 1962,
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velopment with middle-class kindergarten children indicate
some of the activities, experiences and strategles success-
fully employed and some of the concepts which can be learned
by five-year-olds.l0 The problem is to adapt these findings
to the learning needs of children in kindergarten in deprived
areas,

The theories and research cited indicate that children's
curiosity and satisfaction in active play and manipulation
can be encouraged in a program which stimulates and achileves
needed activities in selected environmental areas and which
guldes the activity and play toward verbalization, communica-
tion, categorization and analysis, generalization and logical
thinking through planned and structured classroom activities,

Focus of Study

The study was proposed to demonstrate a kindergarten
program for disadvantaged chlldren which would strengthen the
curriculum in its emphasis upon language grcwth, concept de-
velopment and symbolic representation. It recognized the
important contributions of child development to programs for
young ¢hildren and elected to retaln many desirable features
of the existing kindergarten program., It also limited the
scope of the project to that part of the curriculum desig-
nated as soclial studies and mathematics, primarily, within
a highly integrated curriculum pattern characteristic of
general kindergarten practice., Emphasls on language growth
was seen as an overarching aspect of the curriculum since
language was conceived as an essential means of encoding
and decoding experience and communicating ideas and feelings.
Therefore, all language activities were to be integrally re-
lated to the variety of experiences of kindergarten living. .
It would, of course, be impossible to isolate completely the
soclal studies and mathematics aspects of the curriculum, but
the study was planned to focus on these facets of children's
learning.

10, Helen F. Roblison, "Learning Economic Concepts in the
Kindergarten," Doctor of Education Report, N.Y., Teachers
College, Columbia University, 1963, typewritten, and Bernard
Spodek, "Developing Soclal Science Concepts in the Kinder-
garten," Doctor of Education Report, N.Y., Teachers College,
Columbia University, 1962, typewritten,
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A second focus of the study was the teaching methodolo-
gles of the kindergsarten teacher, The project engaged the
teacher in a detailed and thoughtful consideration of the
coals of the demonstration project as a basis for developin:
the beaching strategies needed to accomplisn these goals,
Because the teacher was not responsible for formulating the
study, frequent and sustained interpretation of the goals of
the project was required by the researchers, Contlnuous
evaluation of procedurss and methodology was also required
to develop more congruence between goals and procedures.

The study was concerned with demonstrating teaching msthoaol-
ozy required by the zoals and in identifylag some of the
problems involved in such a process of change,

Cooperative relations with parents were seen as having
an important impact on efforts to strengthen the kindergarten
curriculun and its educative impact on the children, TIhere-
fore, a concomitant aspect of the study was concerned with
the development of relations with the parents of the children
in the demonstration class, to enlist their involvement in
their childrzsn's education., The common difficulties in
establishing helpful working relations with parents in
neighborhoods in deprsssed urban centers were encounters=d
in this situation.

In summary, the two-pronged focus of the study related
to the curriculum with primary empnasis on social studies,
mathematics, and language, and to teaching methodologzy, with
related emphasis on parent involvement,

Setting

The setting for the study was a single kindergarten in
a public school in New York City which was designated by the
New York City Board of fducation as a "special service"
school. The term applies to schools which are characterized
by various factors indicating cultural and economic disad-
vantage.ll The plant itself is new and modern, having besn
buil: in 1963. It was overcrowded to the extent that the
lower primary grades were on double session, The kinderzarten

cx:>was one of three in the school, These weres light, cheerful,

PS 00

11. Thes ethnic groups represented in the school were
roughly one-tnird Negro, one-third Puerto Rican, and one-
third other, including Italian, Greek, Jewish, and Chinese,
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well-equipped classrooms with furniture and basic materials,
but small in area. Although these classrooms were in the
basement, they were at zround level, with direct access to
the school playgrosund.

Ihere was a single tzacher for a class of twenty-five
children whose school day ran from 8:40 to 11:50 a.m. This
teacher also tauszht an afternoon class which vias not involved
in the project, As a special service school, additionzl pro-
fesslonal staff was available on a regular basis. Anothar ]
teacher, designated as "Other Teaching Personncl" was res- ]
ponsible for the children for one hour on each of two days
per week., Durinz this period, the regular teacher was re-
liz2ved of classroon duties, with time for pPlanning and
4 preparation. Only the classroom teacher was involved in
% the study.

Fopulation

: There were twenty-five children in the demonstration N
i kindergarten who, at the beginning of the study, had a median ;
: age of 5 years, 1 month, There wers fourteen boys and eleven
girls, lore than half of the children spoke Spanish, While
most of these children were bi-lingual, several children had
English speaking vocabularies of very few words. The com-
parison group, in another school, described in Chapter III,
was used only for comparing standardized test results and

the results of a brizf vocabulary test.,

Results

3 As a result of the demonstration procject, considerable
detail is now available to identify and describe the curricu-
lum changes, teaching methodologies and some of the other
vital components seen as required by more fruitful programs
for disadvantaged kindergarten cnildren, The researchers

are eager to share their findings, insights and detailed
program descriptions with the many teachers and researchnars
wno are studying these challenging problems, in the hope

that many such exchanzres will prove productive in helping to
shape appropriate curriculums for thesa children,

The project indicated that considerable progress in
3 changing teaching behavior is possible, but that the process
! is slow and developmental and, like the young child's con-
ceptual growth, can not be expected to put fortn definitive -
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and final forms of end-products on demand. The need to hasten
the process of changing teaching behavior must challenge more
creative innovation in this area than has yet developed.
Another area that has urgent need of improvement lies in the
school's relationships with parents in disadvantaged commu-
nities. More and better trained personnel and different
conceptions of relatlionships and functions are in order. If
a young child is forced to attend school when he is 1ill be-
cause both parents work and cannot afford to lose hourly-
rated pay, there must be avenues developed to deal with such
common problems which do not penalize the school, the teacher,
the parents, the sick child or hls classmates. It 1s 1n areas
such as these that friction develops between school and home.,
Somehow, the community must approach the problems of 1its
children with better comprehension of thelir real needs and
more appropriate remedies for their 1lls, '

The curriculum developed in this project, which is de-
scribed in detalil in succeeding chapters, appeared to be
stimulating to and productive for the teacher and the child-
ren. As with any developmental curriculum, no matter how
detailed its goals, content, materials and methodologiles,
there was considerably less than perfect congruence between
the plan and the product. Filtering a program through the
perceptions and abilities of any classroom teacher results
in one which differs in some important respects from the
blueprint design. The program would, therefore, be differ-
ent in some important respects for each teacher who might
desire to implement it., The researchers are convinced that
wherever there are substantial aspirations for the goals of
the curriculum proposed here, a dynamic influence can be
exerted toward improving the realitles of programs for
young children.

While test results reflected some advantage for the
demonstration group over the comparison group, the greater
English language problems in the former tend to vitiate the
comparisons. On balance, the data give promise for productive
results in conceptual growth of disadvantaged kindergarten
children, despite severe language disabilities, with lndlca-
tions that these also were notably diminished, It is only
possible to speculate how much the test results might have
been influenced had there been earlier changes 1n teaching
behavior and more consistent applicatlon of the teaching
strategles proposed for the demonstration, It is possible
that test results will not reflect such changes in teachilng,
except over long periods of time., It is possible that tra-
ditional programs and teaching behaviors in primary grades
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may counterbalance kindergarten gains, so that, in the end,
nothing is gained. It 1ls also possible that productive

teaching strategies in the kindergarten may help many dis-
advantaged children achleve permanent beneflts, which sub-

sequent teachers may be inspired to maintain and to culti-
vate.
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CHAPTER II1

Evolution of Pilot Project

In preparation for the demonstration project, a pllot
study was undertaken for five months ln the spring of 1964,
Its aim was to facilitate the realistic selectlon of specl-
fic concepts and a range of experiences on-which to bulld
a kindergarten curriculum based on significant concepts of
social studies and mathematics with particular emphasis on
language growth., The pllot study also helped to locate the
school and personnel which would support the alims of the
project.

The researchers located an administrator of a "speclal
service" mchool in New York City who was enthusiastic about A
basing the project in her school. A supportive and interes- 3
ted principal was considered of prime value in facllitatlng
the introduction and development of the.project, This turn-
ed out to be a correct estimate, One of the kindergarten
teachers in the school was selected and agreed to serve as
the teacher in the project. It was intended that the same
school and personnel would be involved in both the pllot
study and the demonstration project which was to follow in
the academic year of 1964-65,

Personnel

The kindergarten teacher was licensed in early childhood
education by the State of New York and was on tenure as a
regularly appointed teacher in the New York City public school
system, She had five years of kindergarten teaching experience.
The principal, who met with the researchers and the teacher
on a regular basis, participated in planning sessions, parti-
cularly as they related to facllities, scheduling and person=-
nel, and generally supported the purpose and growth of the
project., The assistant princlpal participated in some con-
ference sessions and extended help, particularly for audio-
visual requirements of the project. The Spanish coordinator
agssisted in translating at meetings of the kindergarten pa=
rents, and for newsletters., The reading coordinator of the
district represented the assistant superintendent as an ob-
gserver and participated in a few planning sesslons,
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The Bureau of Audio-Visual Instruction of the New York
City Board of Education cooperated very effectively in pro-
viding photographic and audio equipment, with active parti-
cipation by one staff member 1n photographing the children
both on trips and in the classroom, and advising on audio-
visual problems,

Subjects

The single kindergarten class of the pilot study was
composed of twenty-five children. The ethnic groups repre-
sented were Negro, Puerto Rican, Jewish, Greek, Italian and
Chinese. Despite a very high turnover rate of children in
the school, recently estimated by the principal to be 97%,
there was very little change in the kindergarten groub.
Only two children left and were replaced during the term.

Pilot Study

The pilot study made it possible to develop procedures
that could be tried out and evaluated, as well as materlals
that could be refined for more efficient use in the demon-
stration project. The researchers, who selected the objec-
tives and the hypotheses of the study, found them relevant
for retention in the subsequent demonstration phase of the
study. Briefly, it was hypothesized that kindergarten
children can be helped to develop efficient learning stra-
tegies utilizing the beginnings of key concepts in socilal
studies and mathematics, and various forms of verbal symbol-
ization and symbolic representation through selectively
structured experiences and play activities.

Key Concepts

Concepts were selected to give dlrection to the content
of the curriculum to be developed as follows:

A. From soclal sciences:

1. Interdependence as a characteristic of our so-

clety

2., Specializalization as a characteristic of our
soclety ¢

3, Cultural pluralism as a value in our democratic
soclety

L4, Map concepts
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B. From mathematicg:

1. One=~to=-one correspondence
2. Cardinal numbers and rational counting
3. Numerals

. Denominations of money

C. From lanzuages

1. Names, labels, vooabulary
2. Fluency of communicatlon
. language structure, sentence form
. Esthetic quality, expressiveness, colorful-
ness, affective qualities of oral language

D, 8 c enta ]

1. Map concepts
2, Signs, labels

Topic or area of study

It was recognized that the selected concepts could not
be taught directly as abstractions to kindergarten children.
It was therefore necessary to develop the beginnings of these
concepts through specific topics or areas of study that would
have interest and meaning to young children. A sampling of
appropriate topics or areas of study might have included pro=-
viding for families' food needs, transportation, communication,
and community services. The first of these, "providing for
families® food needs®™ was selected for the exploratory phase
of the study. ,

Sub=concepts

On the basis of the selected topic or area of study, sub-
concepts were formulated in such a way as to facllitate specl=-
fic planning with the teacher. A few examples of sub-concepts
which related the topic of "food® to the three selected social
science key concepts will illustrate this procedure,

Interdependence

1, New York City families buy food from different kinds
of food stores.

2., Some stores sell only one kind of food, such as meat
or frults and vegetables,
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3, Many big supermarkets sell almost every kind of food.

Specialization

1., In big supermarkets, different Jjobs are done by dif-
ferent people.,

2. In big supermarkets, there are usually a manager,
stock clerks, butchers, checkers, and often delivery
boyS . :

Cultural pluralism

1. In New York City there are so many famllies whose
ancestors come from different countries that there
are many stores which carry the kinds of foods .which
they like and are used to eating.

Map concepts

1. Areas in the city can be located by distance and
direction.

2. A picture can be made of different parts of the city,
or of the world. Such a picture is called a map and
uses scale, distance and direction. "

Guidelines

In Xeeping with major developmental principles about
children's learning and conceptual growth, the study featured
play and exploration by individual children as a major learn-
ing method. It provided intellectuval stimulation through an
expanded environment, trips, manipulative materials, audlo-
visual materials, and a setting rich in verbal stimulation
and symbolization.,

Some preliminary goals were set in helping kindergarten
children to develop concepts., These goals dealt with helping
children to gather information, to use the information they
gather, to begin to develop skills of logical thinking, to
improve communication skills, and to lmprove auditory and
visval perceptual skills,

There was some exploration of ways to reach the parents

of the children in the class, to enlist their help in the edu-

cation of their children. The help of the Spanish Coordina-
tor was sought, particularly in making contact with Spanish-
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speaking parents in the group. Specific suggestlons were
prepared for the teacher to be used during individual and
group conferences with parents, relating to "Things to do
with your child," such as" "Talk to him about what he 1s
doing at school to help him improve his speech," and "When
your child brings a book home from school, read 1t to him
or talk about the pictures with him.," It was also sug-
gested that parents, "Help him to learn the names of money
coins, such as penny, nickel, dime." The Spanish Coordl-
nator was to be avallable to translate as needed during
parent meetings and conferences. In order to maintain con-
tact with those parents who were unable to participate in
school-time events, plans were made to reacn them by a
kindergarten newsletter on a regular basis., The principal
was particularly interested in this facet of the program
since it coincided with her sustalned efforts to build
strong community relatlons with her school and to serve
the parents as well as the children in the school.

Tests

The researchers required evaluative instruments that
would be specific to the alms of the project., They devlsed
a test of vocabulary related to understandings about "food,"
the topic to be pursued, using color prints and models of
fruit and vegetables., A test of money identificatlion and
equivalence and of the concept of change~making was also
devised, All tests were administered individually. The
chief purpose of these tests was to discover the problems
involved in formmlating and utilizing speclally constructed
tests for children who are deficient in the English language
and who, in many cases, speak English as a second language.
Tests of verbal skills were also developed in the form of
transcribed tape-recorded interviews with one or two child-
ren,

Procedures

The researchers formulated the pilot study, determined
the key concepts to be used, and gathered and interpreted
the observational and test data. During regular weekly con-
sultations, the teacher, with the researchers, planned for
the on-going curriculum, The teacher initiated and carried
out the plans. At times, the researchers acted as assistants
e to the teacher and as resource personnel. The part of the
: program under study was conceived as a related part of the
total curriculum of the kindergarten.
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Analysis of Pilot Study ' “

, The findings of the five-month pilot study tended to
confirm the nature of conceptual and language deficits which
had been anticipated in the statement of the problem which
preceded the study. It confirmed and illustrated deficlen-
cies in knowledge and understanding of class concepts, in
categorizing and classifying objects into defined classes,
There was ample evidence of a paucity of vocabulary, lack of
fluency and lack of forms of standard English usage,

Strengths

It was evident, from the pilot study, that the basic
approach of basing a curriculum for disadvantaged kinder-
garten children on key concepts was a promising one for both
the improved education of the children and the potential for
changing teaching practices to meet the special needs of
these children., The key concepts served as a rellable
foundation on which to determine learning goals that were -
important for current, as well as future, understandings in
the educational experience., The development of specific
sub-concepts on the basis of a selected topic or area of
study was particularly useful in giving direction to more 3
specific curriculum planning by the teacher. It enabled
her to determine the materials, equipment and activities
which would be useful in helping the children grow toward '
the desired learning goals, The clearly-stated sub&concepts ‘
also provided a base against which to analyze the data which
were gathered through observational records and tape-record-
ings. These data, shared in regular conferences by the 3
researchers and the teacher, were useful in glving direction f
to the developing teaching-learning process.

In the established procedures which the teacher initiated
to carry out the program with the children, she felt suffi-
: cient freedom to use her own ingenuity in her teaching role,
4 She was particularly inventive in devising play materials
: for the children and in capitalizing spontaneously on edu-
é cative opportunities as they arose, The sustained interest
and encouragement of the principal and the asslistant princi-
: pal were of great value in providing professional support to
3 the teacher.

As for the children, it was found that a close inter- -
relationship of work on concepts, language, and structured
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experience with expanded opportunities for manipulative and
play experlence was a promising pattern of programming, The
children's need for spontaneous play and free exploration

of new materlals was revealed over and over agalin whenever
new materials were introduced. It was only after this self-
determined manipulation of materials was satisfied, that
these could be structured for further learning of a more
complex nature. The chlldren responded with enthuslasm to
the new activities which were tried out and these appeared
to have the desired stimulating quality.

Problems

Several problems related to the development and use of
specially devised tests were apperent, It was found to be
very time-consuming to gather and prepare materials for the
tests. Since, in the case of the vocabulary test, the se-
lected words needed to be based on the toplc or area of _
study, it was necessary to explore the topic with the child-
ren sufficiently to determine whether 1t might be a base
through which to approach the beginnings of key concepts.

By the time such interest 1s manifest in the class, it may

be too late to gather and produce the appropriate photo-
graphs and models for testing purposes, Whlle a more general
vocabulary list could obviate these considerations, it would
fall to provide feedback on chlldren's vocabulary. comprehen-
sion growth attributable to school learning.

There were problems in gathering data during the on-
going program of the kindergarten class. The observational
records provided the richest source of data but, in a free=-
flowing play period, with many groups, shifting personnel,
and numerous activities in which to record simulfaneously,
the difficulties are obvious. Since the researchers were
avallable on the average of three days a week, 1t was not
possible to secure the complete picture which might have
evolved through dally observatlon.

Although the teacher was encouraged to keep observational
records, she found this unacaustomed way of working difficult.
For the most part, her notes served to recall some event which
she reported verbally to the researchers, Before the pllot:
study, the teacher followed a more conventional kindergarten
curriculum which provided that a new "center of interest" be
developed every week or every alternate week. The pilot
study offered a new experlence to engage in sustained planning
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around a single topic, elaborating it in line with identi-
fied needs as revealed by an analysis of recordsd observa-
tion. When the records showed that children continued in
their misconceptions and ignorance of material that had been
weovered" in group discussion, the teacher was somewhat dis-
turbed. It made her question her established way of teach-
ing, of moving quickly from topic to topic under the assump-
tion that children were learning at the rate at which topics

changed. The teacher began to question the childrents ability

to learn. Although this self-questioning was, in reality, a
great strength of the pilot study, 1t also created problens
of uncertainty in the teacher.

The least developed part of the pilot sbtudy was the
anticipated work with parents. Aside from one speclal
meeting with the parents, there were few opportunities to
establish closer relations with them. Some mnaterials were
prepared for them and sent home, describing some of the
interesting phases of the kindergarten program, Theilr
help was elicited in stocking the kindergarten store with
empty cans and boxes and in providing money and shopping
requests for real shopping trips. But the study raised many
questions about establishingz cooperative relations with pa=-
rents. These questions were seen as guides for this aspect
of the children's education in the demonstration project,
The following questions were raiseds

1. How can the parents' cooperation and interest in
their children's education be fostered?

2. How can parents be helped to develop some specific
techniques to help children, as (a) reading to
children? How can books be made avallable? Could
the PTA take leadership in finding some good solu-
tions to this problem? How can the public library
help? (b) talking to children. (c¢) providing ex-
periences for children through trips and community
provided experiences and activities. What kind of
after-school, week-end or summer experiences are
available to children in this community? What
social agencies, church or municipal agencies are
there which might take the initiative to develop
more activities and experiences for children in the
community?
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3., How can the school's desire and ability to help
families in thelr encouragement of children's edu-

cational pursults be conveyed to parents? How can
the school reach more parents for individual and
group conferences? How can the school enlist actlve
parents to help reach and communlcate with other pa-
rents who are unable or unwilling to attend school
meetings and conferences?

4, What kinds of educatlonal experiences can the school
offer directly to parents which would increase thelr
abllity to encourage thelr children's interests in
academic work?

Implications for Curriculum Change and Teacher Growth

The experience galned from the pllot study pointed to
some implications for developing compensatory curriculums
for disadvantaged kindergarten chlldren, It appeared that
promising content for such a curriculum can be based on key
concepts within the various disciplines, when they are
translated to a level which can be understood by the child-
ren and which can be of interest and of significance to
them,

Wwhen the teacher utilized clues from the children's
responses and play as the basis for gulding them toward
clearly selected and understood goals, the chlldren showed
evidence of increasing thelr knowledge in line wlth these
goals. The general design of studying.a toplc over a long
period of time, in contrast to the more usual weekly or bl-
weekly units, provided changing patterns of children's in-
dependent play with the teacher's structuring of actlvitles &
to meet observed needs. Alternating structured with less ]
structured activities gave the children freedom to practice :
and incorporate into thelr play those more complex 1ideas and
more advanced skills which had meaning for them, This sug-
gested that the nature and timing of the teacher's interven-
tion can help children advance in language and conceptual
growth., It also inplied that long periods of tilme, measured
perhaps, in months, semesters, or even longer, are needed to |
allow for really meaningful learning to take place, provided 1
specific planning serves to advance individual children within
the group toward important lzarning goals.

©
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Contrary to a view often expressed about disadvantaged
young children, the children in the pilot study demonstratied
s remarkable capacity for listening attentively and carrying
on group dlscussions for relatively long periods of time,
“hen the content was stimulating and significant to then,
they were able to sustain their interest for periods of
thirty to forty minutes. This evidence appeared to place
the burden of attentiveness or non-attentiveness on the
content of the procram rather than on the inherent nature
of disadvantaged children.

Perhaps one of the most challenging implications was the
jdea that teachers can play a more active and effective part
in stimulating new activities, providing broadening exper-
jences, acting as models, and building bridges between child-
ren's purpeses and intellectual goals of the school within
a context that supports the values and goals of healthy per-
sonality and child development.

Development of Demonstration Froject

As a result of the experience in the pllot project, a
vocabulary definition test was developed which could be
quickly determined as soon as the teacher had selected a new
topic for focus during the year of the demonstration study.
The teacher wag asked to choose between repeating the fobcus
of the pilot study or selectilng one of several new topics,
She chose to develop one of the new topics, Air Transport.
The word test dispensed with objects and used a narrative
forn to give context to the words to be defined. Other
contributions of the pilot study included some well-estab-
1ished relationships between the researchers and school
personnel, which facilitated program development and more
specific development of ideas about teaching and learning
strateglies,

It had been well established in the pilot study that
these children were highly verbal although their ability to
use school-type standard English was largely undeveloped.
An important discovery about these children was their long
listening span whenever thelr interest was captured and the
ease with which this could be accomplished. Parental con-:
cerns for good education for these children had also been
evidenced, even though effective ways to harness these con-
cerns had not been developed. Based on the experlience of
the pilot project, the researchers prepared to program the
demonstration project.
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CHAPTER III

Description of Project

The study was planned to demonstrate speclflc teachlng
strategles which were expected to improve the learning stra-
tegies and the academic potentlal of a group.of disadvantaged
kindergarten children. The proposed teaching strategles dif-
fered in some major respects from those previously used in
this class or in most kindergartens. The purpose of this

i chapter 1s to analyze and describe the project. A sequentlal
i description of teaching and classroom actlvities appears in
1 Chapter VII, , :

Goals

: Kindergarten goals have traditionally been stated in

¢ rather globdal terms and in terms of activities rather than

? content.l In this study, goals were selected both in terms

; of conceptual learnings derived from content areas and in

: terms of children's skills in language, thinking and symbolic

3 representation, Selectlion of concepts from content areas as
learning goals focuses on the kindergarten as the appropriate
grade to initlate the young child into life-long study and

g refiection of man's significant knowledge and problems, Thils

i view of the kindergarten's role in school has lmportant im-

: plications for chlldren's learning. For example, the kinder-
garten teacher can view herself, and other school personnel

l. See Helen F, Robison and Bernard Spo#lek, New Direc-. ]
tions in the Kindergarten, New York City, Teachers College 1
Press, Teachers College, Columbia University, 1965, Chapter.

I’ Pp. 3"70
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can view her, as a vitally important teacher in a role cru-
clal to the young child's beginning school learning., If the
potential for learning in the kindergarten 1s also understood
by parents, the result could be better attendance records,
and a substantial increase in the parents'! valuing and sup-
port of this school learning. The young child quickly sen-
ses what his parents and teachers value and he learns these
values himself.

The selection of concepts from content areas tends to
dispel a general attitude of "they only play in kindergarten,®™
by encouraging play to polarize around specified fruitful '
learning situations. This approach leads to an increase of
children's play activity over that generally found in a
traditional kindergarten. A qualitative difference in the
children's activity stems from the direction and purpose of
the teacher's planning toward thelr conceptual learning.

This approach also furnishe& a dynamic link to the primary
grades and a rational base for articulation, Of course, it
is assumed that conceptual learning from content areas will
eventually become goals for the primary grades, so that each
grade level bullds upon, elaborates and expands meanings
children begin to shape in kindergarten.

It is not claimed that the selectlion of concepts for i;
this study is the best, or only, method of concept selection :
and definition. The researchers are convinced that increas-

ing assistance wlll be avallable to teachers in the near

future as teams of educators and scholars turn to "struc-

turing” and defining content fields and, even more impor-

tant, develop useful ways to integrate learnings which

eventually derive from separate disciplines. Nevertheless,

tentative decisions can be made, with fruitful results, while

the process of content identification goes on.

The listing of skills to be developed constituted a
statement of specifilc goals for teacher plamning and class-
room implementation. The following skill 1list, derived from
the observed needs of the young children in this school, led
to construction of specific teaching strategles:

lensuage skills
1. Forms of communication to foster conceptualization ]

through language. .
2. Relevant vocabulary growth and use. -




M SRR T RSP SS
.

3. Use of language tos
a, Associate 1ideas
b. Apply information and ldeas
¢. Test hunches and 1ldeas
d. Recall and relate information and ldeas
e, Classify and categorize
f. Generallze
g. Discover cause-and-effect relationships
h., Develop creative language expression
4, More advanced forms of sentence structure and more
standard grammatical usage.

Skills of symbolic representation

l. Words
2. Numerals and mathematlical symbols
R ‘Map symbols
« Pictures
5. Arbitrary symbols
6. Signs and labels

The researchers worked with the teacher throughout the
study to plan and initiate realistic types of learning situa-
tions to achieve these skill goals, Contrary to the well-
entrenched belief that five-year-olds' interests are super-
ficial and changeable, there was no problem in the study 1n
the systematic development of ideas over a long perlod of
time, However, it must be added, that thls result is surely
dependent upon sensitive teaching, ability to deal with
rising and falling interest levels, indlvidual differences
and lack of closure over long periods of learning,

Content of Study

Since this study departed from the conventional kinder-
garten curriculum design and since changes in curriculum seem
unavoidable for disadvantaged children if not for all con-
temporary five-year-olds, it may be helpful to ldentify the
major characteristics of the content curriculum developed in
this study.

It may be in order to preface this description with the
statement that there 1s no challenge here to the important
place of child development in the teaching of young children
in groups in school, In fact, the entlire content structure
proposed here can only be understood in a developmental
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continuum which leads the teacher from a detalled assessment
of the young child's prior experiences, hils current concep-
tual and skill level, and his developmental and environmental
needs to planning and implementing a program for gradual
progress toward the school's goals., In no sense 1ls the
teacher asked to impose upon the child alien and irrelevant
learnings and experiences. The teacher's view, then, 1s one
of building a bridge from the child's current status to the
level which 1is realistically indicated through a speciflically-
planned school program,

This curriculum starts with a selection of goals for the
entire kindergarten year, chosen from among the major concepts
of the major disciplines, In this study, the researchers,
themselves, developed the detailed sub-concepts whlch were
to guilde planning of curriculum. Once the goals were selec-
ted, the sub-concepts specified and a focus selected by the
teacher, both longz and short range plans were made for the
purpose of beginning to construct some initial understandings
which would contribute to gradual shaping of key concepts in
the major disciplines. The aspects of the children's environ-
mant selected for study included thenelighbornood around the
school, especially local food storzs, and a more remote as-
pect, air transport centering on New York's Kennedy Airport.
The content included much factual informatlion concerning
these areas, in addition to relationships, classification
and conceptual development of some beginnings of basic soclal
science ideas, including interdependence, speclalization and
cultural pluralism. The mathematics content was frequently
related to the social science content but was not conflned
to this material. The mathematics learning goals were often
pursued independently with commercial games or teacher-made
materials or in classroom routines, ‘

ILanguaze and symbolic skills wers generally pursued
within the context of the social science studies but were not
confined to this material either., Practice activities in ver-
bal and symbolic skills were often programmed independently
of thz social science material, especially in work on syn-
tactic form in conversation and introducing children to ad-
ditional symbol systems,

Conceptual learning was largely, but not entirely, con-
fined to the social science material under study. It provided
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the content base for stabilizing information recall, for
encouraging children to make inferences, to construct oclass

. concepts, to test classificatlon, to discover relationships

and to categorize objects, jobs and personnel. The kinder-
garten's traditional opermess to new lnterests and ideas,
whether introduced by the teacher or the children, was pre-
served and enhanced, despite the new structure of content
which became a strong support rather than a constricting
device.

Evaluation procedures were defined early so that the
teacher might be able to gauge children's progress and to
adapt and to re-adapt the program according to observed
needs of the children.

Organization

Equipment and Materlals

The demonstration class was housed in a modern school,
only four years old, in a very well equipped kindergarten,
with its own bathroom and door to an outside, enclosed play
yard. However this room was overcrowded with a full comple-
ment of 25 children plus furniture and equipment, Closet
space for materials was quite limited for storage of numerous
items, some of which were bulky. The room was inadequate to
meet the needs of young children for extensive space and for
room arrangements which permit relative privacy and qulet
for many projects.

Crowding and space problems often hindered continuity
of projects from day to day. It was, for example, difficult
to maintain a "store®™ area over long periods with two dif-
ferent classes sharing the same room dally and often pur-
suing totally different projects. Block constructions could
rarely be maintained overnight for lack of space and children
frequently had to backtrack and begin over agaln, instead of
being able to carry forward well-established ideas to explore
new problems.

Within the limitations of this overcrowded room, the
teacher evidenced considerable imagination in use of space,
materials and equipment, Sometimes the block corner was




24

permitted to double its floor space, when needed for expanded
construction and dramatic play about ailr transport. Some-
times table work was featured as children were encouraged to
gelect and work at some of the many practice activities avail-
able,

Due to the excellent cooperation of the Bureau of Audio-
Visual Instruction of the New York City Board of Education,
an assortment of audlo-visual equipment of good quality was
available to the class. This equipment included a tape re-
corder, a slide projector, an 8-millimeter movie projector,

a still camera, a2 movie camera and a teletralner kit,

In addition to such traditional kindergarten classroom
equipment as blocks, dolls, dishes and books, many other
types of material and equipment were used. There were CoOS=-
tumes and uniforms for the children to wear; props such as
a surplus airplane instrument panel, small sultcases, play
money, and small airplane models as well as teacher-made
props such as a plane's "steering wheel,” and a "gas fuel
tank® with tubing. Special materials were avallable for
work on language skills such as hardboard letters, letter
stamps and ink pads; for work on mathematics skllls, such as
games with wooden blocks and beads, flannel-backed numerals
and sets of colored geometric shapes; and, for work on clas-
sification skills, such items as empty food cans and cartons,
picture cards and small, colored wooden objects. '

Materials might be classified into traditional kinder-
garten materials and equipment, speclal-purpose teacher-made
objects, special-purpose commercially prepared games and
naterials and audio=-visual equipment. It should be noted
that all of the content of the audioc-visual materlal stemmed
grom the children, their classroom activities and their fleld

rips.

Scheduling

In this school, kindergarten children are permitted to
enter the building about 8:30 a.m. and to line up outside
their classrooms, under the supervision of sixth-grade girls
assigned to such duty. At about 8i45 a,m,, the children
enter the room, hang up thelr clothing in their own cubbles
in a recessed area of the room and take a seat at one of the
small tables, After opening exercises, the teacher usually




calls the children to sit on the floor in a semi-circle
around her chair near the pilano and she opens the session
with a total class discussion, sometlimes followed by read-
ing a book to the class before releasing them for self-
selected play or- work. In many kindergarten classes, the
children spend less than forty-five minutes in self-selected
play and the remainder of the session in total group activi-
ties, which include discussious, books, rituals, teacher-
lectures on various topics, snack and rest periods.

The new curriculum approach required considerably more
jndividual and small group work than can be usually found in
conventional programs. In general, 1t may be stated that
the researchers and the teacher found it necessary and pro-
ductive to decrease substamtially the proportion of the total
daily session spent 1n routines, rituals and total groubp
situations and to increase the length of the daily "play"
or "work" period by fifty to one hundred percent to permit
the teacher to work with more children on an individual or
small group. basis.

The chief purpose of changing the schedule was to create
more opportunities for the teacher to work individually with
children and in small groups. A second purpose was to maxi-
mize the informal sector of the program, To increase child-
ren's opportunities for verbalization, and for pursuit of
self-selected learning activities, A third purpose was to
mold all sectors of the program to accomplish more specific
purposes.,

Kindergarten teachers need flexibility in scheduling to
a much greater degree than other teachers because of the
five-year-old's immaturity and inexperience. Varlatlons in
scheduling must also be related to the range of program needs
for any class of young children.

Schedules tested in the study included several models:
a program with a very long work period for self-selected ac-
tivities with the teacher working during this time with suc-
cessive small groups and individual children, another program
in which a teacher-structured task or program predominated
and preempted most of the session, and several other programs
with varying quantities of ‘time scheduled for self-selectlon
vs. teacher structure, as indlcated in the following varia-
tions.
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During the opening weeks of

the school year, when children had yet to learn the class-
room rules and the expected behaviors and when they needed
the securlty in a predicted sequence of classroom activi-
ties, the following model of schedullng was frequently used,
All times are, naturally, approximate,

Figure 1
O |Outdoor | Snacks Creative Self- Story D
P Play Drama selected I
E Quiet (total) Activitles Songs S
N | (total Time . M
I group) Role (total (total) I
N Rou=- Play group) S
G tines (few) S
A
Discus- L
sion
(total)
10' 2| 45 15° 30° L 15 15

Long Work-Play Period.

In this model, the brief opening

exercise was usually concerned with planning particular actl-

vities, the use o
was followed by a very long work-pl

rest and snack time at the discretion of the

or the teacher's suggestion when needed.
type of musical activity
gsion before dismissal.

following figure.,

f special equipment, or similar matters. It
ay period with optional
individual child
Frequently, some
for the total group closed the ses-

This model may be represented in the

2. Approximate time periods.




Figure 2

0 | Work-Play Period; Self-selected & Teacher-guided| C
P T ce Activities L
E ///”cc c by Uy 0
N T ce ceco o\\\\ﬁi S
I T ccé\\* "/,/ﬁ\\\\\\ﬁicq////ﬂ T I
N cce T- T o N
G cc G
10" | 2% hours (approx.) 10"
T = teacher C = child

The arrows and groupings in Figure 2 are intended to sug-
gest the teacher's pattern of teaching as she works with small
groups of children, with individuval children, and with some-
what larger groups, dividing her time within the extended work-
play period. She moves about purposefully, either taking ad-
vantage of a situation the children have developed or select=- ;
inz the children, the content and the materials she proposes ]
to work with according to previous plans, Instead of cutting f
short productive work activities for the whole class to encom-
pass snack time or other incidental routines, the teacher
announces quietly to children here and there that the snack .
1s ready and those children who are ready for it may help 4
themselves, She also suggests rest time as an option or. as
a strong recommendation to a child she thinks is tired.

Structured fxperience., Two variations of this model are 3
presented in Figures 3 and 4., The structured activity may
utilize only part of the three hour session for a small group
of children, as in Figure 3, or it may encompass almost the ]
total session for the whole class as in Figure 4. ;
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Figure 3
Opening | Structured ccee + Snack, | Report on and D
experiencess O.,Il.P.* Quiet | Discussion of'| I
Plan- (walk, shop- or Time | Structured S
ning ping trip, ST. T. (total | Exp. M
(total | cooking) group) I
group) Sonzs & Dance | S
Self-selected actlvi- S
ties by rest of class, A
Teacher circulates, L
working with groups
and individuals as
desirable.
(rest of group and
teacher)
20“ 90" 15" 30“ 10“

*0,T,P, = other teaching personnel ST, T. = student teacher

C = child | N

Pigure 4 : .
Opening Structured Experience D
Reminders (bus trip to alrport, museum, Zzoo, I
concerning farm, botanlical garden, etc.s S
experlence M
(total group) I
(total S
group) S
A
L
20" 150n 16"

There are obviously many varlations for each of these
models, but these will serve to describe the major schedules
which were used in the demonstration class. Figure 1 is a
somewhat conventional schedule and may be found in public
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school kindergartens to some extent, Figure 2 1s innovative
for public schools, but it is the one which provides exten-
sive opportunities for structuring and gulding individual and
small group learning sltuations tailored to specific needs, ;o
It also allows for development of extended play ideas and X
independent judgment by chlldren. The researchers'! experi- '
ence suggests that Flzures 3 and 4 occur infrequently, if at 5
all, in conventional kindergarten programs, Now that many
schools, particularly those for disadvantaged children, have X
additional professional and quasi-professional personnel, it :
would be quite feasible to extend the use of schedules such
as those indicated in Figures 3 and 4,

Teachinz Strategiles

Kindergarten tcachers would be amused if they were told
the lecture method is an inappropriate teachln: strategy for
five-year-olds. 0ddly enough, a zreat deal of unrecognized
lecturing coes on., The teacher's behavior is indistinguish-
able from a lecture when she addresses the whole class for
ten or fifteen minutes on why we celebrate George Washington's
birthday. The teaching strategles emphasized in this study
include helping children to define problems or eleme ts which
could be studied, to seek information, to solve prol .ems ,
throuzh a sequence involving play-discussion-direct-experience- |
discussion-play. They include inltiating and directinz prac-
tice activities. Other teaching strategles were geared to
helping children to verbalize and express their new experil-
ences and their developinzg learnings and to practice how to
represent real things and ideas through symbols.

LR R e

Taba defines teaching strategles as "consciously-formu-
lated plans for bringling about particular behavioral changes
in students."3 She points out that some aspects of strateay
are pre-determined, while others evolve in response to dlag-
nosed learningz problems. A major element of the teaching stra-
tegies in this demonstration program was the listing of specl-
fic learnins goals and the detailed planning to bring these
about,

3, Hilda Taba, Thinking in Elementary School Children.
San Prancisco State College, P. 47.
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Defining Problems with Children

One effective way for the teacher and young children to
take hold of enormous bodies of knowledge 1s to start with a
problem worth solving. In the pllot study focusing on family
food needs, such problems were ldentifled in the course of
children's grocery store play in class as, "Is there a price
on every food?" and "How does the customer lmow where to look
for foods in the supermarket?"

In the demonstration study, problems were defined in many
different situations. Some examples follows

1. When a group of children were frying plantain chips
in the classroom, very practical problems were sta-
ted as follows: "How many pleces will each person
get?" and "Can everybody have more than one plece?”,
which produced the need to count the children, count
the pleces of plantain frying in the pan and to com~
pare the sums.

2. On the children's first trip to Kennedy Airport, the
main question defined for study wae, "What kinds of
jobs do people do at alrports and on planes?" This
led the children to observe uniformed personnel at
the airport and to try to differentiate one job from
another. ‘

3. A problem posed for "ticket clerks" was, "What can
we write on tickets so people won't get on the wrong
alrplane and go somewhere they don't want to go?”
This led to writing names, numbers, and various sym-
bols the children added to indicate additional in-
formation needed,

4, Preparing children for a second trip to Kennedy Alr-
port included defining a few specific questions and
problems to study, such as, "How do people buy tick-
ets?" and "What happens to the baggage?" As children
incorporated newly-observed perceptions and detalls
in their dramatic play, they began to show, in their
play clearer concepts of the relationships of the
different alr transport occupations and thelr speci-
alized functions. '
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Helping Children to Seek Ipformation

The information seeking was encouraged, challenged and
supported throught

1. Teacher's question,

2, Introducing new props and equipment and using these
to open avenues for fact-seeking as to names and
functions, specifying facts to be ascertained on
walks and trips.

3, Assisting children to interview grocery clerks, por-
ters, and ticket agents about specific aspects of
their Jobs.,

4, Recalling and organizing facts previously collected,
through slides, movies and discussion,

5, Encouraging use of new learnings in play and creative
dramatizations.,

6. Stressing details, comparisons, contrasts, sequence,
order and relationshlps.

Helping Children to Solve Problems

When children voiced a need for "money" in store play
and the teacher gave them some paper discs, it occurred to
geveral children to write numerals on the discs to indicate
money denominations. When alrplane play began to reflect
children's fact-gathering about airplane jobs, the "pilot"
and "co-pilot" used earphone plugs provided by the teacher
as though these were two-way radios or intercommunication
gystems, With the teacher's help, children solved problems
of inadequate play space by rearranging the block area and
of moving heavy play equipment by bullding a dolly.
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Problem-solving was often pursued through a play-discus-
sion-direct experience-discussion=-play sequence, with many
variations, Examples of this sequence can b2 found in Chap-
ters IV, V and VI. It should be noted that these were not
teacher-imposed problems. The structure of the learning £
situation was one which propelled children into involvement 9
with the content the teacher had selected. Once involved, - 3
the children were challenged to solve problems, to advance
their play in self-selected ways. A child acquires a power-
ful learning strategy when he feels free to pursue real :
problems because he sees them as hls own, If the teacher
helps him to feel successful in solving his self-selected

| problems, his motivation for further school learning would
- be expected to be high.
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Structuring Elements in the Program

As the study developed, it became evident that many
goals could not be reached without much more dellberate and
selective structuring of classroom experiences. This stra-
tegy, which was regarded as relatively minorxr in importance
at the beginning of the study, emerged as a major strategy
which should have been pursued earller, The researchers did
not equate structuring with formalism and rigidity. Instead,
willingness to structure elements in the program actually
facilitated more differentiated teachling, more informal
teacher-child contacts and more opportunities for children
to play for long periods of time,

Gulding Practice Activities

One of the teaching strategles developed more fully in
the demonstration program stemmed from suggestlve responses
in the pilot study. It concerned structuring practice actl-
vities by the teacher, FPractlce activities were concelived as
fostering specific skills and understandings leadlng to the
learning goals of the curriculum and as attempting to over-
come some specific deficits. They were designed on the besils
of ldentified needs of individual childrenj the teacher's
guidance was carried on with children singly or in groups of -]
two or three. It was anticipated that some children might "
eventually become motivated to pursue these practice actlivi=- ;
ties in self-propelled learning.

Many examples of thls strategy will be found in the
chapters on mathematics concepts and language development,
Work with telephones, flannel board, commerclal games, tape
recorder, slide viewers and movie projector offered the
teacher many opportunities to initlate and direct practice
activities. Role playing also was furthered by this teach-
ing strategy.

Providing Opportunitles for Children to Verbalize and Express
New Ideas

Many examples of this strategy will be found in Chapter
VI, language Development. Thils ls not a new kindergarten
teaching strategy but the novelty in this study lay in the
planned, systematic teaching eplsodes designed to achileve ]
this purpose. Traditlonally, the cruclal skill of abllity s

L
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to verbalize new ideas and experiences is expected to emerge.
as a by-product of a "rich" progranm. This study indiocates
that this strategy needs further definitlon and even more
systematic development 1if children's verbal skills are to be
improved to any substantial extent.

Providing Opportunities for Children to Use Symbols

Many examples of thls strategy will be found in Chapters
V and VI. Symbol systems employed included words, numerals,
tallies, pictures, drawings, maps, clock, calendars, a graph,
and arbitrarily selected symbols. The teacher provided class=-
room experiences for children which offered varied and fre=-
quent encounters with symbols of different kinds and encour-
aged this mastery of such symbols as:

1, Pictures
2., Children's names
2' Words and pictures representing Job titles
., Words and plctures representing objects used in spe=-
cific jobs, such as hand truck and seat belt.
5. Numerals
6. Clock symbolism, or meaning of hour and minute hand,
direction of clockwise movement, relationshlp of clock
time to classroom and school schedules
7, Map symbolism, in its representation pictorially of
geographic space and some beginnings in cardinal di-
rection, scale and distance, and in 1ts usefulness to
alr transport
8., Talllies as a counting symbol system
9, Calendars as symbols of dally, weekly, monthly time
10, Arbitrary symbols to demonstrate the inventive nature
of symbolism and the deliberate decisions as to mean=~
ings tc be represented, of which there are several
examples in the text

Varying Time Schedules

Instead of relatively invariant time schedules which gen-
erally apply in conventlonal prograns for five-year-olds, time
schedules were changed frequently as dlctated by the purposes
to be served, Time structuring was viewed as more than an
administrative convenlence; it was viewed as a teaching stra-
tegy for total programming and for planning effective sohedules
for individual children. As a result, there was greater flexi-
bility in scheduling.




Providing Materials for learning

Instructional materials used in the study were also de-
termined by the learning goals. This necessitated the deve-
lopment of new materials as well as the exploration of new
uses of more conventional materials. In addition to being
oonsidered as an organization matter referred to earlier in
this chapter, the selection, construction, availability and
timing in the introduction of new materlals was conceived as
an important teaching strategy. There are many examples in
the text of the growing understanding of this strategy by
the teacher and how it effected some changes in her teachlng
behavior, .

Providing Models

The models provided by the teacher and researchers were
especially helpful in developing speech patterns and skills
in this bil-lingual group. Other important areas in which
adult models served to suggest imitation included positive
attitudes toward learning and problem-golving and toward eth-
nic and cultural differences among children and parents.

Using Evaluative Techniques

The researchers regarded the selected evaluative tech-
niques as necessary to the program's development, The lan-
guage sample interviews pinpointed language needs, the
mathematics inventory identifled conceptual needs in that
field, and the observational recording, by tape amd by hand,
furnished essential feedback on children's growth and prog-
ress,

Iearning Strategles

The purpose of the teaching strategies was to help child-
ren acquire more efficient learning strategies, Improved ver-
bal skills obviously improve the child's learning potential,
his ability to understand other people and to communicate with
them, and the probability of his success in learning to read
and to acquire information from secondary sources, Progress
in conceptual learning offers the child the same improved po-
tential in securing meaning from his experiences and in learn-
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i ing to pattern his information so that he can begin to be :
= aware of significant meanings, relationships and implications,

Other researchers have noted the direct effect of im-
proved enunciation, pronunclation, sentence structure and
grammatical forms on communicaﬁion, especially for unlocking
subtleties of oral statements. It was assumed that child-
ren's language patterns, where these were definitely formed,
would be affected by some carryover from the school=-practiced
language and, for those children for whom English language
patterns were minimal, that school teaching would contribute
to development of more standard forms than might otherwlse
occur. Since it was soon established that these children s
were verbal, either in English or Spanish, desplite primitive ;

' forws of sentence structure and enunclation, the encourage-

g ment of verbal communication in informal classroom settings,

] with teacher models in person or on tape, was expected to
influence and improve English verbal skills of all the child-
ren, ,

Conceptual learning was expected to help the children

: ) symbolize meanings and objects in words, as well ‘as other

- symbol systems, and to promote the children's abllity to

= categorize and to classify, through practicing classification
skills., Conceptual learning was assumed to be basic to skills
of logical thinking, without which the children could not as-

. pire to academic success later or to some beginnings of under=-
standing about thelr present environment, which is of even
greater importance for the growing, developing child.

learning strategies were developed in children by giving
them opportunities to decide which tasks to pursue in a highly
task-oriented atmosphere with considerable freedom of choice

L, Carl Bereiter, et. al, "An Academically-Oriented Pre-
School for Culturally Deprived Children," Institute for Re-
search on Exceptional Children, University of Illinois, paper
presented as part of a symposium on "Acceleration of Intel-
lectual Development in Early Childhood," at the American Edu-
cational Research Association Convention, Februarv 12, 1965,

page 7.
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in task selection. In effect, these are vital learning stra«
tegles, If the young chlld 1is surrounded by meaningful tasks,
he learns what meaningful tasks are, Self-selection gives
him the right to try out a task, to abandon 1it, to return to
it, to persist in it and, eventually to master 1it. It also
gives iim the right to refuse a task, which he might find
attractive some other time, If he never finds certaln tasks
attractive or compelling, such as learning to read, diagnosis
would be in order to analyze causes and to plan for possible
alternative methods.

However, the program did not rest on self-selectlon alone,
Added to large areas of self-selectlon were teacher-imposed
tasks, judiclously scattered through the program so that the
children selected for these tasks did not usually resent or
refuse them. If a child was deeply involved in a block con=-
struction with his friends, chatting and joking together with
high good humor and much verbal give-and-take, the teacher
would not suggest that one of these children interrupt his
play to work with her on numerals at the flannel board. In-
stead, the teacher tried to involve a child in such a task
before or after his self-selected play, or when he was at-
tracted to the materials she was setting up, or when he asked
to be allowed to play with them.

learning that there are symbol systems and that differ-
ent symbols unlock different meanings alerted children to the
usefulness of acquiring symbolic learning and stimulated them
to accomplish such learning. The teacher's aim was to help
children develop efficient learning strategles which might
include such behaviors ass ’

1. Accepting challenge and letting curlosilty gulde one
to exploration and discovery.

2, Persisting in a task or a problem because of the per-
sonal dissatisfaction with uncompleted tasks or une
solved problems.

3, Seeking, accepting, understanding and using teacher
direction and assistance,

4, Selecting tasks which require persistence and lead to
new learning.
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5. Enjoying school learning activities,

6., Willingness to initiate one's own learning, without
wailting for teacher asslignments,

7. Seeking and accepting status as a school learnlng
person.

These efficient learning strategles for children were
listed so that the teacher might gulde children in rudimen-
tary acquisition as powerful impulses toward academic learn-
ing. Unlike the middle-class child who tends to learn these
strategles through hls famlly and the achlevement-oriented
world in which he lives, the disadvantaged child nmust rely
on the school to teach these learming strategies through a :
combination of complex teaching strategles, 1

Children's Self-Selected Activities

Iate 1in the study, it occurred to the researchers that
it would be of interest to note which learning strategles the
% children had come to use., During a free play period toward
the end of the study, a point sampling5 of the children's
play activitlies was taken four times in one morning at ran-
don Intervals from seven to fourteen minutes apart. A simple
code had been prepared, to differentiate among the various
activities the chlldren were free to select for thelr play,
These were:

B Y. F AR A i

3 N « Humber concepts
: S - Word symbols
§ C - Social science concepts
: W - Withdrawn (that is, passive behavior)
5 A - Art
] 03 - Other symbols
i P - Purely social activity
” R - Routines, such as hand washilng
M - Hanipulation (of objects)

The four samplings, taken from close to the beginning to al-
most the end of the free play period, yielded the followlng
distribution:

o

5. Point sampling refers to a random observation of child-
ren's activities, recorded by code, in which each child's acti-
vily 1s qulckly observed and recorded in a total elapsed time
of not more than four minutes.

SRl Provied by ERG . % : s AT AP T I Y PTRTTT 6D CIATIIS Y B LD ¢ L R )
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Samp- 1st 2nd Ird Lth
ling -
Code | No. % No. % No. 3 No. %
N 2 8 2 8 5 20 0 0
S 2 8 1 L 2 8 2 8
o 10 L0 12 L8 12 L8 7 28
W 0 0 1 L 1 L 2 8
A Y4 28 7 28 3 12 5 20
0s 0 0 0 0 1l 4 6 2L
P 0 0 0 0 0 0 2 8
R 2 8 0 0 0 0 1l b
M 2 8 2 8 1 b 0 0
Total 25 100 25 100 25 100 25 109

The distribution indicates some of the ebb and flow of
children's interests as they became less involved in one acC-
tivity and moved to another or as more children joined in a
center of interest and suddenly started to work together.
For example, in the fourth sampling, six children suddenly
decided to find their own weather charts from the:plle of
individual charts and they worked to bring their own charts
up to date. It is interesting to note that, except on the

last sampling, as children began to indicate a need for change
in activity or the end of their own interest span, the child-

ren's self-selected activities tended to concentrate on the
study's content, even though the children felt quite free to
pursue thelr own preferences. While these data are incon-
clusive in themselves, they are strongly supported by the
observational recordings and teacher reports of children's
activities. The data suggest the formatlon of some of the
powerful learning strategles listed above, notably persis-
tence, initiation of one's own learning, enjoying school
learning and seeking status as a school=learning person.

Evaluation Techniques

In addition to two standardized tests administered at
the beginning and end of the study to the demonstration as
well as to a comparable group in another school, evaluation
techniques included special tests, observational recordings

and regular weekly or bl-weekly planning and evaluation meet-

ings. Since the speclal test data will be described in suc-
ceeding chapters, only a list of such tests will be given
here. These include:
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1. A test of money concepts

2. An inventory of mathematlcs concepts

3., A test of word definitions

L, A manuscript-writing test

5, A test of verbal skills, in the form of 2 tape
recorded interview with each child

Records of progyam activitles were mede at least twlce
a week, and sometimes four times a week, by the two research-
ers and by three research asslstants, Tape recordings were
usually limited to structured group discussions because 1t :
was found impossible to transcribe most of the spontaneous ﬁ
classroom activity with high and uncontrolled noise levels,
While observations rarely covered an entire norning's prog-
ram, the whole range of activities in the classroon was
sampled. Particular emphasls was placed on those facets of
the curriculum which were under study. However, it was con-
sidered important to sample the entire program through obser-
vational recordings because it seemed neither vossible nor
desirable to make sharp delineatlons between the planned and
unplanned aspects of the progranm, '

The observations indicated that, over the perlod of the
study, the eaphasis in the classroom kept shifting from doml-
nance of the alr transport topic to its omission in favor of
other interests, to its peripheral place, with frequent re-
newals and extensions of interest, The researchers were in
accord with the teacher that suchrhythmic and eplisodic treat-
ment of the focus was desirable and probably contributed to
the sustained sttention it recelved,

A considerable guantity of recorded observations dealt
with the children's block building and dramatic play related
to air transvort. Two adjoining areas of the classroom which
were also closely connected to play about ailr transport were
the housekeepinz corner and a corner which was frequently
used as a ticket counter. Other observations recorded the
two trips and related cooking experiences. Structured group
activities constituted a large part of recorded observations.

Pyped observations were regularly furnished to the teacher
and were used in planning curriculum. They also furnished a
rich source of data reflecting children's progress toward the
learning goals of the study and detalled material from this
source will be found in succeeding chapters,
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The weekly, or sometimes bi-weekly, planning and evalua=-
tion meetings included the researchers and the classroom
teacher. Other participants occasionally attended these
meetings, such as the school principel, an assistant princi-
pal, a specialist in audio-visual educatlon from the New York
City Board of Education and a district reading consultent,

At these meetings, observational recordings and test results
were reviewed and analyzed and decisions and plans were made
for further implementation of the program. Notes were taken
of these planning - evaluation meeting discussions and plans
and these served as a base from which to evaluate the progranm
at the following meeting. The researchers used theilr regular
classroom observations, and the recorded notes of the planning
-evaluation meetings, to assess planned programs and to de-
termine changes in pace or preogramming.,

Test Data

The selection and development of appropriate standardized
tests, to evaluate the progress of disadvantaged young chlld-
ren, continues to present complex and perplexin; problems.

In general, according to Swift, intelligence measurements of
children from limited home backgrounds show lower scores than
for children from advantaged homes, and ggnerally show de=-
clining trends in I.Q. over time periods, It was this re-
gressive trend in school aptitude which prompted this study,
among others, to explore some non-traditional schoc¢l programs
which might contribute to more optini:i'tic expectatlions for
disadvantaged children in school.

Since significant standard score increases are often
viewed as artifacts of testing, the two standardized tests
used in this study were also administered to a comparison
group, Although both classes were in comparable "special
service" schools as described in Chapter 1 with comparable
ethnic distribution, the comparison between the groups must

6, Joan W, Swift, "Effects of BEarly Group Experience:
The Nursery School and Day Nursery", in Martin L. Hoffman

and lLois Wladis Hoffman (editors), Review of Child Development
Research, New York, Russell Sage Foundation, 1960, p. 256.
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be viewed agalnst some important disparity between them,

The demonstration group was overweighted with Spanish-speak-
ing Puerto Rican children, several of whom, even at the end
of the study, were barely able to express themselves 1in
English, while such chlldren constituted only a small propor-
tion of the comparison group. This discrepancy was unfore-
seen, because both schools actually had a school population
which was approximately 45% Negro and 454 Puerto Rican., 1In
the comparison school, apparently, the majority of the Puerto
Rican children happened to be 1in the other kindergarten
classes, which were large "double" groups (two classes and
two teachers sharing a room), which the researchers had re-
jected as unsuitable for comparison with the single demon-
stration class.

The kindergarten teacher of the comparison ¢class was a
graduate of a lew York City college with a Bachelor's Degree
in early childhood educatlon. She was in her fifth year of
teaching as a licensed kindergarten teacher by the New York
City Board of Education. Her principal considered her to be
a creative teacher, highly responsive to the interests and
needs of the children in her classes. She had developed good
rapport with the group and they were responsive to her, Fol-
lowing the standard curriculum, the teacher provided aany
opportunities for interesting sclence experiences, a variety
of art activities, and a wilde-ranglng program of nusic and
1iterature. There was substantial opportunity for self-
gselection by the children during the play period and these
perlods were characterized by mobility and diversity. In
conversation with the researchers, the teacher indicated
that her contacts with parents were limited, for the most
part, to a general meeting during Open School Week in the
fall and to two scheduled individual parent-teacher confer-
ences, one each semester,

What 1s readily apparent from Table 1 1s the low level
of average scores for both groups, as micht be expected.
The very similar gains from pretests to posttests, in both
groups, was unexpected. Over a 7-month perlod, the mean
scores for both groups increased as follows:
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Demonstration Group Comparison Group

PPVT=-MA
Pretest 2 yrs. 4 mos. yrs., 6 mos.
Posttest yrs. 3 mos. yrs, 6 mos.
Raven's Raw Score
Pretest 12,2 10.7
Posttest 14.9 14,3

It is interesting to note that, with both groups reglis-
tering about a year's gain in mental age, on the Peabody
Picture Vocabulary Test, over a 7-month period, both groups
appear to be retarded about one and one=half years on the
posttests, where mean chronological ages average 6 years,
but mental ages increased to only a four and one-half year
level., The calculated I.Q. score for this mental age would
be about 73. Despite the low levels achleved, the rate of
gain appears to be rapid. However, a cautious note 1s needed,
since other studies have indicated training effects of pre-
tests and posttests, even for control groups which receive no
direct training.?

The Raven's scores are less depressing, since a raw score
of 15 falls at the 50th percentile, based on norms for British
children, and both gro:ps_had mean raw scores on the posttest
very close to this lev:i.8 If both groups were actually at
average levels, as the javen's test indicates, the low scores
on the PPVT merely provide additional evidence of the 1inap-
propriateness of this test for children of low soclo-economic
status with severe problems of verbal comprehension and vocab-
ulary.

7. Harry Beilin, "learning and Operational Convergence
in Logical Thought Development", Journal of Experimental Child
Psychology, in press.

8. Purther comparisons will be made with a new set of
norms now being validated for low socio-economic American
children by Zita Cantwell of Brooklyn College, CUNY.
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It 1s by no means certain that score changes on either
test represent much more than improved test know-how, in ad-
dition to effects of regression to the mean., Pretest data
on Table II and posttest data on Table III indicate the great
variability in both groups, reflected in wide ranges ln scores
and in extremely large standard deviations., For example, on
the PPVP, Table II shows mental age scores ranging from 2
years 3 months to 6 years 6 months, on the pretest 1in the
demonstration group. In the comparison group, the pretests
ranged from 1 year 1l months to 5 years 7 months, On the
PPVT, standard deviations approach one-third to 50% of mean
scores. The ranges on the posttest, for the PPVI mental age,
were even wider, as mirsht be expected, from about 2 years
2 nonths to 6 years 10 months in both groups.

[he significance of these wide score ranges may lie in
a true reflection of wide ability differences, in indications
of emotional illness, in varying ignorance of test know-how,
in lack of lancuage combrehension, or in some combination of
all these factors. Preliminary analysis of data gathered
from Froject Head Start, according to a recent newspaper
story, sugzests "deep emotional trouble" for about 10% of
the young children in that prosram,9

If the English-speaking children in both groups are com-
pared, by eliminating the Spanish-speaking children, FPPFVT
scores on mental age would be 3 years 9 months on pretest
and 4 years 10 months on posttest, for the comparison group,
and 3 years 1l months on pretest and 5 years on posttest,
for the demonstration group. However, the latter group re-
duces to only 10 children when Spanish-speaking children are
excluded and no relisble inferences can be drawn from so
small a sample., These computations are, however, sugzestive
of the extent of the lanzuage comprehension problem in this
group.

Another view of the language problem may be seen fronm
Tables 1V and 7V, which list individual childrent's scores,
One of the 13 Spanish-speaking children in the demonstration
group 1s listed as number 7, under girls, on Table IV, Her
A score on the PPVT pretest was 3 years 8 months but she
outscored the rest of the class on the posttest, at a sconre

9, The New York Times, December 26, 1965, p. 27.

T Ter et e e Ny
S e L o S At e T o e st e g g et e G .
IR, L LD T MYk v AL 2 RNEE A S s et




*s1sejaad ayl J93JP Syjuou ; POJISISTUTUPE aJdOM S1S911SO0dsy

0°H 0°L O0°h 0°h o°L 0°h o°L 0°L 0°L [3leg

0°ST 0°LT O0°LI 0°GT 0°9T1 0°91 0°ST 0°LT O0°LT YJSTH .
0°TT 0°2T O°TT 0°0T 0°€T 0°TT 0°€T 0°ct o0°cT *pali 9100G MBY S,UBARY
T°¢ G*z T°¢t 0°¢ G°Z 1°¢ 1°2 9°¢ Gg°C as

8°0T 0°CT +h°1T 2°6 T°2T L°0T Lzt 6°TIT 2°z1 X

0°GE C°LE O0°GE 0°GE 0°LE 0°GE 0°6€ 0°Th  C°6E 1O

0°LOT O°HIT O°HTT | 0°L0T O°HIT O°HIT 0 *hg 0°C€IT O°€1T YoTH o uI

0°TS C°h9 0°LS 0°6Hh 0°18 c*Ga 0°96§ C°€S 0°9S * PO 1S9, AJETNQPOOA
9°3ST G°TI¢ 9°0¢C 0°T¢ 9°6T rAKA 2°G6T 8°0z 8°3T as aan3ol Apoqeed
£°86 €£°99 ¢°€9 L°9G L°hL T°99 2°09 2°09  2°09 X
TTI-1 0=z TI-1 T1-1 c-2 TT1-1 e=-2 H=2 £-C no

G-§ 9-g 9-9 G-G L=S L-S 8=h g9-9 9-9 vty | (syjuow pur saeak)
L-€ L=€ L-€ 8=-¢ Z=h L=€ -2 6-¢ TI-¢C TN Vi

Z1-0 g°T-T TI-1 -1 0-1 -1 0T-0 z-1 g8-1 S 1s9], AaeTnqeoop
rAd S L€ G-¢ 1-€ IT-¢ g-¢ £-¢€ H=¢ H=€ X aan3o1d Apoqged]
0-§ oT-h OT-h -5 CT-h oT-t 0-§ IT-t TTI-h 107

6= 6-G  6-G 8-G 8=G 8-6 6-6 6=6 6= 211 | (syzuow pue saeek)
Q=G G=6 G-§ H=5 £-6 t-G 9=G L-S L=S * pak #9-0T JO SP
-0 t-0  €-0 1-0 t-C £-0 H-0 H=C Z-0 i oLy

6-S =S  G-§ 6-G £-G t=G §=¢ a-G g=9 X TeoTdoTCuoauz

cZ 9z a4 1T A | £Z G 11 ors =il

STIIY $40¢ 1®3101 STJTY sioc Tw3CL STUTY S T304

sanods; u3os: dnoag UosSTJIRLLIV) 1 dnoan uotrjeIFsucuaq

BEh

S o p R WS i s T e T ey ey

.531S932d§ Joa ¢

S8DTJIIE;; “ATSS8dI0d{ DIINOTO) S,UaARy Dpuy €3sd] AJLTNGROOA

3JdNIOTJ Apoqradd WH SHI0DS (]

DWW Vi 403 *u%a¢ A7 *sSdnodd UOSTJIEQUWO) DUy UOT3IBIFSUCUSQ

$S2d007 #O DU USTH DUy SURTIPH)! *SUOTIUTAS] DIRPURY; Ssuwdj, :ideunng TedTISTIRLg DITTICIA(Q

II 9TGRL

[N

;
m.
i
3
i
¥
i




0°6 c*0T 0°6 ¢*6 ¢c°0T 0°6 0°2T O°TT 0°T1 Mo

0°8T 0°zz o0°zC 0°9T 0°22 0°2¢ 0°sT 0°6T 0°6T y3TH

0°hT 0°ST O0°HT 0°€T 0°9T 0°hT 0°hT  0°ST 0°ST *paji 52005 MEY S, USARY m.
8°T 0°€ 0°€ 0°2 L°€ G°¢ 9°T 9°Z £°Z as -
L°eT  h°ST 9T | 6°2T  L°ST  €°T g°nT T°ST  6°hT | X

0°S€ 0°9€ 0°SE 0°G€ 0°Th 0°G€ 0°€S 0°9¢ 0°9¢ Mo

0°TZT 0°TZT oO°1ZT| ©C°96 0°TeT oO°Tet 0°TCT 0°L6 0°1et Y3 TH

01
0°0L C°SL O°hL | 0°s9  0°T6  0°9L 0°L8 0°69  0°89 | "P3M 359 A4eTNqROOA
aan3oTd Apogead
z*zz  z°zz zter | tt0T  S°TT CUEd L*zz 0°8T  8°0Z as m
T°TL  8°hL 2L | T's9  9'es  8'SL | €veL 9°69 9%0L L X ;
- €=z 2% z-2 h-2 -2 z-¢  €-C €-2 Mo
or-9 0T-9 0T-9 |{01-¢  0T-9  0T-9 0T-9 0T~  0T-9 ystH
i (Syjuou pue sJeak)
T-h L=t G-t 0T-€ h=G L=h | h=S§ T-h h=t *Pal Vi
1s9] AaeTnqedop
h=T -1  h-1 e-1 h=T 5-T e-T  6-0 z-1 as aan3oTd Apoqead
€= G-t h=n | TT-€ 0-§ 9-h 6=h 0= €=h X ;
02z 9z gn 1T Al €2 6 nT XA =N A

STJITY sfog T®3101 sTaT9  sfog 1B2301 STITYH shog Te30l

sdnoas Yyiog dnoay uostaedwuo) dnoan uoTgBIJSUCWS(

S$315911S0{ 403 ¢s8dTaiey aAISSaddoad poanoTo) S,UudARy Py ¢ 1s59] AaeTNIROOA
aan3oTq Apoqrad u) SDI015 %1 pwy Vi dod ¢Xag Ag ¢sdnoas uosTaedwo) DUy uotgeajsuowaq
¢ s5q00¢ MOT DUV UZTi] PUYy SUBRTD3IY € SUOTIRTA3( DJIEpPUE]LS ¢ supaj] & AJeumng TEOTISTIRAS paTTeaad

III °TqEL




Ll

of 6 years 10 months. The two high scorers ln the posttest
in the comparison group, listed on Table V were English-
speaking, one of whom was an American Negro, the other a
white child. Individual factors and chance factors tend to
reduce the significance of data from small samples.

There 1s good reason to belleve that scores are under-
stated in both groups because of problems of language com=
prehension and test know-=how. This would suggest greater
understatement on pretests for both groups than on posttests,
since some progress can be assumed to have occurred over the
7-month period in language comprehension and test know-how
¥ou1d be expected to be greater on tests glven after the

irst one,.

There is also good reason to believe that the score in-
creases in the demonstration group are understated, to a
greater extent, than in the comparison group. The two re=-
searchers, with long experience in teaching and working with
young children, took pains to establish rapport with each
child tested. However, they shared the testing with several
psychology students, who had considerably less experience
with children.l0 To equalize the effects of different test-
ers, 1t was arranged that the two researchers would do most
of the pretesting in the demonstration group, with whom there
had been 1little individual contact before the study began, .
and most of the posttesting in the comparlson group. |
tailed study of the scores and comparison with observations
of individual children in the demonstratlon group over the
7-month period suggest that the scores of the latter may be
somewhat understated on the posttests, while the scores of
the former may have been equally understated on the pretest.
Instead of equalizing effects, there may have been unequal
effects on the difference in scores between the two groups,
in favor of the comparison group.

A further indication of the testing problems 1in the com-
parison group was the refusal of several children in this
class to be tested on the pretests, until they were persuaded
after unsuccessful efforts. There were no such refusals on

10. Earlier funding of the study would have permittecd
the employment of more experienced personnel. The services
of these psychology students were avallable through Brooklyn
College sources.

I
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the posttests in this group, nor were any such difficulties -
encountered in the demonstration group on either the pretest
or posttest. The apprehension or reluctance to be tested,
evidenced by some of the children in the comparison group

on the pretests, may have contributed to some of the incred-
1bly low pretest scores in this group. This would be another
cause of a spuriously large score increase from pretest to
posttest.

Despite the low mean scores in both groups on the PFVT,
1t is encouraging to note that on the Raven's matrices, 6
children in each group achieved scores of 17 or better on
posttests, as shown on Tables IV and V., A raw score of 17
on the Raven's, for this age group, falls at the 75th per-
centile. A score of 13, which is placed at the 25th per-
centile, and scores under 13 were recorded for only 7 chlld-
ren in the comparison group and 4 in the demonstration group.

However, comparison of scores on both tests between the
two groups, listed on Tables IV and V, gives further confir-
mation of the greater language handicaps in the demonstratlion
group than in the comparison group. The following posttest
scores are given, for the 6 highest scorers on the Raven's
test in each groups

Demonstration Group Comparison Group

Raven's PPVI-MA Raven's PPCT-MA
19 b yrs. 9 mos. 22 5 yrs. 6 mos.
18 4 yrs. 11 mos. 22 6 yrs. 10 mos.
18 4 yrs. 9 mos. 18 5 yrs. 6 mos.
18 6 yrs. 10 mos, 18 5 yrs. 4 mos,
17 2 yrs. 2 mos. 17 5 yrs. 3 mos.
17 yrs. 4 mos. 17 4 yrs, 6 mos,

This listing tends to support the detalled observations
of the researchers of the considerably greater English language
deficits in the demonstration, as compared with the comperison
group. The mean test results of the PPVT may indicate that
the gains, which might have been expected in the comparison
group, were unexpectedly high for the demonstration group,
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with its severe problems of English comprehension and vocab=-
ulary. If so, the emphasis in the study on language and |
conceptual growth may be regarded as contributing to signi- 1
ficant progress for children who might otherwise have made
1little progress, or whose scores mlight have shown continuing
declining trends.

Another indication of the difference in scores between
the two groups may be found in the summary on Table I. Here,
it should be noted that, on posttests, the comparison group
had slightly higher MA scores on the PPVT, 4 yrs. 6 mos, V8.
4 yrs. 3 mos., but the demonstration group was slightly ahead
i on the Raven's raw score, 14.9 vs., 14.3. However, the demon-
. stration group actually showed a faster rate of galn on the
; Peabody, 30% compared with 28%, while the comparison group
led in rate of gain on the Raven's, 34% compared with 22%.
These differences may be more reflective of regression to
the mean effects, than of progress in academlc aptitude.
There are no significant differences between the mean post-
test scores for the demonstration and comparison groups.

The high rate of gain on the PPVT=MA, for girls in the Yy
demonstration group, is shown on Table I, at 44%., No such ;
startling difference appears between the means for boys and
girls in the comparison group. The demonstration group had 5
fewer girls than the comparison group, 10 compared with 12, .
and this small population may simply be showing the effects ]
of one or two extreme score changes, However, other re-
searchers have noted greater learning gains for girls than
for boys in school programs, Should such a trend be sub=-
stantiated, it should alert the school and curriculum de-
signers to a school bias which may call for some fundamental
changes,

Most researchers have found some advantage in kinder-
garten training, comparing children who enter flrst grade
with or without a prior year in school., PFast, for example,
comparing two groups, one of which lacked kindergarten ex-
periences and with no significant difference in soclo-
economic status, found significantly higher scores on read-
ing tests administered at the beginning, middle and end of
the first grade.ll While she described the school's kinder-

11, Irene Fast, "Kindergarten Training and Grade I Read-

ing", Journal of Educational Psychology, Vol, 48, January
1957, pp. 52-57, P. 56.
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gartens as "traditional,” without any formal reading program,
it 18 probable that the "traditional® "reading readiness”
programs usually featured by such kindergartens contribute
gsubstantially to children's learning how to take tests, among
other learnings.

In a Status Report of O E Project No, 2648, Professor
Horn of the University of Texas noted, after several months
of instruction in his experimental program of language in-
struction for Spanish-speaking children beginning séhool 1in
the first grade, "The inappropriateness of test instruments
for this population is borne out by fallure of most puplls
in the current project to score even in the measurable range
of mental ability and reading readiness.”l?2 He noted the
need for new tests of language abllity.

Tegt Problems

The appropriateness of the Peabody *est for disadvantaged
children has been questioned by many researchers. Gray, spe-
cifying problems in testing and interpretation of scores on
the PPVT with disadvantaged children suggests that problems
chiefly center in rapport, in use of appropriate language by
the tester and, above all, she says,_ "in allowlng sufficient
time for the youngsters to respond.®”l3 Gray also noted the
extremely large varlances on thls test, The researchers'
experience in this study casts further doubt on its usefulness,
either to measure language progress or school aptitude. It is
worthless as a diagnostic tool, since it is 1lmpossible to Pin-
point children's language or intellectual needs, from the
scores. It can be expected that posttests will show "prog-
ress,” or change for the better, but it can not be reliably
determined that these changes reflect more than growing test
know=-how and the regression to the mean effect.

12. Thomas D. Horn, "Basic and Applied Research Proposal®”,
Resubmission of Proposal #3095 to the U.S. Commissioner of
Education under the Provisions of Public law 531, Austin,
Texas, The University of Texas, August 4, 1965, Appendix 1ix,
mimeographed.

13. Susam W, Gray and Rupert A. Klaus, "Early Training
Projects Interim Report, November, 1963", George Peabody Col-
lege For Teachers, 1963.
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The Raven's test involves similar problems, althouzh

Vernon points out that, "...British g factor very regularly !
shows its largest loadings on tests like Frogressive Hatri-

ces."14 Burke, who questioned whether the Raven's test is -
a pure test of Speaman's construct, g, or whether any test

could be, noted that it had been a useful tool in the study

of grmwth and deterioration of mental effliciency and that 1t

shows intercorrelations with the Binet or Wechsler almost as

high as they show with each other.l5

" Nevertheless, it would appear that tests such as the
Raven's or the Feabody, which require considerable verball-
zation and explanation on the part of the tester, should
probably be avoided in assessing progress of disadvantaged
young children with severe language problems., Gage and
Naumann suggest that special data may be needed for specil-
alizedlgroups, such as non=white or handicapped popula-
tions.

Other studies, which show 1.Q. galns on standardized
tests for disadvantaged children, often fall to assess a
comparison group under similar circumstances, obscurlng the
extent to which posttests tend to differ from pretests so
largely due to improved rapport or test-wiseness.

14, Philip %. Vernon, "Ability Factors and invironmental
Influences", American Fsychologist, Vol. 20, No., 9, Septenmber,
1965, p. 726.

15, Henry R. Burke, "Raven's Frogressive [fatrices: A
Review and Critical Evaluation", Journal of Genetic FPsychology,
1958, 93, 199-228, pp. 221-222,

16. Gerald Z. Gage and Theodor F. Naumann, "Correlation
of the Peabody Ficture Vocabulary Test and the Wechsler In-
telligence Scale for Children", The Journal of Zducational
Research, Vol. 58, No. 10, July-August, 1965, p. 7




While the standardized tests fail to show an advantage
for the demonstration group over the comparison group, un-
less the language handlcap is given weight, a wealth of data
is presented in the succeeding chapters which specify the
kinds of progress made by the demonstration group during 1its
kindergarten year. It cannot be said that the demonstration
group wiped out all 1ts daficits in this year. It can be
sald, however, that the study is replete with multiple
learnings achieved and perhaps even more important, the
development of work-oriented and school-oriented attitudes
in the children and, to some extent, in thelr parents., If
the school were enabled to maintain the momentum and the mo-
tivation of the kindergarten year, adequate language and con-
ceptual growth could be confidently predicted. :

It must be noted that, even had the standardized test
data shown a clear superiority for the demonstration group,
it could not be claimed that experience within a single
classroom constituted definitive proof of the claimed advan-
tage of the program. Since so many varlables were uncontrol-
led in the demonstration group, notably what may be the slngle
most decisive factor, the teacher's personality and lmpact on
children's motivation and learning, this study was not ex-
pected to provide proof of the claimed superiority of the
program. As lt was stated in the proposal submitted for
funding, "The variables of teacher, school climate, class-
room materials and equipment and other school resources can
not be controlled in a program centered in one classroomn.
However, the details and results of this demonstratlion prog-
ram are essential to the orientation and re-training of a
group of teachers as well as for future experimental testing."

The test results can therefore be regarded as constl-
tutinzg no barriers to further development of the program or
to its future experimental testing. The study contributed to
development of a progran which can now be specifiled in great
detall for classroom implementation, with results which are
encouraging and optimistic of an accelerated rate of increase
in aptitude for academic success, However, longitudinal
assessment, in an experimental study, would be required for
adequate evaluation.
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CHAPTER 1V

Social Science Concepts

A major emphasis of the demonstration project was on
children's development of some initial social science concepts.,
The social science concepts selected for the pilot study were
retained for the demonstration study which followed. They
were:

1. Specialization as a characteristic of our soclety.
2. Interdependence as a characteristiec of our soclety. ;
3., Cultural pluralism as a value in our democratlic so- ;

ciety. :

After considering several topics which might serve as
interesting and stimulating vehicles through which to build
the beginnings of the selected concepts, the researchers and
the teacher selected "air transport" as the focus for study.
The researchers thought that, because mamy of the children
had cultural roots in Puerto Rico, with alr travel a common
experience in theilr community, they would find interest in
such a topic. This topic also seemed to have good potential
for extending children's contacts and experiences beyond the
narrow limits of their own neighborhood. It was understood,
however, that it was the teacher's responsibility to help
the children develop a genuine interest in the topic. Had
she been unsuccessful, another focus would have been selected.
This content was seen as related to the concept of cultural
pluralism, but it was not intended to place any limitations
on the exploration of ways to build toward that particula
concept, or any other, -

Study of Air Transport

With air transport as a focus, the selected concepts
were translated into more specific terms, or sub-concepts,
that could lead more directly to curriculum planning by the
teacher. It was decided that selections would be made from
among the following sub-concepts:
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Specialization
1. There are special names for alr transport Jobs, such

as:
a.
b.
c.
d.

.
f.

ge
h.

2. Many
3., Some

Q.
b.
c.
d.
e.
f.
ge
h,

i,

Pilot or captaln

Co-pllot

Stewardess

Mechanic

Meteorologist

Reservation or ticket clerk
Porter

Flight engineer

workers in air transport wear special uniforms,
important alr transport jobs are those of:

Captain (progresses from co-pilot to captain)
who flies the aircraft and is responsilble for
the safety of its passengers and cargo.
Co-pilot who assists or relieves the captain
in the operations of the aircraft.

Flight engineer who sees that the mechanical
and electronic devices of an ailrcraft are in
perfect working order and makes repalrs in
case of emergency. :
Stewardess or steward who caters to the needs
and comforts of passengers during a fllight.
Flight Dispatcher who authorlzes all take-offs
of aircraft and monitors by radie their prog-
rass to destinatlons.,

Meteorologist who prepares reports on weather
for airline flight personnel ard for alrline
operations and traffic departments,

Mechanics are speclalists who repair and main-
tain various parts of the aircraft., Each has
a special designation in relation to his spe-
cial responsibility. ;
Reservation agent who makes reservations for
.passengers, oberates autamatic reservation de-
vices, and keeps appropriate records.

Porters handle baggage of passengers, (While
they are not considered air transport person-
nel by the air carriers, they were so consid-
ered, functionally, in the study.)
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The preceding job designations were gselected from among
e more extensive 1ist seoured from one of the major airlines.
There was no requirement that all of these job spesialties
be inocorporated into the children's program,

no Sub=00 88

1, Pasgsenger and freight alr transports

a., Transport means moving people or things from one
place to another by plane,

b. Passengers are people who are belng transported.
They need tickets. They may also have baggage
to transport.

6. Freight consists of objeocts or things to be
transported,

2. Purposes of alr transports

a. People move from one place to another for many
reasons., For example, to work, to go on vaca-
tion.

b. Things are moved from one place to another for
many different reasons. For example, food grown
in one place and customers in many places; alr-
mail between distant places.

6. Alr freight provides quick transportation for
lightwelight and valuable objects.

] 3. Interdependence of peoplet

a. People depend on workers in alr transport for
fagst movement of passengers and frelght.

b. Air transport workers depend upon many other
workers. For example, workers in taxl, bus,
truck and other kinds of transport bring people
and things to and from airports.

c. Alr transport orews depend on maintenance and
service workers to help keep planes in condition
for flying and to provide airport services.

Cultural Pluralism

1. People from other countries come to our country by
alr transport.

2., Some airline workers have to speak other languages in
order to talk with passengers who do not speak English,
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3. Alr travel helps people from different parts of our
country to know each other better.

4, Workers in air transport come from many different
kinds of famililes,

5. People of all races, religions, and cultures have

;. contributed to American culture, and all cultures
have value, Most cultures share a few baslc values
but have some unique values of thelr own.

Loy it <r oy h P 2, - o
e e R S N s sbarcas a4

These sub-concepts, which helped to define more specific
aspects of the three broader key soclal sclence concepts, were
viewed as necessary to give direction to specific curriculum
‘planning, From among them, sub-concepts which seemed fruit-
ful for play, observation, discussion, and development of
naterials for kindergarten children were selected. Frequent
reference was made to them as guldes for curriculum planning,
and these sub-concepts will be used as a basis for evaluation
of this part of the demonstration project.

Word Deflnition Test

Data on the Zocial science concepts of the study were

1 provided by two sources: a test of work definitions and obser-
3 vational records, The word definitlion test was constructed by
3 the researchers on the basis of words that were centrally re-
lated to the focus of the study.

Since language growth was considered a primary goal of
the new curriculum, and since emphasis on language was viewed
as an integrated aspect of the curriculum, an effort was made
to measure growth in vocabulary, and especially in comprehen-
sion, related specifically to the selected social science sub-
concepts for the topic "Air Transport." The same word defi-
nition test of six items was administered individually to the
children in both the demonstration and the comparison classes
as pre- and posttest. The key for scoring this test appears
in Appendix A. Results were scored independently by each re-
searcher with 97% agreement, with subsequent accord on re-
maining scores.,

The test words were included in a simple narrative placed
in the context of a trip to the airport. For example, the in-
vestigator would begin to talk about her trip to the airport
and would then say, "There at the airvort, I saw a big jet.
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What's a jet? The words whioch children were asked to de-
fine in this test weres hangar, jet, pilot, control tower,
refueling and loading baggage. It was anticipated that
some, if not all, these words would gain meaning through
the experiences and activities provided in the study.

legt Regults

It is interesting to note in Table VI the very low
mean scores for both groups on the pretest. With a maxi-
mum possible score of 18, the means were only 1.5 for the
demonstration group and 2.0 for the comparison group.
Since the demonstration group was more heavily welighted
with Spanish-gpeaking children, thelr lower score would
have been expected.

On the posttest seven months later, there was a gain
of 413 in the demonstration group, with a posttest mean of
5.8,+ The oomparison group, on the other hand, with a mean
of 2:5, showed a gain of 0.5, which was not significant,
Considering the ad?ed language handicap of the demonstra-
tion group, which was by no means overcome by the Spanish-
gpeaking children in this short period of time, their gai
was substantial. .

It is noteworthy that the curriculum of the comparison
group included “airplanes and the alrport” in a more oon-
ventional way. Since both groups studled this toplo, it 1is
possible that the new curriculum, requiring different teach-
ing strategles by the teacher, had a positive effect in
helping children inorease thelr vocabulary as a function of
gaining greater understanding of the gsocial science sub-
conocepts of that curriculum. Of course, the possibility
cannot be ruled out that, not the curriculum but the teacher
personality was the chief source of variation here., Further
testing on randomly-selected groups would be required before
1t could be substantiated that the new curriculum could be
relied upon for superior results, on the average.

1, P<.0005.
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Examining the scores for each of the six items in Table -
VI, it is evident that the gains made were limited to these
fours "jet", "pilot", "refueling", "loadlng baggage®. Very
11ttle attention was glven to incorporating ideas about
"hangars®™ or "control towers" into the fabric of play or
structured experiences of the demonstration group. On one
of the trips, the control tower was pointed out in the dis-
tance, but a clear view of it was unattalnable, Some thought
was given to having the children build small planes from wood
which might then lead to the need for a hangar in which to
gstore them. However, because of time limitation, this acti-
vity never developed and no "hanger" play or discusslion oc=-
curred., On the other hand, play, guided discussion, role-
playing and structured activities which revolved around be-
ginning concepts of "Jet, pllot, refueling, loading baggage"
characterized a substantial part of the soclal sclience cur-
riculum which will be described extensively later in this’
chapter. '

Observational recordings illustrate considerable play
involvement with pilots, jets and, after the second airport
trip, with baggage. Galns for these 1teums, conpared with the
lack of gain in understanding meaning for "hangar" and "con-
trol tower," suggest the high potential for languvage growth
through extensive play integrated into a program with clearly
defined goals and appropriate teachling strategiles, Desplte
the language barrier for the Spanish-speaking children in
the demonstration group, they showed a galn of 48 points as
against 7 points in the comparison group for the word
"pilot," which was the item of highest galn for both groups.
For the items "jet" and "loading baggage" the galn for the
demonstration group was 23 and 21 polnts respectively against
1 point for the comparison group for each item. The total
score gain for the demonstration group was 106 or 27% com-
pared with a score gain of 9 or 3% for the comparison group.

when one considers that the topic "air transport" may be
thought of as culturally more relevant to boys, 1t is parti-
cularly interesting to examine the results in terms of scores
for boys and girls. Table VII shows that the four highest
posttest scores of 1l and 9 (with two subjects each) were by
girls in the demonstration group even though on the pretest
the highest score of 6 was made by a boy ln the comparison
group. This table also shows the score gains 1n the denmon-
stration group were almost the same for girls and boys, 26%
and 28% respectively. In the comparison group, while the
boys showed a small galn and the girls a slight loss in
scores, vhe difference was not significant.
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Table VI

Word Definition Test: Raw Scores By Item and Sex,
Demonstration and Comparison Groups, Pretest and Posttest

Item Pretest Posttest | Galn
To- To- To=-
Group | tal Boys Girls| tal Boys Girls| tal Boys Girls
All
Items
Dem, 38 16 22 144 78 66 106 62 Ll
Com, 50 29 21 59 44 15 9 15 =6
Jet ‘
Dem., 33 15 18 56 32 24 23 17 6
Com, 38 22 16 39 25 14 1 3 -2
Hangar
Den. 0 0 0 1 0 1 1 0 1
Conm, 0 0 0 0 0 0 0 0 0
Pilot
Dem., 1 1 0 49 32 17 48 31 17
Com., 5 5 0 12 12 0 7 7 -0
Control
Tower
Den, 0 0 0 0 0 0 0 0 0
Com., 0 0 0 0 0 0 0o 0 0
Refuel-
ing
Dem, 0 0 0 13 5 8 13 5 8
Com, 3 2 1 3 3 0 o 1 -1
Loading
Baggage
Dem. b 0 i 25 9 16 21 12
Com. 4 0 by 5 4 1 1 Z -3
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Table VII

Word Definition Test = Scores for Demonstration
and Comparison Groups, Means and Individual

Demonstration Group

Comparison Group

Subject Pretest Posttest Gain

Subject Pretest Posttest Gain

All All
Mean Mean
Scores 1.5 5.8 L,3 Scores 2,0 2.5 0.5
Boys Boys |
Mean 1.2 5.1 3.9 Mean 2,1 3.7 1,6
1 0 6 a 3 J
2 0 6 b 3 1l
B 3 7 c 1 3
0 3 d 3 7
5 1l 7 e 1 1l
? 8 6 f 2 8
7 g
8 1 6 h L ;
9 1 1 i 0 3
10 3 7 J 1 3
1l 1l 7 k 0 1l
12 3 5 ) | 2 *
1 3 7 m 0 0
1l * 3
Girls Girls
Mean 2.0 6.6 4.6 Mean 2.0 1.3 -007
15 2 i n 3
16 5 11 o] 0 g
17 3 1 p 1 0
18 3 4 q 3 0
19 0 9 r 3 2
20 3 * s 3 2
21 0 5 t 3 1
22 0 8 u 1l 0
2 3 11 v 0 0
2 0 * w 1l [
25 3 L p 4 0 0
26 2 9 y 3 3

#* - child not on roster in this period of testing
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The observational data were analyzed in relation to the:
sub=concepts listed above under the three selected soclal
sclerce concepts as they apply to the toplc of alr transport.
The following analysls uses 1llustrative material from these
observations as they relate to concepts of specialization,
interdependence, and cultural pluralism.,

Specialization

During the last week of October, the teacher introduced
the topic of airplanes rather conventionally by _reading a
book entitled I Want To Be An Alrplane Hostesas.?2

Deficits in Children's Concepts

In the discussion that followed the story, 1t was evi-
dent that children had many misccnceptlions about the Jobs
which people do in air transport. They also lacked vocabu-
lary specific to alr transport activities and jobs. They
did not know the term "pilot" for the person who flies the
plane, After extended discussion, in reference to plcture
clues of the activities of the stewardess or hostess, child-
ren still sald, "She drives the alrplane," 1In response to
the teacher's question about the 1llustrative plcture of the
porter welghing baggage, the chlildren sald he was, "fixin'
it," meaning that the porter was fixing the plane,

After reading a description in a story about the stew-
ardess preparing lunch, the teacher asked the children what
the stewardess was doing in the plcture. Most children did
not know, One said, "She's warming it up." Nelther the
label "stewardess" nor the word "food" was used., During the
play period which followed, in which suggestlive constumes such
as stewardess caps and pilot hats were avallable, several of
the children wore them, but no discernible dramatic play
about alrplanes developed.

2, Carla Greene, I Want To Be An Alrplane Hostess, Chi-
cage, Children's Press, 1960,




The following day, the teacher read another book oon=-
ocerning airplanes. In digoussion, it was apparent that
ohildren still had misconceptions about the work of pilots,
stewardesses and porters and lacked the vooabulary to iden-
tify them. They referred to them as "mother, father, man.”
Only one of the children used the name ®"stewardess®” ocor-
reotly.

Several children began to show interest in the toploc.
They examined the books about airplanes, asked queations
about the illustrations, looked at photographs on display,
drew airplanes, and wore the hats and caps which were parts
of costumes avallable for play. Subsequent disoussions re-
vealed continued confusion about who builds an airplane,
and what the pilot does. Children thought the stewardess
had to buy a tioket before boarding the plane and the pllot
was usually assumed to be the ticket collector.

By the end of the second week, geveral boys were bulld-
ing a simple alirplane gtructure in the blook corner and
using the newly introduced wheel prop in their play. The
wheel was placed on the section identified as the wing.
Other children also bullt small structures which they
planned as ®airplanes® in the enlarged block area. Seats
were placed inside and the teacher and other children were
invited to sit in the plane. The gstewardess was asked for
food and told to sit in the back of the plane, which she
did, without responding to the idea of serving food.

During the third week, alrplane play became a dominant
activity and involved, at one time or another, a majority
of the children in the class. Additional props such as
flight jackets for the pllots, flight bags for the steward-
esses, and "tickets"™ were eagerly gought and used in play.
Play patterns assumed more continuity and inter-relations.
Generally, a bloock structure was identified as a "plane®;
the wheel was placed in a position in the front of the
plane where a speclal seat was placed. Sometimes blooks
were identified as "seats.” Then costumes were donned, ex-
changed frequently, and driving motions at the wheel were
accompanied by "alrplane gsounds.” "Tickets” in the form of
small slips of paper were furnished by the teacher and were
held by ochildren "boarding® the plane. '




However, observation notes during this period reflect
almost no use of vocabulary related to alr transport and
its personnel except for frequent use of the terms "plane"
and "wheel." At this point, during the fourth week, the
first trip to Kennedy Airport took place. The express fo-
cus of the trip was to see the inside of a plane, some of
the people who work in air transport, and to observe the
role of the stewardess, the ticket agent, and the porter.
It was evident from preparatory discussions that children
st11l lacked information and vocabulary to communicate about
personnel in air transport and thelr Jjobs,

Increased Use of Terminology

Following the trip, there was heightened involvement in
airplane play in the block bullding and housekeeplng areas.,
Tfhere was an increased use of terminology related to the
topic in the children's dramatic play. These comments are
typical of changling language:s

"T9]]1 be the captain and you be the captalng
where are the stewardesses? Do you want to be a
stewardess? Fut on your seat belts. You can't
eat now, wait for the stewardess, now put on his
seat belt, Hey, you need a ticket to get on a
airplane.,"” |

A week after the airport trip, a teacher-guided discus-
sion took place to prepare a children's newspaper report to
their parents about the trip, which is described in Chapter
Vi. The discussion served to clarify some ldeas about which
the children had indicated much confusion.

More Complex Play

With the addition of other props, often suggested by the
direction of children's play, the play became more complex
and provided for increased practice in the use of newly ac-
quired terminology. When a few children began to "talk into"
a small block, the teacher offered a small orange Jjulice can
on a thin dowel as the "microphone.," With the addition of a
real set of earphones, the children used the Jack as a micro-
phone, The words "earphones" and "microphone" were used fre-
quently in related play. -
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More abundant detail became evident in alrplane play.
The plane structure, bullt out of blocks, advanced to designs
that had a pointed front, sides made of blocks, a tall sec-
tion in the back sometimes referred to as the "tail" and
regular rows of chairs to which "geat belts" were attached,
he front of the plane, seperczted by a block formatlon,
generally contained the "cockplt" or seats for the pllots or
captain and co-pilot, a wheel, an instrument panel with move- 3
able parts, maps, and sometimes a globe. The seat belt was a :
long strip of yellow felt wlth 3-inch rings sewn to the ends,
for easy interlocking.

Stewardesses often incorporated into thelr play activi-
ties of food preparation and tray services to passengers and
crew. They also fastened seat belts for passengers or check-
ed to see that this 1little detail had been taken care of by
the passengers.

On the day that a child, wearing the "porter” hat, ;
placed blocks on a hand truck, wheeled them around, and ;
piled them onto the plane, identifying them as suitcases,
the teacher provided two small real sultcases for more re-
alistic activity. Soon, the porter's uniform, props, and
activities became a popular aspect of airplane play. Girls
dressed as ladies stuffed clothes into sultcases and took
them onto the plane in thelr role as passengers. Boys ,
packed sultcases with vests, tles and shoes, carried them
about and talked about going on the airplane. Sometimes
sultcases were given to the porter who put them on the hand
truck, wheeled them around the room and put them on the plane.

Early in January, & table was set up near the block area
with strips of paper, pencils, and felt pens. A slgn, "tick-
et clerk" was explained by the teacher and the area was desig- ]
nated as a place to get tickets. FPrlor to this, the teacher E
would occasionally furnish slips of paper for tickets, as f
needed. Several children spent considerable time "writing" ‘
on the tickets without any passenger involvement in the play.

In the next few days, "ticket clerks" spent much time copying
children's names from an adjacent name chart onto "tickets”
with very little conversation between them,

Discussions during this period revealed that children had
no clear ideas of how tickets were used in airplane travel, or
what information was contained on tickets and why. Excerpts
from a transcribed taped discussion show some of the children's
jdeas at thils stage:




leacher: Before you go on an alrplane, what do you do?

Child: Give your ticket.

leacher: Yes. 4Where do you get a ticket rrom?

Child: Stewardess.

Child: Ticket clerk,

Teacher: Somebody sald "stewardess." How many think
we get a ticket from the stewardess?

Children: (many voices) Yeah,

Teacher: You get a ticket from the stewardess?

Chilad: The stewardess give 1t you,

Teacher: No, she doesn't, You have to go buy your
ticket from the ¢« « o

Child: Ticket clerk.

Teacher: What must you put on the ticket? (now dilscus-
sing ticket clerk play)

Child: The number,

Teacher: What else?

Child: The name.,

Teacher: What else?

Children: I don't know.

Child: The captaln. .
Child: The ticket clerk's over there and the steward-

ess come and the stewardess write her name, 3
Teacher: What for? ~ -
Chilad: For the pllot. . i

Observation of dramatic play indicated much interest in
the porter's role and passengers' baggage, but no ideas that
other items, such as freight, are also transported by planes,

To extend children's interest and bulld a firmer base
for developing concepts about specialization in alr transport,
a second trip to the airport was planned. The emphasis of
this trip was on observation of the actlivities of the ticket
clerk and on the ways in which baggage and air frelght were
handled. During the trip, observation and discussion of
these particular aspects of air transport consumed most of
the time. Still photos and motion pictures were taken of the
children and of the alr transport activities observed, for
later identification, for clarifying observatlions, and for
recall.
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when the colored transparencles of the trip were shown
to the children, their enthusiastic comments demonstrated
the usefulness of the visual materials in stimulating verbal
recall of the activities which they observed. They pointed
out the ticket clerk, sultcases, baggage, passengers, bag-
gage moving on a belt into the plane, the process of refuel-
ing the plane, the cockplt where the pilot and co-pilot sit,
the conveyor belt which takes the passenger's sultcase down
to the field after it has been welghed by the ticket clerk,
Terms such as "passenger, sultcase, bagegage, pilot, ticket
clerk" were used frequently and correctly by many children
in the class.,

In the next three months, the alr transport play con-
tinued to develop in complexity and detall, At times, a se-
quential progression showed growing understanding of the re-
alities of air travel. For example, “"passengers" would dress
up in grown<«ups' clothing, pack suitcases with items of
clothing, carry them to the ticket counter where they asked
for a ticket. The "ticket clerks" would make out tickets,
write the passenger's name on them, the sultcase would be
weighed on a scale, tagged in some way, and carried by hand
truck to the airplane while the v"pagssenger" boarded the
plane carrying only her "baby." The ngtewardess™ would help
the passenger fasten the seat belt if necessary, Or check to
see that 1t had been done. The pilot and co-pilot talked
about getting ready to take off, appeared to recelve im-
portant directlions through their earphones, used the wheel,
the instrument panel, and maps. They talked to the passen-
gers about where they were flying, where they would land,
how much time it would be before landing. Stewardesses fixed
trays of "food" for the crew and for passengers, distributed
them, collected trays, and sat in the back of the plane when
not working.

Although there were many tlmes when play and activitiles
unrelated to air transport held the attention of the children,
it was evident that, whenever they returned to this toplc
throughout the remainder of the year, their play continued
in its more complex and realistic forms,




Symbols

The exploratory study made it clear that the children
had little comprehension of the significance of symbols as
a way of gaining, storing, or utilizing information. The
demonstration project, therefore, was concerned with estab-
lishing a variety of ways in which children would be en-
couraged to notice and identify symbols, to utilize thenm in
thelir play, and to develop a sense of pride in a growing
abillity to recognize them both in play and in structured
activities,

Opportunities were made to use labels to identity uni-
forms. When signs that could be worn over the head were
supplied for "ticket clerk," "mechanic" and "passenger,"
children, at first, asked the teacher for the sign they
wanted, Before long, they were able to select the appro-
priate sign for these roles themselves.

Barly in the year, several routines were evolved that
required children's recognition of thelr owvn names. When
the area for the ticket clerks was established near the
block corner, the name chart and later a numeral chart were
within easy reach. At first, "tiecket clerks" made randon
marks on "tickets" for "passengers." Soon passengers asked
to write their own names on tickets and took much pride in
being able to 4o so, generally copying from the chart. .
Eventually, "ticket clerks" were able to recognize names of
"passengers" on this chart and sometimes copled them onto
tickets, They also wrote various numerals on the tickets,
often checking the chart for correct formation,

By the middle of January, the teacher placed a large
chart near the block area with pictures and labels for bag-
gage, hand truck, tickets, microphone, seat belt, earphones,
passenger and flight bag., Within a month, about half of the
children had drawn pictures about air transport and the
teacher had written the desired label for each, These pic-
tures were displayed on a side wall and the teacher, in a
gulded discussion, would have children identify their 1llus-
trations and "read" the labels on thelr plctures as the
teacher pointed to them. Some children were 2ble to do so
while others could not.
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In February, while viewing slides taken on the second
alrport trip, some of the children recalled symbols they had
seen and their use., For example: |

Child: (referring to signs "in" gnd "out" in English
and in Spanish beside the lunch counter)
People are hungry when they go on the airplane
so they eat there. That (the signs) tell
people to go in and out.

Teachers rlhose signs are in English and Spanish, Why
do they make English and Spanish signs?

Child: To tell people to go in and out, where to eat.

Child: That's the ticket clerk, The ticket clerk
makes the ticket and the numbers, He's put-
ting down the name, The numnber,

PTeacher: What else does he write on the ticket?

- Child: where to go.

At times, children demonstrated an interest in numerals
and clocks as symbols for communicating about time and a
growing understanding of their function., - In the second month -
of the study, children used felt wristwatches as props in
alrplane play, but not in relation to time., For instance,
one boy, playing "captain” looked at his "watch" Saying,
"fw5«8-2-1," Another "talked into" his "watch" as if it
were a microphone. By February, children were referring to
play watches and talklng about time, such as, "Nine more
minutes, then ten minutes to go dowm."

After some planned instruction in relation to clocks and
tellinz time unrelated to alr transport, children were able
to use thelr growing understanding that time, as measured by
a clock, zives people clues as to what they do at certaln
times. In a discussion about the projected real alrplane
trip of a visitor from Haylasia, the children recognized 5
o'clock as a time for eating dinner, 1l o'clock as time to
sleep, 8 o'clock in the morning as time to eat breakfast.
Aside from perceiving numerals on clocks as time-measures,
they also made an assocliation between the numerals on a scale
and the welght of baggage.




The introduction of a globe and maps as Props in air
transport play elicited much interest., At first, maps were
folded and unfolded without verbal or dramatic relevance to
their function. The globe was spun vigorously, in the be-
ginning, appaerently for its manipulative value, Later, some
comments indicated greater awareness of the meaning of these
symbols, such ass "To tell the pilot how to go"; "Wonder
where we are" - while looking at the globe; (the map) "shows
if you're going the right way." Children also looked at the
globe and asked where certain countries were, particularly
countries which had been discussed at other times in differ-

ent contexts.

The project focussed directly on word symbols, number
symbols, conventional and arbltrary symbols in relation to
other facets of the curriculum. It is relevant to note, in
this chapter, only those data which refer directly to respon-
ses which indicate growing awareness of symbols as they
emerged in connection with air transpor: toplcs as related
to the social science sub=-concepts which were the leaming

goals °

The test of word definitions furnlshes one specific
clue to the extent to which the children in the demonstration
group were able to develop meaningful concepts about a few
areas of alr transport. This test required verbalization of
a few meanings. The observations cited above indicate con-
siderable progress in the group toward some of the learning
goals listed as sub-concepts under specialization. The sub-
concepts on which most progress was made were those specify-
ing special names and functions in air transport, the asso=-
clation of specific uniforms with Job titles and functions
and, especially, the occupations of pllot, stewardess, tick-
et clerk, mechanic and porter.

Interdependence

The early activities revolved around building and driv-
ing the airplane 1in the block area, with little involvement
of passengers in the play. 1In fact, 1t was not until the
teacher participated in the play durlng the third week, indi-
cating she wanted to go somewhere in the plane that was belng
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built, that there was any indication that people are trans- .
ported by plane. Shortly thereafter, following the child-
ren's first trip to the ailrport when they were permitted to
sit in a real plane, the dramatic play in the classroom ex-
panded to include passengers,

Role of Passengers

3 Although the term "passenger" did not appear in the ob-
servational records of chlldrent's play untll later in the
project, the role of passengers bucame an essentlal one 1in
alr transport dramatic play immediately after the first
alrport trip. Stewardesses were frequently dispatched by
Pilots to ask chlildren to ride in the plane after it had
been built, Children willingly sat in the plane, allowed
stewardesses to fasten their seat belts, secured tickets

g from stewardesses, and later from ticket clerks, before
boarding the plane, and generally played passenger roles,
Pllots frequently carried on conversations with passengers
about where they wanted to go or where the plane was going
and where they wanted to get off.

’ " G R e S N o B Dz s <o a2 ST T o 2T 2 - . . - s
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With the introduction of sultcases into the play, pas-
sengers became more actlive in thelr role. They used the
dress-up clothes, played "lady"” and "mother" taking a trip,
and spent much time packing sultcases and dressing for the
journey.

It was not until after the second trip to the airport
that the term "passenger" came into regular use to designate
the role. In viewing the slides taken at the alrport, a
child defined "passenger" as follows: ‘

Teacher: (re picture at ticket counter) Who are all
those people?

Children: Passengers,

Teacher: Wwhat are passengers? :

Chlldren: People. }

Teacher: People who what . » .7 .

Child:s Go onna plane,




While viewing a movie taken at the same trip:

Chila: The people are waltlng to go on the airplane,
Childs I see the passengers.,
Child: Passengers going into the alrplane,

Passengers were also percelved by themselves, by tick-
et clerks, and by flight personnel as people who have sult-
cases or baggage and, gradually, as requiring tickets before
boarding the plane., They saw themselves on the recelving
end of service by the stewardess, particularly in the matter
of food. By the time Spring had come, children also secured
money from the teacher, and eventually from the "bank" to
pay for their tickets., For, as one child said, "She's a
passenger. She's putting clothes in the suitcase. They're
going on the alrplane., If you don't get tickets, you can't
take a ride." This statement sums up understandings of sub-
concepts related to passengers in ailr transport which had
developed through play, discussion, and structured experi-
ences, '

Purposes of Alr Transport

For the most part, 1little attention was pald to the .
reasons why people move from one place to another by alr.
It seems that the pleasure of golng somewhere seemed reason
enough for the children., However, the teacher utllized se-
veral situations which arose naturally in the children's
1ives to identify several reasons for passenger use of alr
transport. Just before the first class trip to the alrport,
the teacher mentioned that the alrport was likely to be
crowded because many people go to visit relatives during
Thanksgiving. When one of the Puerto Rican boys returned
from visiting his relatives in Puerto Rilco, although he had
a very meager Engllish vocabulary, he was able to express
himself with the help of the teacher, as follows:

Teacher: Where is Bud? I want to talk to you. Where
did you go last week?

Buds Puerto Rlco.

Teachers When?

Bud:s last week,
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How did you go?
(Gestures, speaks in English which cannot be
understood, interspersed with some Spenish.)

Teacher:t What do you call 1t?

Bud: Plane. :

Teacher: Who went?

Buds My mother, sister, not my father.

Teacher:
Bud:
Teachers

Not your father?

No, he stay in my house.

what did you need to go on an alrplane? Did
you have a ticket?

Buds No.

Teachers Did you mother have a ticket?

Buds No, a pasale,

Teacher: Is that a tlcket?

Child: A paper,

Teacher: Well, 1t was a very nice story. Bud told us

about an airplane., He really went to Puerto

Rico for a vacatlon.

At other times, the teacher referred to a vacatlon trip
which her own parents were taking at the time, She told the
children that since her parents were going very far away for
a vacation, they decided to go by airplane so that 1t would
not take them so long. She also talked about trips which
she had taken during summer vacations on an alrplane to
places far away, such as Mexlco and Spaln,

Toward the end of the school year, a vislitor from Malay-
sia spent several days with the children. On her last day at
the school, she brought a tape on which she wished to record
some songs by the children for use with children who she
would be teaching in Malaysia. In her discusslon, she told
the children that she had very, very far to go to get to the
country where she lived and worked and that she was in a
hurry to get there, therefore she was going by alrplane,

After the second airport trip, when baggage handling had
received considerable attention, the teacher helped the chlld-
ren recall the conveyor belt they had seen in operatlion and
children remembered that crates moving on the belt into the
airplane held, "Food for Puerto Rlco., Sultcases, Clothes."
In general, the purposes of alr transport figured rather ‘
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peripherally 1n the children's self-structured activities,
and boys often played they were piloting army bombers or
space ships. The discussions which the teacher structured
accounted for the only evidence of building a base for
sub-concepts related to the purposes of transportatlon.

Interdependence of Peopile

The sub-concepts relating to the interdependence of
people may be seen as the corollary to the sub-concepts of
specialization. The emergling patterns of play and discus-
sions as reported in the prevlous section grew from unin-
formed, undifferentiated role assumptions to more complex
and more realistic ones. Through this development, the
inter-relationships of the varlous roles were underscored
and played.

In the beginning, uniformed pilots and stewardesses and
potential passengers all worked together to bulld the plane,
"fixed" it when necessary, carried out refueling activity,
and served food indiscriminately. However, as the play
became more differentlated and more closely related to re-
ality, it assumed patterns of interdependence., After plane
structures were made, children most interested in pursuing
the idea of going somewhere or driving the plane frequently,
by act and word, made clear that stewardesses were needed,
that passengers were welcome, and that the ticket clerks
were required to sell.tickets to passengers before they
could board.

During one breakdown of the plane, when the pllot was
willing to lend a hand 1n fixing the "motor," one of the
children said, authoritatlively, "No, pllot's no fix planes.
Him, him's job," while pointing to the boy dressed in the
mechanic's jumpsult who was wieldingz a screwdriver and
pliers, "You gotta wait till he fix da plane; den you can
go." Another revealing comment was made as follows: "Here,
S..., here's the captaln's hat. You be the captaln., We're
all ready to go to Puerto Rico but we don't got a captaln.,"
Similarly, the rellance of both passengers and crew members
on stewardesses for food was a recurring theme in alr trans-
port play. '
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The=e was no need to distingulsh between children's
growth in moving toward building a base for sub-concepts
of interdependence of people in alir transport and toward
beginnings of sub-concepts of job specializatlion, since
these were not verballized other than ln very specific con-
texts. Obviously, deepening awareness of the one set of
1deas necessarily contributed understanding to the other
set. As the children continued to develop and shape these
ideas, they should be bullding a solid base for eventual
generalization and verballzation,

Cultural Plurallsm

The learning goals for beginning aspects of the con-
cept of cultursl plurallsm were conceilved in terms that
focussed on the major topic of air transport, but also ex-
tended beyond into other class activitles and interests.,
However, a natural and functlonally related facet of alr
transport discussion and play was evidenced in frequent
references to the destination of the. plane during play.

Because over half of the class were Spanish-speaking 3
and most of these had cultural ties to Fuerto Rico, their ]
airplane play trips went to Puerto Rlco more than to any :
other place. It was the teacher, however, who first intro-
duced the possibility and acceptablility of Puerto Rlco as

: a destination. Not until three weeks later was there any |

: observational record that chlldren sald they wanted to go 4

3 ' to Puerto Rico or that the plane was going there. This is ]
not to say that no such references were made, but it is ]
significant to note that after thils first record, Fuerto ]
Rico or foreign countries such as liexlco and China were
named in almost each succeeding week's records durling which
alr transport play occurred in the classroom., WWhile the
purpose of suggesting many foreign terminals for alr trips
was related to the sub-concept that alr travel promotes
understanding between peoples, this was not explicltly
verbalized., .

Lansuage

Cultural pluralism as a value in our society, when trans-
lated into the kindergarten curriculum, was also expressed as
an interest in and respect not only for Znglish but also for




languages other than English., There were discusslons 1n
which knowledgeable children shared their Spanish vocabulary
with non-Spanish speaking children to help interpret songs
which used both Spanish and English words such as "The
Spanish and English Song" about animals. During a trip to
the airport, attention was called to announcements of de-
partures in Spanish and English with the explanation that,
in this way, people who spoke Spanish could understand when
their plane was ready to go. Signs, printed 1n Spanish and
English, to designate the "in" and "out" traffic flow at the
lunch counter, were also pointed out to the children, Some
time later, when slides of the trip were shown, children
explained that the signs "tell to go 'in' and ‘'out!' if you
want to eat - in Spanish and ZEnglish,"

Children were encouraged to learn a few words 1in other
languages as taught by other children in the group. The
teacher, who was genuinely interested in learning them also,
influenced the group positively in this regard. The follow-
ing occurred in a discussion following the playing of a re-
cord which a child brought in:

Child: Where does this nmusic come from?
Teacher: Where do you think?

Chilad: It's Canada,

Childs It's Greece,

Child: It's Spanish,

Teacher: Does 1t sound like Spanish music? This mu-
sic i1s from Greece, All the words are Greek,
And it says the name of the song on the re-
cord in Greek. Can S.... (who is Greek) say
a Greek word? Can you say "Hello" in Greek?

Seeee? (Says it)

‘Teacher: Everybody try 1it.

Children: (try) |

Teacher: And how do you say "Goodbye?"

Seeee? Goodbye.

Teacher: No, that's English, How do you say 1t in
Spanish?

Child: Hasta luego.

Child: Adlos,

Teacher: And how do you say it in Greek?

Seeece? (says it in Greek)

Teacher: And how do you say "Hello?"
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Seeee
Teacher:
Child:
Teacher:

lYJOOOO:

(says it)
And how do you say "Hello" in Spanish?
Como estal

Weooo (English speaking), how do you say
it in Spanish?

Como esta.,

The teacher capitalized further on children's increas-

ing willingness to share thelr Spanish vocabulary, through
her choice of storybooks to read to the class. One day,
reading a book with many Spanish words, the teacher led a
discussion, as follows:

Marina, what language did he speak?

Teachers
Carlos?

Carlos: Spanish,

Teacher: This story has a lot of Spanish words and

N a lot of Znglish words. How do you say dog

in Spanish? _

flany ‘

children: Perro.

Teacher: How do you say pussy cat?

Child: Patito,

Teacher: “lnat color was the dog?

Child: Red,

Teacher: How do you say red in Spanish?

Child: Rojo.

From time to time, simple greetings were glven in Span-
ish, and routines such as ¢ >uncements of play time or
Juilcetime incorporated use " Spanish in an incidental and
effective way.

Air I'revel and Cultural Contacts

Some of the props for alr transport play were useful
in increasing children's awareness of the idea that people
from other countries come here, frequently by alrplane,
When the globe was first placed in the play area, children
were very attracted to it, examined it, whirled it around,
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and named many of the places they could think of. Although -
the pilots managed to establish the strongest claim on 1its
use, many of the children played with 1t. Subsequently,

the teacher structured a discussion which centered around
the globe as a symbol of places where people llve,

Teacher: Can I have the globe?

Child: what's the globe?

(Another child brings the globe to the teacher. )

Teacher: What do you think I'm looking for?

Child: Isracl?

Child: Puerto Rico?

Child: Mexico?

Child: Greece?

Chilad: Miaml?

reacher: First I have to find where we are.

Child: america! (He puts hils finger on U.S. on
globe.) (It was accidental; he could not
repeat 1it.)

Teacher: This 1s America, where we are. Let's see
where Greece is., Here 1t 1s, (Teacher
marks each with a small piece of colored

| felt.)

Child: How far it is!

Teacher: And over here 1S ¢ o o

Child: Puerto Rico.

Child: Cuba.

Teacher: I'll show you. Here's Cuba. That's where
Alfredo comes from. His mommy and daddy were
born in Cuba. Were you born there, too, Al-
fredo? .

Alfredo: Yes.

Teachers: So here's where Alfredo was born. (Fixes
felt marker on Cuba.)

(pointing to tab marking Greece) And this
1s where Stewart's mommy and daddy were born
- in Greece,

The globe also featured prominently in establishing how
far away one of the research assistants was going in her re-
turn to Malaysia, where the children spoke Chinese. The
children were quick to make the assoclation with some child-
g;n in the school who were of Chinese parentage and spoke

inese.
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The children also responded with interest and involve-
ment in severai incidental discussilons involving trips to
and from various countries on the part of visitors to their
classroom. 0Occasional references in thelr play to Israel
probably stemmed from thelr contact with another research
assistant who was returning to her home in Israel and with
the teacher's mother who was, at the time, vacationing :
there. The teacher sometimes referred to her visit the !
previous summer to Spain where people spoke Spanish., The 3
Spanish-speaking children were quite free in speaking Span-
ish to visitors from Feru with whom they communicated ef-
fectively.

Understandinz of Cultural Contributions

- Recognition of Fuerto Rico Day on November 19 was the

4 occasion which served to highlight a sense of appreciation

4 of Fuerto Ricans in the community through simple actilvitles
that would be of interest to the kindergarten children. 1In
preparation, the children reviewed some of the Spanish folk
songs which they had previously learned, Plans were made
for the mother of one of the Fuerto RHican children to help
the class prepare fried plantain snacks., Several children ]
were to go shopping for bread and Jelly at a nearby Spanish :
grocery or bodega., The morning was to end with a party in 1
which the food prepared by the chlildren would be eaten,
followed by singing and dancing of Spanish and Puerto Rican
folk songs and dances.,

The children's excitement and keen involvement in the
specizal activities for Puerto Rico Day was laced through
with experiences of discovery by some children and feelings
of pride by others. A few brief excerpts from the observa-
tion notes of that day follow:

Tt ety = = "

Teachers: Today 1s « . .

Child: Puerto Rico Day.

Teacher: We're golng to do something special in school

; today so we can learn a little bit more about

1 the people in Puerto Rico.... We know the .
people there speak Spanish., We know you go
there by « .

Chilad: Airplane,




Teacher:

Child:
Teacher:

Children:
Teacher:

Child:
Teacher:

Children:
Child:

Discussion followed drawing comparsions between plan-
tains and bananas., It is interesting to note that children
used both terms, "plantains" and "platanos"™ quite freely
and that other Spanish words like "blanco" are freely inter-
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coosWe're going to eat something this morn- .
ing that people eat in Fuerto Rlco, . .
Bread.

Yes, one thing we're going to eat 1s bread,
What is it called?

Majorca.,

How many children eat majorca bread at home?
(Six children raise their hands.)

It's round.

We're also going to eat something else Puerto
Rican people eat., (Holds up plantains,)
What 1s 1it? e

(Some children say "banana,")

(several) Aquineo.

Platano,

spersed with comparable English words.

When the children who had gone marketing returned, they

reported:

Child:
Teacher:
Child:

Teacher:
Child:
Teacher:

We went to the bakery.
Was it a special kind of bakery?
It was a different one,

What did we ask the man to give us?

Ma jorca, '
...This is Spanish bread and Spanish Jjelly.
It is called papaya.

(The children were unusually vocal in de-
scribing how the unfamiliar foods tasted to
them, They used such words as: deliclous,
like ice cream, good, sweet, like pound cake,
like green soda, like cookies, like a banana,
just like bread, like a peach, etc.) °

I know what this (majorca) tastes like., I
eat it on a holiday. Spanish people have
Spanish holidays and Jewish people have Jew-
ish holidays. I eat something like this on
Jewish holidays., 1It's called "challah.,"

It's sweet - deliclous.,
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The above discussion suggests the frequent class dis-
cussions which equated different cultural food tastes,
while differentiating among then,

In the next newspaper which the children composed for
their parents and which was translated into 3panish, thelr
recall and enthusiasm for the events of Fuerto Rico Day was
extensive, They contilnued to request the Spanish songs,
and their dancing in response to rhythmic Spanish recorded
music was varied and expressive,

fhroughout the year, the teacher introduced a variety
of ethnic music, particularly that of the iiddle East and
Africa, for children's listening and dancing., Some children
became more sensitive to distinctive gqualities of music of
different peobples,

Teacher: I'm going to play a record. ihnen 1it's over
I'11 ask you what kind of music it is., (She
plays African record with drums and chants.)
(Children sit on floor, quietly responding
to the rhythm with hands, legs, and bodies.)

Child: I think I know what it is. I think 1it's
jungle,

Child: African,

(Teacher plays a Caribbean record.)
Teacher: Is this African?
Child: No, It's Spanish,

In response to the teacher's evident appreciation of
nusic and dance of many cultures, children spontaneously
brought in records representing music of their own ethnic
backecround and sometlimes announced that they would sing "a
Spanish sonz" they learned at home., Some of these were ine-
cluded in the repertolre of the class and were shared with
nothers at a liother's Day party in the spring to the delight
of the children and the expressed appreciation of the mothers
and other visitors,
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Analysis of Observatlonal Data

1 An analysis of the data related to the soclal science
aspects of the demonstration project indicates that the
children made noticeable progress in developing the begin-
nings of sub-concepts regarding alr transport for the three
concepts selected for study. It 1s also evident that the
] more conventional teacher strateglies of reading books, lead-
] ing discussions, and providing play materials were insuffi-
4 cient to help children achleve increased vocabulary, correc-
tion of misconceptions, or more precise understanding of the
social sphere which they were dramatizing. On the other
hand, with guldelines provided by the pre-selected learning
goals which were formulated on the bases of key soclal
science concepts, the teacher was able to develop a prmgranm
through which children gradually moved toward these goals,

During the early weeks of the study, interest and par-
ticipation in airplane play was noticed among a numer of
children. But the play was marked by a pauclity of 1ldeas,
undefined roles, lack of informatlon and misconceptions

’ about alr transport and its personnel, as well as by ex- ;
‘ tremely sparse vocabulary which hampered conceptual growth, §

As the teacher, guided by the pre-selected goals, de-
vised materials, selected activities, structured discussions
and events intended to help children develop sub-concepts
related to air transport, a dramatic, though falrly steady
growth took place in the children. Alr transport play
grew in complexity; it became more closely related to re-
ality in its details; it reflected children's expanding
1deas about personnel and thelr functions; it mirrored a
certain sequential logilc which reflected some of the inter-
relationships in alr transport. There was, also, a marked
expansion of vocabulary and more precise use of terminology
both in guided discussions and independent play. These re- - 3
sults point to children's growth in understanding that k.
people 1n alir transport have special jobs and that there E
are names to identify these Jobs. In other words, they
moved toward beginning to develop the concept of specializa-
tion as a characteristic of our soclety.

- KC
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As alr transvort play became more complex and differ-
entiated, the various roles and activities became depsndent
upon and interrclated with each other. [fhe idea of inter-
dependence becane an implicit, and sometincs explicit, part
of dranatic play. Children demanded that the plane be built
before ths crew could fly it. Flight personncl were no
lonzer permitted to "fix" the plane when things went wrong
or when it needed refusling; they had to depend on mechanics
and sround crew, rassengers were required to purchase tick-
ets from ticket clerks befors boarding the plane, although
ticket collection remained vague. BRaggage was generally
weizhed, tagged, and handled by porters. Stewardesses con-
sistently perforned services, primarily related to food and
safety, while carefully distinguishing themselves from pas-
sensers, In other words, as children demonstrated an in-
creasing awareness of specialization, they also reflected
an implicit awarcness of its corollary - interdependence -
as a characteristic of our society as translated into
kindergarten teras through the topic of alr transport.

It was hypothesized, also, that children can be helped
to develop efficient learning strategles utilizing various
forms of symbolic representation. Ilinst of the data and
analysis relatins to symbols are placed in Chapters V and VI,
It is, however, relevant at this point to refer to the ad-
vancement made by children in utilizing symbols directly
connected with the social science phase of the study.

ILabels, introduced by the taacher to help identify
vuniforms and work areas such as those of the ticket clerk,
were eventnzally "read"” by children and used as clues for
correct selection of items. Random marks on "tickets®
cradually were rerlaced by correctly copled or independently
written children's nanes and numerals. :(aps and a. globe he-
cane an important part of air transport play, to identify
countries and cities as the destination of a particular
flight, and to help the pilots find their way. But, as
misht be predicted, the interest and pride in recognition
and production of the written symbol of one's nane captured
the children's intersst particularly, so that much more at-
tention to names was apparent in other activities than those
related, primarily, to social science,
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'he learnine coazls related to the concept of cultural
pluralisn as a value in our soclety were defined, in part,
as relating to the toplic of air transport and, in part, as
relating to other facets of the curriculum sucn as musilc,
dance, and language arts, But the most subtle, yet most
significant goal, was to help children overcome, to sone
extent, a sense of inferiority because of their social or
ethnic or racial group identity by creating an atmosphere
of interest in, acceptance of, and appreciation of various
cultural heritages.

Although there was no quantitative record of the fre-
quency of 3panish spoken by the children at the beginning
and the end of the study, several reports by the research-
ers snd the teacher called attention to an interesting de-
velopment., In each case it was reported that, during the
latter half of the study, children szemed to be more relsxed
and uninhibited in their use of Spanish in the classroom and
in their readiness to help the teacher translate 3Inglish
words into Spanish., This was contrary to the earlier be-
havior of the Spanish-speaking children who seemed to be
very reluctant to adnit that they knew Spanish words when
the teacher asked for similsr help in translation, One
such incident occurred early in the year when the teachner
ngked for help with the Spanish words of "Cielito Lind»,"”

o favorite soanz of the class. The Spanish-speaking children
disclained knowledge of the words even though the teacher
had reason to belicve they knew them, Later in the year,
when the teacher, asain, forgot some of the Spanlish words

nt thet folk songz, one of the children suppliasd then

:agerly and several of the children sang then in Spanish
quite freely.

"ate was also taken of the marked increase of inglish

spoken by Spanish-gpzaking children in their play with each
other, with an occasional Spanish word used in an :#nglish
sentence., Since the increase in 3panish and 3inglish verbal-
ization appearcd to occur concomitantly, it way indicate
thet younz children can be encouraged to improve thelr
inelish skills without inhibiting the lanzuaze they already
have, The apparent value to be derived from their feeling
of accepntance of their languase and, thereby themselves,

ie significant, indeecd.
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Children's growing awareness and interes: in varlous
ocountries as destinations of alr travel was also enhanced
by skillful use of resource persons who helped them per-
gonalize travel to and from other countries. They galned
gsome appreciation of the value of bilingualism in communie-
cating with people who travel by planes, as seen in their
recall of Spanish and English signs and verbal announce-
ments at the airport and their funoctlon.

The children not only developed a sizable repertoire
of folk songs of different ethnic groups, they also showed
growth in auditory discrimination and some skiil in iden-
tifying the countries of origin of music to whioch they
danced. They felt free to bring in records and share
gongs which stemmed from their partioular cultural heri-
tage. In summary, children appeared to feel more comfor-
table with their own ethnic identity in the classroom and
participated with interest and enthusiasm in sharing some
of the oultural contributions of others.

Although an analysis of data showa evidence of child-
ren's growth in developing learning strategles through
utilizing the beginnings of key oconcepts in soclal studies,
the data do not permit an evaluation of the growth of in-
dividual children. 8Since there were no individual proto-
cols in the recorded observations, and since many of the
tape=-recorded observations of group discussions and play
make it impossible to identify which children made which
comments, it is impossible to measure individual progress.
The available records do, however, indicate that some
ochildren were more deeply involved more of the time than
others in structured experiences, discussions, role play-
ing, and dramatic play related to the central social studiles
topic of the study. It would be valuable, in another study
of this type, to plan ways of acquiring sufficlent data to
present profiles of individual ohildren within the group.
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CHAPTER V

Mathematics Concep%s

learning goals in mathematics, as in soclal sclience,
were stated to include some initial understandings of selec-
ted key concepts as well as the development of efficlent
learning strategies. The content of mathematics was regarded
as an essential base, among others, for concept bullding, for
learning skills of symbolic representation and, ultimately,
for contributing in a fundamental way to increased potentlal
for subsequent academic success. The demonstration study,
therefore, was concerned not only to help children advance
in initial mathematics learning but also to help children
acquire and use more productive learning techniques.

Pilot Study - Spring 1964

A list of twelve mathematics concepts was selected as
learning goals for the exploratory study in the Spring of
1964, as shown in Figure 1, ranging from perception and nam-
ing of sets, one-to-one correspondence, to decimal bease,
measurement and concepts of zero. While this was an ambitl-
ous list for five-month kindergarten study with a classroom -
teacher who found the proposal stimulating but confusing and
difficult to understand, it seemed worthwhile to evaluate
the goals by testing thelr relevance to the children's needs
and abllities.

Figure 1

l. Sets as collections of objects,
Perception of sets and naming of sets,
Identifying members of sets and distinguishing be- -
tween sets.,
Comparing and contrasting sets for more and fewer
elements.
Conservation of sets.
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6.

7.

8.

9.

10.
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One=to=-one correspondence.

Mapping elements of one set to another.
Determining equivalence of sets by mapping.
Comparing sets.

Reproducing sets.

Union, separation and intersection of sets.
Combination of sets to form new gets. Disjoint sets.
Recognition and jdentification of subsets of sets,
Separation of sets into subsets.

Intersection of sets for common elements.

Cardinal number as characteristic of sets and nuner-
als a8 number names,

Rational counting of sets yields cardinal number and
numerals represent that number.

Invention of numerals and rational counting with in-
vented numerals,

Ordinal number, ordering numbers and numerals.
Order and meaning of ordinal numbers and thelr re-
lationship to each other.

Decimal base. Grouping in gsubsets of tens in rational
counting. Counting in tens and subsets of tens.

Zero a8 the empty set.

Zero to represent a set previously in existence but
now enpty.

Zero to represent a set now empty but capable of com-
ing into belng.

Zero to represent a set which has no real existence,

Names of geometric shapes asi 8square, rectangle,
triangle, circle. Recognition and jdentification of
gshapes and reconstruction of shapes wWith objects.

Measurement.

Linear measurement with non-standard units as one's
own hand or foot as a length of string, foocusing on
points, line segments and lines. Finding equivalent
length, matching and reproducing linear measurements.,

Quantitative terms as3 more or less, greater or few=-
er, longer or shorter, thicker or thinner, faster or
glower; spacial terms as: up and down, inside and
outside, top and bottom, etc.
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11. Integrating some mathematics concepts with geo-
graphic concepts as in: directlion, distance,
measurement.

12. Integrating some money concepts with mathematics
concepts as in: decimal base and grouplng by tens
and money values and equivalence,

Level of Children's Mathematlcs Concepts

It is often assumed that disadvantaged young children
have more advanced concepts than middle-class children about
money, coins and equlivalences, because they may be sent to
stores to make small purchases, unlike middle-class children
whose parents do not expect this much independence. Colns
are obviously good materials for learning quantitatlve con-
cepts and children generally have ecrly acquaintance with
smaller coins. The researchers, therefore, developed a
simple test with coins to geuge the level and content of the
mathematics concepts of children in the class. Figure 2 rep-
resents the procedure for administering the money test,

Figure 2

Instructions for Administering Money Test of Identlty
and Equivalency

(Coin purse contains 13 pennies, 8 nickels, 4 dimés,
1 quarter, 1 dollar bill.)

Give child purse, tell him to empty 1t onto table,

1. Say: If you buy a bar of candy from me that costs
a nickel or five cents, how would you pay me?
o (Ask child to hand you the money.,)

2, Say: What else i1s the same amount as a nickel or
five cents?
(Ask child to hand you the money.,)

3. Say: If you buy pop corn from me that costs a dinme
or ten cents, how would you pay me?
(Ask child to hand you the money.,)

4, Say:s What else is the same amount as a dime or ten
cents?
(Ask child to hand you the money.)

o
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5, Say:s If you buy a loaf of bread from me that costs
a quarter or twenty-five cents, how would you
y me?
(Ask child to hand you the money.)

6, Say: What else is the same amount as a quarter or
twenty-five cents?
(Ask child to hand you the money.)

Te Show child the penny, nickel, dime, quarter,
dollar.
Say: Which is the most money? Give 1t to me,

8. Say: If you gave me a dollar to pay for the nickel
candy, what would happen?
(Record verbatim response.)

From the responses to the money test, it quickly became
apparent that these children lacked the names for most colns
and the dollar bill and had no conception of a nickel as a
"five-cent piece.¥ Quantitative concepts were extromely
primitive, even in the simplest counting operations. Since
the money test was in the process of development during the
pillot study, and since the wording was changed several times
in an attempt to insure the children's understanding of the
questions, i1t is not possible to present a quantitative sum-
mary of results.,

Initiating the Program

The focus of content for the pilot study, "Providing for
Family Food Needs," offered excellent opportunities for child-
ren to advance their beginning understandings of mathematics
concepts. It will be recalled that the researchers assumed
that young children's early learning experiences must be as
concrete and action-oriented as possible, with considerable
manipulation, exploration and play so that the chlld gradually
internalizes and schematizes, progressing from physical ob-
jects and motor action to symbols, speech and verbal repre-
sentation and abstraction, But it 1is suggested that, whlle
unstructured play is basic, it is not sufficient to insure
desirable progress for the deprived child.
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The program was initlated, about the third week in March,
when, followlng some class shopping trips, the teacher set up
a store play area as a distinct center of interest. Durlng
the free play or work period, children could choose dramatlc
play in thls area or any other activities generally avallable
to them and they could move freely from one to another as they
chose.,

Providing Materials for learning

The teacher sought the parents' cooperation to collect
a varlety of materials that could be used in store play. There
was soon an abundance of empty food cartons and cans, plastlc
bottles, double-handled marketing bags, shoppling carts, and
other novel play props. Chlldren's interest in bringing ob-
jects from home for store play continued for several months 3
and contributed to maintaining sustalned involvement in de- 1
veloping the play.

During the early stage of store play, children tended to .
fiow from the housekeeping or block area into the store play f
area and back, with much physical movement, frequent exchange
of roles and intermittent play. On April 13, the teacher re-
ported that store play continued to consist chiefly of taking
all the empty food contalners out of the store area into the
housekeeping area in play that was primarily manipulatlve,
On this day, however, Ellen said she needed money for the
store and the teacher offered her some metal discs which
were handed back and forth by the children as"money.%

Structuring Elements in the Program

while the unstructured experiences helped the child to
jnvolve himself in significant learnlng, 1t was thought that
gtructured experiences were required for substantlal progress.
Plans were made with the intention of helping children to
stabllize some of the learnings they were acquiring incl-
dentally, accldentally and partially, as well as for the
purpose of extending thelr base for gaining information and
understandings. Taking a cue from children®s new interest
in "money," it was decided to introduce play money to them,
to take them on real buylng trips to supermarkets, and to 1
begin to hold directed discussilons with the class to focus 5
on the contrast between theilr play dramatlzatlon and the re- A
ality they experienced on shopping trips.




87

N nd Mopey Con S

The next day, after the free play period, the teacher read
a story to the class involving ten ocents change., The teacher
asked, "What is change?® The chorused replies were "Money."”
When the teacher asked, "Where do you get change?” éharlotte
said, "You go to work and make money." Other children re-
plied that the storekeeper gives you change,

*Why does he give you change?” asked Miss J.

»1Cause you give him money,” sald Jay,

"Does he give you money all the time?” asked Miss J.

*No," replied Jay, adding, "he doesn't have any more
money ‘cause you give him money.” .

Lisa said, "If you give him a dime, he keeps it, but
if you give him two dollars, he gives you change.”

Fred's contribution was, "He gives you money because
he cheats you.”

The teacher announced that she was assigning homeworks
to go to the store with Mommy, to find out why the storekeeper
gives Mommy change. The results of this assignment were re-
corded the following day, as followss

"Bscause you have too much money,” Charlotte sald.

®"Every day, when you buy something, he always gives
you money. He's supposed to give you money. He always
gives you money back,” said Ted.

"When he gives you money back, you can get plaid
stamps,” was Sylvia's report.

#1Cauge he has too mush money,® Manuel said.

However, Victor reported, "When the food is a half
dollar and you got a whole dollar, he gives you change,”
indicating that he, at least, had retained or understood
the nature of the change-making transaction, admittedly
a complex focus for initial number concepts,

Store play reflected some gross ideas about change the
next day, with much interohange of play colns acocompanying
the buying and selling. Prices were quoted by storekeepers
from fifty cents for a can of coffee to ten cents for a .
bottle of "Mr; Clean” and a dime for a dozen eggs, However,
generally it was noted that when there was any money trans-
action, storekeepers pald customers, who usually left the
store with more coins than they had brought, as well as arm-
fulls of empty food cartons,
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Creative Dramatics: Money in Store Play. In additlon
to discussions, the teacher structured dramatizations by
several pairs of customers and storekeepers to help children
become conscilous of their buying and selling play and the
place of money in comparable real life situatlons,

Several instances of thils type of role playlng were
recorded as follows:

Miss J. selected two chlildren to dramatize, for
the class, the buying-selling transactlion and the use
of money. Barbara chose to be a customer and Char-
lotte agreed to play the storekeeper. They were
given no instructions other than to show the class
how to.play customer and storekeeper.

Barbara stood in front of Charlotte's small
table-counter and ordered a box of "kelloggs."
Charlotte handed her a box, paid her some play mon-
ey and gave her change., Barbara promptly objected
to this action and requested some money so that she
could pay for her purchase, Miss J. interrupted to
emphasize the point that food 1s not free and that
you cannot go marketing without money. She asked ;
several children to respond to the same question, | '
"What do you need before you go shopping?" and each
child replied, "lMoney." Miss J. concluded, "Food
costs money,"

Next, Linda and George were asked to create
another buying-selling scene, and Linda asked to be
storekeeper. The teacher asked the class whether
George was ready to play customer. Barbara sald,
"No," and Marconl added that George needed to get
some money first., Miss J. asked whether Linda
needed any money and, again, many children sald she
needed money "to pay customers." The teacher sug-
gested the children find out, next time they go ;
marketing, whether the storekeeper always glves the !
customer money.

After George ordered his groceries, he offered
money to Linda, Miss J, asked George how he knew
how much to pay and he sald the customer tells the
storekeeper how much the food costs. He handed Linda
some play money colins and she returned several to him, E
Agaln, Miss J. pointed out the children could find out 3
next time they went marketing how the customer knows
how much to pay. -
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While some of the confusion about money, change and
paying for purchases, evidenced above, may have been more
verbal than real, a conslderable area of real confusion
and lack of information was mapped.

Direct Experience: Shopping Trips., Information gather-
ed from observing children's store play, from discussions,
and from role playing pointed up the need for planned direct
experiences to help children gain clearer ldeas about money
and marketing. To further this goal, the following questions
were ldentified as productive ones to direct and focus child-
ren's observations and perceptions on subsequent trips to
stores:

1., Is there a price on every kind of food? Where is 1t?

2. Does the storekeeper have to have money? Does he
pay" the customer?

3. Do all the store workers do the same things? What
jobs do they do?

L, How does the customer know how much to pay?

On April 27, one researcher took eight children market-
ing, each one purchasing, with real money, an item requested
by his mother, On thelr return to school, a tape recording
was made of their report on their marketing trip to the rest
of the class., It was clear that these chlldren noticed the
prices stamped on food items, but they ldentified the checker
as, "the man who glves the money back."

Wwhen the children went to buy Italian bread on May 7,
the teacher emphasized payment and change-making among the
other questions which guided the trips. She asked the child-
ren to note she was tendering a dollar bill in payment for ,
bread that cost sixty-elght cents, asking whether she should
recelve change. Some chlldren thought she should, others did
not think so. When she received her change, she showed 1t to
all the chlldren to emphasize that she had not offered the
exact amount and therefore required change. When the class
trooped next door to buy Jelly and peanut butter, and the
teacher offered the checker a dollar bill, the children were
more positive that she should recelve change. For most of
the children, this might have indicated thoughtless repetl-
tion, without clear understanding, but Peter sald, "because
she gave him too much money."
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v 0 n to Use Symb

., Other aspects of store play offered many
opportunities for the children to begin developling concepts
of number and numerals as number names. Capitalizing on
children's expressed need for "money® in store play, the
teacher furnished cardboard discs on which she encouraged
gsome children to write numerals, to simulate coins, Then,
when a small price=-stamping machine was introduced, 1t was
used chiefly in manipulative play, but so enthusiastiocally
and vigorously that 1t was shortly out of order for several
weeks. Cash reglster tapes brought back from various shop=
ping trips were also gsaved and used actively in store play
until they became too torn or orumpled. Thus store play
i1nvited considerable use of numerals and prices in dlalogue
and signs and written on play money, for which the teacher-
made chart of numerals was a handy reference, Prices print-
ed by the price-stamping machine and other incidental use of
numerals provided for frequent visual contact with numerals
for identification and for use in conversation and play.

Coing. FPFurther foous on numerals and coins was 1lnlti=-
ated on May 14, The teacher announced, before store play be-
gan, that any ohlld who expected to be a customer would come
to her, as to a bank, to request a speclfic number of specl-
fied coins. The teacher tested several children's ablility
to grasp the quantities involved by giving them incorreoct
quantities, but the children quickly corrected her. In this
situation the teacher provided regular practice in coln re=-
cognition, counting and meaningful use of number. The money
play, however, continued to contaln more stealing and hiding
than mathematics content, but it was not planned to discour=-
age this, since the play was actually promoting conslderable .
coin manipulation, observation and identification by color,
numerals and inscriptions. Although the children sounded
very knowledgeable as they used the play coins, the super=-
ficial character of their knowledge was easily established
when one of the researchers questloned them about these colins
and they showed some confusion and made frequent errors of
identification.

Soon the teacher turned the banking function over to
gelected children dally as another way to encourage children
to practice their counting and naming skills, spontaneously,
with each other,
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To help children further olarify their concepts of mo=-
ney uses and work on one=to=-one correspondence, the teacher
gstructured a dally practice situation which involved all the
children in a buying-selling situation, The dally ocookle
and milk routine provided a natural opportunity for this re-
petitive practice. Cookies were "sold" for play money. The
teacher would announce the price, post a sign to assoocliate
the numeral with the number, appoint a cashier to distribute
the correct amount of play money to each child to cover the
cookie cost, and a storekeeper was selected to "sell® the
cookles.

For several days, cookies had sold at one penny., On
April 30, the group was permitted to vote on the cookie
price, which they set at two cents. The children "read"
the sign which the teacher made, using numeral and money
symbol, "cookies = 2¢," One cf the researchers sat beside
Rudolfo, the storekeeper for the day, and, as each child
tendered his two pennies, she asked if he expected any change
and why. Only Carlos replied in the affirmative, but he
dashed away without saying why. Children who indicated why
they d1d not expect change gave such responses ass

"Because you have two pennies.”
®I only got two pennies.”
®Cookies ocost two cents.”
»?Cause you give him two cents.”
"I only gave him two cents,.”

®I got a cookie."

While no child explicitly stated that no change was
needed because he was tendering the exact amount of the
price, most of the children seemed to understand this. The
teacher, at this time, posed a quantitative and ethical prob-
lem by buying a cookle with only one penny. The children
noted this but made no comment. She pointedly remarked that
she gave Rudolfo only one penny and asked whether he should
give her a cookle., One child responded that Miss J. should
have received two cookles., But the other children were di-
vided on whether the teacher should have a two-cent cookie
for only one cent.




One child said, "You have to have two pennies,"

Sara said, "I'm the court manager, It doesn't matter."”
Miss J. said, "I'm afraid I can't buy it. I don't
think the storekeeper can sell it to me, I gave him
only one penny and cooklies cost two pennies, I can't
buy any today."

One child said, "I'1ll make a penny for you."

Another said, "Sneak it, Miss J."

"I'd never do a thing like that!{" Miss J. replied
firmly. : | |
"My brother does," one child volunteered. :
"He'1l go to jall," was the judgment of another child.
"Does your Mommy know?" Miss J. asked, "That's dis-
honest. You must never, never take anything or steal
anything from any place,"

"You might go to court," a chlld noted.

"You might go to hell," another child suggested,

One child quickly stated, "We don't want Miss J. to go
to court." |
Miss J. sald, "Grown-ups don't do things like that,
Somegimes children do because they don't know any bet-
ter.

While the ethical problem may not have been finally re-
solved, the point was driven home that a two-cent cookle
could not be purchased for one penny. '

Summary of Pilot Study Work in Mathematics

Host of the work in developing mathematics understand-
ing in the pilot study was developed in the context of store

play, that is, chiefly through soclal experiences, The play

money, the cash register, the price-stamper and the bank

station all constituted teacher efforts to introduce content,

information and greater necessity for experiences and prac=-
tice with numbers, numerals, one-to-one correspondence,
counting and grouping. '

The strengths of the teaching strategiles developed were
as follows: .

1. Children's ready acceptance of the materials and play

content introduced. No extensive "motivation" was
required, Despite the considerable complexity of

the material, the children found enough familiar cues

to respond actively to most of the stimull and to
enjoy the challenges and problems put to then,
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Children had considerable free cholce in their use
of the materials and content, and imaginatlve,
playful activities were given free rein in most of
the classroom experiences described.

Interest remained high in the materials and content
over a period of four months, adding further evi-
dence of children's ability to pursue toplcs and
interests over long periods.

Many of the children involved themselves in play
from which to build mathematics concepts, but all
the children were engaged in several structured ac-
tivities which tended to extend learnlng opportuni-
ties to all, or at least, most of the children in
the class.

The teacher was able to accept the researchers’
suggestions for classroom experiences and teaching
strategles because they did not conflict with her
own perceptions of good kindergarten teaching.

The weaknesses of the teaching strategles were seen
primarily as:

Insufficient practice opportunlities for all children
to make needed progress in mathematics understand-
ings. Structured situations seemed too few for po-
tential progress to be reallzed.

lack of recorded data as to individual children's
mathematics understandings and subsequent progress,
with consequent difficulty in planning for specific
childrent's progress.

Insufficient time by the teacher spent in individua-

1ized work with specific children to further their
learning potential.

Demonstration Project - 1964-65

The 1ist of understandings in mathematics developed for
the pllot study as listed in Figure 1 of this chapter was
retained as the basis of selecting learning goals for the
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demonstration project., Although these mathematlics concepts
are seen as goals for several grade levels, including the
kindergarten, it was thought useful to spell them out ra-
ther fully as a challenge to the teacher, as well as to the
researchers, to work for a broad range of achlevement,

This wide range of learning goals alerts the kindergarten
teacher to the direction and scope of present and subse-
quent learnings and the need to refrain from regarding very
limited goals as satisfactory for deprived chlildren.

Teaching Strategies for lathematics Concepts

In September, before the demonstration project began,
the researchers supplied the teacher with a list, as repro-
duced in Figure 3, of some of the mathematics experiences
she could select for each mathematics learning goal. Ad-
ditional suggestions for program development, trips and work
with symbols were elaborated in early planning sessions with
the teacher,

Providing Materials for Learning

Providing materials for incidental learning is a pro=-
ductive teaching strategy for young children because it of-
fers many opportunities to practice application of learnings
in new and unexpected contexts, it utilizes motivational
factors that are already high, and it capitalizes on_ the
obvious utility and significance of the learning., Under-
standings concerning one-to-one correspondence, grouping,
counting and identification of sets were approached in many
situations in which the mathematics learning was incidental,

Organizing For Play. On November 9, when the teacher
read Pogo's Jet Ride to the whole class and, discussing some
of the plctures, asked, "How many people fly a plane?" Sam

sald, "Two." From the context of thls discussions, it was
clear that he meant the pilot and the co-pllot.

On March 8, the children were singing a song about fly-
ing in an airplane., Some children pretended to be carrying
heavy sultcases and the teacher remarked:

....
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Figure 3

Mathematics Experiences

Sets and union, separation and intersection of sets.
Sets of passengers, chairs, tickets, crew, food trans-
ported, milk, cookies, scissors, crayons, books, etc,

One-to-one correspondence,

Children (passengers) to seats 1in plane,

Children to reservation chart of plane seat numbers,
Children to tickets.

Food items to trays, trays to passengers.

Children to name roster,

Milk to children.,

Cardinal number and numerals.,

Counting objects as sets, tickets, blocks, cubes, straws,
Flannel board numbers, chalkboard number, ticket numbers.
Price marker to stamp prices on ticket.

Money transactlons,

Counting for cooking and serving activities.

Ordinal number,
Ticket numbers, clock and plane seat numbers, baggage
weight, children's turns, children's number on name roster,

Decimal bese,
Money, Counting objects.

Zero.
Empty plane seats, absence of absentees.

Geometric Shapes and Names,
Blocks, use of arbitrary symbols and flannel board filgures,

Measurenent.,
Cooking, weighing baggage, time, segmenting plane areas,
carpentry, sewing or stapling.

Quantitative terms.

Dramatic and manipulative play with project materlals
Directed play. .
Discussions.

Integration - Mathematic and geographlic concepts,
Maps and globes., Dramatic Play.
Mapping and measuring space, as with string.

Integration - Mathematic and money concepts,
Money transactions.

py PR e )
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®"Joan had so many suitcases. How many did you have?*
“Five® Joan replied, but other children called out,
*Ten® and "Eleven.”

Pedro sald, "One thousand and one.*

Other ochildren added, "I had a thouzsand,® *I had two
thousand and one,” "I had sixteen,” and "Fifty whole

baggage.”

One day, as Enrico was browsing in a book, he showed
the researcher the inside cover, saying there were two mall-
men in the piloture., The researcher suggested counting them
and, together, they counted six. “How many mailmen?” asked
the researcher. "Five, six,” Enrico repeated. Then Enrico
turned the page and observed correctly, "Here there's only
one mailman,® turned another page and sald, "Here there are
two mailmen.”

Countinga Spilled Nails. As the children helped clean
up the carpentry table after a morning of sawing and hammer-
ing, making small planes, a can of nails was accldentally
spilled on the floor. Three boys were glven magnets to
plok up the naills, by ones, twos, threes, and then fours,
counting aloud each time,

W « When a need arose to have
a dolly on wheels to move a heavy alrplane instrument panel
around the room, it was decided to make one in class, com=-
bining woodworking with mathematics learning focusing on
"four.® The dolly needed four casters in four corners.
Emphasis was on grouping by ones and twos, matching nalls
to holes in casters, two screws and two nalls to one caster.
When the nalls were in, the children were asked how many '
more were needed, Ginny could tell how many more were need-
ed, but she could not recognize groups larger than two,
Here, again, practical application and practice of number
learnings were pursued where thelr significance was obvious.

Countine During Cookinge. Food was the main feature on
Puerto Rico Day, but, as the children worked in groups to
fry plantain chips in electric frying pans in class, a dis-
cussion was recorded in one group as followss
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"Are there a lot here? Will there be enough for
everyone?® the researcher asked.

*No,®” replied a child.

"Well, how many do we have? Let's count.”

One child counted the other children, then Man-
uel was asked to count again, to check the sum,
Manuel counted to nine, but, when he was reminded
that he forgot himself, he counted correotly to ten.

"Iat's oount pleces in the pan as I put my fork
in,® the researcher sald. When the group had counted
to ten, she asked, "Do we have enough? Will each
ohild get a bite? lLet's count again to see if we
have more.”

Again the group ocounted to ten and the research-
er asked, "Is that enough?*

*Yes,” one child sald.

*How many will each person get?® asked the
researcher,

®*Four,” another ohild saild.

The researcher asked the group to count again
and then she asked, "Can everybody have more than one
plece?® One ohild repllied in the affirmative, adding,
®»1Caugse they're little.”

*Why else?" asked the researcher.

®:Cause seeds are black and oll is bubbling,”
another child suggested., :

®*Do we have more children or more pleces of
plantain?” asked the researcher,

®"More pleces,” said a child.

"How many think you have more pieces?” Apparently
they all did. “Can you have more than one piece?”

*Yup,” said a ochild.

\ After the plantain chips were cooked and put on
& tray, the researcher asked three children to count
them, to see if there were enough for each child and
th:gd?oported that there were enough for a second
round.

ane Play. One=to-
ued i1n connection with pas-

one correspondence was often purs
genger tickets. The teacher would remind the children at

play that passengers could not enter the "airplane® (blook
construction) without tickets, saying, "No ticket, no ride.” |
Would-be passengers without tickets would be directed to i
get tickets before boarding.
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In response to the teacher's frequent suggestions
that tickets needed names and numbers, “ticket clexrks"”
worked at length at writing. When Stewart played ticket
olerk on FPebruary 11, the researcher requested a ticket.
Stewart asked her to write her own name but he added the
numerals "10.® When asked what he wrote, he quickly re-
plied, "Ten.”

Felt wrist watches, on which the teacher wrote nu-
merals, furnished another prop to the pilots. On November
17, Sam kept looking at his felt watoch, trying to identify
the numerals as he said, "It's seven o'clock now; no, it's
four o'clock now.”

Numeral recognition and writing were pursued by quite
a few children throughout the spring term, particularly
when they chose to work as tioket clerks during play time.
Some of the most work-oriented children selected this task
and worked at it industriously.

C . Several times during the term,
children were asked to bring small sums of money to cover
gsome food purchases. On one occasion, when a buying trip
was planned to a nearby supermarket, children were asked
to bring a shopping list from home of one grocery item,
with the amount of money required. Another time, when it
was planned to bake cookies in the classroom, each chlld
was asked to bring, “either five pennies or a nickel,” to
cover the cost of the ingredients. In this case, there
was stress on the equivalence of a nickel and five pennies
as well as on counting of colns,

With Setg in C n Digstribution. At the end
of February, the teacher used the occasion for distributing
new crayonigsets as another practioce opportunity to work on
number concepts and color recognition. Each child had al-
ready been given & milk carton, decorated with green oon-
struction paper, as a orayon ocontalner, and each child had
previously received one red ocrayon.




99

2 The teacher bsgan by holding up a yellow orayon.
% She said, "I'm going to play a game. I"m going to let
) all the children that are wearing this color take one
e of these for your box. If you're wearing this color,
oome up and tell me what it is.”

After distributing several orayons to chilldren
: who came up and correctly identified yellow, green
\ and orange crayons, matched to some item of thelr
- own dress, the teacher asked all the children to
count the crayons in their own boxes. She took a
small slate and made five distinct chalk tallies on
1t, then said, "If you have this many, stand up.”
g Children who stood up were referred to the researcher,
: to check their count. The teacher then showed tal-
5 lies of four, three and two. Stewart looked at the
tally for two and said, "That's eleven.® The teacher
wrote the number two, identified it and added that
the tally of two strokes was also two. When the
teacher wrote a zero on the slate, none of the
children recognized it and the teacher instantly
realized her error. 3Since she was not writing nu-
merals but strokes or tally marks, the proper repre-
gentation for zero was a blank slate, As soon as
Ege ch&ldren saw the blank slate, they shouted,

one.,

Then the teacher sald, *You should have this
many colors in your box. I'll show you.® She taped
objects which matched the orayon colors on the wall
while the children chanted, *1,2,3,4,5,6,7." She
led the children to identify each of the colors by
name., Then, each child had to make a one-to-one
ocorrespondence bstween each crayon in his box and
the objects taped on the wall, matching oolors and
numbers. There was intent counting and matching as
each child tried to find out whether his box was
complete, or, if not, which colors were laocking.

While this was an incidental mathematios lesson, 1t
had all the advantages of a structured learning situation,
with total-group involvement, in addition to the advantages
of individual manipulation, reflection and application.

]
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Incidental learnings seem insufficient by themselves.
They help ohildren elaborate and olarify much that might
have been unclear, but children appear to require oconsld-
erable support from planned learnings, of whatever degree
of struoture. The planned activities ocan furnish the
specifioc goals and direotions to be pursued incidentally
whenever the teacher finds it possible to do so.

Struoturing Mathematios Experiences

With specific learning goala for mathematics in mind,
the teacher and the researchers selected various structured
activities which could lead children toward further mathe-
matios understanding.

Throush o« Mid-morning snack-time continued
to be a fruitful time for practicing counting, grouping,
one=to=one correspondence and numeral recognition. A fre-
quent exercise required one ochild to ocount the number of
children at his table, including himself, to take his
count to the child selected as cookle dispenser and to
distribute the cookies at his own table. Sometimes a
child forgot to count himself and he soon discovered his
table was short one cookie., Sometimes a cookie dispenser
handed out too few or too many cookies and the results
were immediately apparent, Because it was time oonsuming,
this procedure was mot followed every day. On some days,
other projects were given preference,

As the teacher ascertained the children's number skills,
in various ways, she varied the cookie count to challenge
the more advanced children who could count the children at
two or more tables. Sometimes the teacher put a numbered
card on each table and assigned children to numbered tables.
When this practice was first introduced, the children had
very meager knowledge of numerals and were quite unable to 3
cope with this procedure. It was reschaduled, more success- 4
fully, later in the term.
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Throush Structured Materialg. A bright fraction-
board, introduced early in December, became a favorite
puzzle=-type toy which many children enjoyed manipulating.
No guidance was offered by the teacher in the use of this
material, and fractions were practiocally never mentioned.
Iike so many other materials such as cubes, Degs and as-
serted small blooks, the fraction-board stimulated ocon-
siderable practice and manipulative play. A busy kinder-
garten needs a wide variety of such relatively ®"didactio”
materials for self-chosen manipulation, play and discovery
of some initial concepts about number, so that active
teaching 18 supported and reinforced by much voluntary
practice with structured materials on the part of children.

A numeral chart was posted near the ticket-clerk sta-
tion to facilitate and encourage children's writing of
numerels. Many other commercial materlals were added for
children's use during the year. Some of these, like the
fraction-board, were used with little or no teacher guld-
ance} others were used with considerable teacher guidance
and structure in individual, small group or total group
learning situations.

G Activit
With Commercial Gamegs. The Creative Playthings Ad-

ditive Set was selected, among other materials, for some
directed work by the teacher. This set resembles a large
domino set, but the spots are recessed as well as painted,
and there are red and green wooden beads which fit into
the grooves., Eight ochildren, in palrs, were invited to
work with this material, in turn, After the teacher de-
monstrated some ways of using this set, by working with
one ohild while other children watched, the following
types of exerclses were practiceds

1. Find the block with one spot, or two, or four, and
countdfhe spots to see if the correct block was se-
leocted.

2. Pind the same number of red (or greem) beads.
Count them. Is it the right number? Cheock 1t.
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3. Matoh the beads to the spots. Is there a bead
for each spot with no beads left over?

The first time this practice activity was scheduled,
1t was found that children stayed with it longer than the
teacher wanted them to, even though four of the children
had great difficulty in counting correotly to five. Regu-
lar work with this material was carried on, especially
with those children who had scored lowest on the January
mathematics inventory. In addition, it was also avallable
for children's free manipulation and play, and some child-
ren spent as much as half-an-hour at a time playling wlth
it.

With Clocks and Numeralgs. There were two wooden clock
faces with moveable hands in use in the claas for free ma-
nipulation and play. On March 22, the teacher made two
clock ocharts which she later posted on a wall, one showing
the 8130 arrival time in school and the other showing the
11330 dismissal time. Each chart also had a clear plcture
clue to identify arrival at and departure from school. The
teacher later used the clock charts and the wooden clock
faces for frequent comparison with the school's wall cloock.
Children began to practice setting the olock faces to ac-
cord with either the wall clock or one of the clock charts.,
This practice activity required numeral recognition and
offered another opportunity to assoclate symbol and name
as well as practice in clockwise direction.

For example, on March 30, there was a total class
practice activity with the clock faces described in part
as followss

. Bud and Stewart were selected to "fix"® the clook
aces,

Stewart quickly announced, "I fixed 1it!"

"let me see it,” the teacher said. %Is it right?
Does it look like the big oclock?"

"Yes,” several children responded.,

"He has the hands on the right numbers, but some-
thing's wrong,” said the teacher,
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One child said, "The 1little hand is wrong."

»Phe 1ittle hand should be on the 9 and the
big hand on the 2. Stewart, fix it.”

This was followed by practice in matching the
clock faces to the clock charts with many children o

particlpating.

Only one week later, the children were attempting
more complex clock manipulation, discussing “ten minutes
to nine® and the half hour after each hour on the clock.

With Weathexr Charts. A classroon weather chart was
jntroduced in March, In April, individual weather charts
were duplicated so that each child could practice reading
numerals, identifying the date and recording symbolic
weather data. Work on the weather chart, which was a cal-
endar for the month, included numeral recognition, counting
the number of sunny or cloudy or ralny days in the current
or preceding week and matching a weather symbol to the cor-
rect date. However, the children found the weather chart
too complex and they became confused when asked to look at
"this week” or "last week" on the calendar. It was appe-
rent that more clues were needed to reduce the complexity
of the stimuli., New charts were constructed, using one
color for all the numerals on the first row and different
colors for each row below., Thereafter, as children began
to stabilize theilr ability to recognize and name colors,
the teacher could say, "Let's look at this week on our
calendar. This week is the gecond row and all the numbers
in the second row are purple.” . .

With Flannel Boapd Numersls. A flannel board with a
box of flannel=-backed numerals was introduced in March.
Although children were permittéd to play freely with them
much of the time, there were times when the teacher used
these materials for structured work with the children who
needed such practice most. At these times she worked di-
rectly with one or two or three children, helping them to
identify numerals, to match numerals, or simply to make a
regular progression of numerals, starting at one.




The teacher continued to work with selected children
at the flannel board, investing considerable imagination
in its use. For example, on March 30, she crayonned pilc=-
tures, put them out in multiples, as two snowmen, three
policemen, four fish and asked the children to match
correct numerals to each group.

With Geometric Shapes. A set of hardboard triangles,
circles and squares in three colors and four sizes was also
introduced in March., It was first offered for free play
and manipulation. Later, the teacher worked directly with
one or two children until she could plan further practice
for some children by pairing a less-advanced with a more-
advanced child.

Practice with these geometric shapes focused on dis-
tinguishing size, shape and color, naming and identifyilng
these attributes, in effect, classifying. For example,
the teacher might pick up the smallest blue circle and
ask the child, "Which circle 1s bigger than this? Which
is smaller?” Or one child would be asked to pick any
circle; another child would be asked to match 1t or to
pick one that was different in size or color. Or a child
would be asked to pick up a ¢circle or triangle or square
or to name then, .

For example, Polly, Dominic and Renee were worklng
with the teacher one day as follows:

"Dominic, give Polly all the circles; give Renee
all the triangles," the teacher said.

Dominic asked, "What's triangles?" Wilfredo,
looking on, showed him,

"Polly, pick out all the blue circles,” said the
teacher.,

"Like this?" asked Polly, pointing to a small
blue circle.

"Yes," sald the teacher. Then, "Polly, show me
all the red circles, Count them, How many blue
circles are there?"

"Four," sald Polly.
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The teacher asked again, "How many red circles?"

Polly counted, "1,2,5,6."

"Iat's count again,® the teacher suggested.

They spent the next few minutes counting together,
slowly handling each object.

®"Polly, show me all the circles this big," the
teacher said.

Polly found the three circles of the requested
gsize but counted to four. The teacher and Polly count=-
ed together several times, handling each object, to
help Polly achieve a sense of correspondence of object
to number.

One child, who enjoyed manipulating the hard, shiny,
brightly colored geometric shapes was playing with them one
day in mid-March, He juxtaposed the triangles so that they
formed squares, then he showed his formation to the re=-
searcher, announcing that his trlangles were now all squares,
Although these materials were introduced first for free play
and then highly structured by the teacher, it was noted
that within a few weeks the children had so qulckly mastered
several variations of the "games®™ that thelir use had onceagalin
become self-selected, self-propelled and inflependent of
teacher's guidance, More learning situations of this type
are needed so that more children assume the burden of their
own learning more of the time. '

Playful manipulation of stm~tured materials was often
seen to help the child make intuit.ve leaps, as did the
child cited immediately above whe:.. he saw how two trlangles
can form a square, Early childhood teachers usually value
this kind of spontaneous learning by young children, but
they sometimes think other kinds of learning are inappro-
priate. e

In the demonstration classroom, the children needed
the teacher's help to learn the names of the geometric
shapes and their colors, in addition to words designating
relative size, as smallest, largest, middle size, Intul-
tive leaps could not have been verballzed without the
teacher's help., Without language to symbolize discovery
of meaning, there seems to be a tendency for the meaning
to be forgotten. In contrast to the child who has language
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and can bulld on his discoveriles and make further prog-

ress, a child who lacks the language symbollism may have

to keep rediscovering the sane meaning. FPerhaps this 1s
one of the reasons why such children have tended to make
academic prosress so Slowly.

With Measurement of Helght and Weight. Since the
teacher was required to take helght and weight measure-
nents for each child for a permanant record, it was de-
cided to utilize this routine as a demonstration in size
comparisons with the children. The teacher pade a card
for each child, using a symbol for height ([]) and one
for weight (o). The following discussion introduced
the measurement:

"Je're going to be talking about 'low' and
'high.' There are other words for low and high,
What other words can we use instead of low?" the
teacher asked.

Children suggested, "flat," "down," "bigger."

The teacher put her hand at a low level and
called Eduardo, the smallest child in the class, to
stand next to her. ®What can we say about Eduardo?"
she asked.

Children said, "low," "tall."

"How can ne be low and tall at the same time?"

"Small," a child satd.

"What else?"

"I'm more higher," another child volunteered.

"Yes," said the teacher, "but that™s not the
word to use. Look at Eduardo and Pedro. Eduardo
is., . .small, and Pedro lis. . .bigger."

"[et me see how tall all of you can cet. Let
me see you get tall - tall - tall as you can be.
Now let me see how short - short - short you can be,"
The children suited thelr action to her worda. "To-
day, we're going to be talking about short and tall.
This is. . . 7"

"A ruler," said a child.
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"And on it are numbers,” the teacher added.
"Do you know what they are?”

The children chanted the numbers, counting
from one to thirty-five, as the teacher pointed
to each inch-mark on the yardstick. She noted
that some rulers have higher numbers.

"Now," she said, "We're going to. . . "

"Measure people," Jean interrupted.

*P?o gsee how," the teacher went on, (some
ochildren interrupted with 'weight') "tall you
are. I'm going to measure each child.”

The teacher then explained the two symbols on the card
and said that she was also going to welgh each child. She
called the children's attention to the difference between
the shortest and tallest child, and between thin and chubby
children. She, herself, stepped on the scale and the
children helped her to read it, The teacher mentioned
that, after height and weight measurements were taken, a
certain kind of picture would be made to see who was
ghortest, tallest, fattest and skinniest. The children
hung on every word of this twenty-minute total class dis-
cussion, which took place on May 21. At this point, the
teacher announced playtime for the class, and, as free
play began, she called children one at a time and welghed
and measured them, recording the measurements on the pre-
pared cards which the children wore like necklaces,

As she measured each child, the teacher put her fin-
ger on the correct inch mark and asked the child to read
the numeral. There was considerable variation 1n the
ohildren's ability to read two-digit numbers, from Sam
who read a "four"” as "eleven,® Stewart who read a "five"
and a "zero” but did not know it was "fifty," to Joan
who not only read "forty-five® correctly but noted that
her height was near this mark but not exactly on it.
More girls than boys seemed able to read the numbers.
Many of the children also indicated they remembered which
was the height and which the weight symbol on their cards.
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When Wilfredo was called to be measured, his friend,
Sam, shouted to him to remove his hat, 8n he would not be
too tall. Several children discovered their cards showed
the same height and came, glggling, to show this to the
teacher. Stewart showed the researcher the numeral "47°
on the yardstick, which corresponded with the height re-
corded on his card, saying, "This is where I reach,"

The scale, which had numerals only by tens, was much
more difficult for the children to read, although some
children noted the nearest numerals. After Sam was
welghed, he remarked to the researcher, "Same pounds as
same tall," meaning his height and weight were the same
number. But when he looked at Dominic?'s card and said,
"He got the same tno," the teacher corrected him, pointing
out that they looked the same but were in different order
pecause Dominic's numerals were "34" and ny3e,

After the measurement was completed, the teacher
prepared a "special picture,” as she had promised, using
the height measurements, to show children by name in as-
cending order of height from forty-three to fifty inches.
The teacher saids

We're going to make a picture of all the child-
ren, but this plcture won't have any face or halr or
legs or dresses. It's going to be a picture made
only out of lines., A picture made out of lines is
called a graph. I'm going to put it on this kind of
paper, (large rect<ngle of colored construction pa-
per, eighteen by t ':nty-four inches). It's going
to show people he+ tall you are, If your height 1is
this number (pointing to 43 on the chart), come up
here. Dominic is right. -Eduardo 1s right. If your
number says."43," you will stand here. They are both
the same height. Take your cards off and hold them
in your hands so you can see your number, then put
them on again.,"

In this way the teacher called out each height from
forty-three inches on, and asked the children to watch
their cards for their numbers to be called. She noted
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when several children had the same number. She listed
the children's names on the chart, then called the next
number. Meanwhile, the children remained lined up 1in

the order in which they were 1isted on the chart, When
all names had been listed, most of the children instantly
located thelr place on the chart., Since name recognition
nad been achieved by all the children long since, perhaps
this was not surprising.

Work symbolizing the group's helght measurements by
ascending lines was not repeated because it was very late
in the school year and the teacher felt pressed by various
end-of=school tasks. Had this work been started earller,
it could have been repeated and simllar work could have
been done by welght and a histogram could have been con-
structed to represent the weight distribution of the
class. While this kind of planned activity could not be
completed, even this brief classroom experience indicated
how much more work of this type could be done, with great
benefit to children's growing perceptions and understand-
ings of .symbollc representation, as well as experience
with numerals and numbers.

It will be noted that many of the mathematics learn-
ing goals were approached through incidental situations,
through children's gelf-initiated play and practice, and
through purposefully structured and teacher gulded acti-
vities. Although teachlng gstrategles were determined,
for the most part, by data gecured from recorded observa=-
tions, other data, gathered by a mathematics inventory,
were also quite useful in particularizing the teacher's
work with individual children.

Mathematics Inventory

The researchers devised a brief test of some basic
mathematics concepts which was administered in January and,
again, in May. Each child was tested individually by the
researcher, who selected children randomly to test at both
times. The mathematics inventory, as it was called, used
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a set of colored wooden cubes to assess each child's un- er
derstanding of counting on a one-to-one relationship, of ;
grouping small sets and of equality and inequality of

gsets., See Appendix B for detailled description of the

proocedure followed and the scoring key. Since it was

not possible to administer this test to the comparison

class, it cannot be determined whether the gains made by

the demonstration group differ substantially from average

gains in other kindergarten classes,

As shown on Table VIII, significant gains in these ba-
sic mathematical concepts occurred over this threes-month
period. Gains in the total score, for the total group,
were 8ignificant at the .,001 level, and rose from a mean
of 21,8 to 26,7, toward a maximum possible score of 30.
Girls' scores, which were slightly higher on the pretest,
rose somewhat more than the boys' scores, but gains were
similar in both groups. Boys' variablility was greater,
with greater standard deviations generally. Socores were
combined for grouping and counting, since these procedures
were not separable in the test format, Sub=-s8cores on
these items approximated the trends for total scores and
this would be expected since these items constituted two-
thirds of the test scores. On the sub-scores for equality
and inequality of sets, however, girls' scores were slightly
lower than boys' scores on the pretest but were slightly
higher on the posttest. The gain in boys'! scores on this
item was the only gain which was not significant at a five
percent level or better. |

Since individual work on mathemetics concepts was
shceduled by the teacher for the chlldren who scored low-
est cn the initial inventory test, the results showing
significant gains on the posttest wouvld appear to support
the hypothesis that appropriate  teaching strategles ean
contribute to improving children’s learning strategles
in specific areas of content and con:epts., Of the seven
children who scored lowest on the pratest, all but one
made large score gains on the posttest, as shocwn on Table
IX, However, gains were not limited to the low scorers
and the variabllity in scores and in score increases is
apparent from the listing on Table IX., It 18 noteworthy
that sub-scores on grouping and counting invariably showed -
gains, except for a very slight negative change for one
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Math Inventorys

Table VIII

Raw Scores, Means And Standard

Deviations, Pretest And Fosttest, By Sex
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Fretest

Posttest

Gain

Mean SD

Mean SD

Mean SD

Total Score
(Maximum Pos-
sible Score
of 30)

Total
Boys
Girls

Grouping and
Counting
(Maximum Pos-
sible Score

of 20)

Total
Boys
Girls

Sets, Equality
and Inequality
(Maxinmum Pos-
sible Score

of 10)

Total
Boys
Girls
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# This is the only gain which is not significant at the 5

percent level or less.

All the other gains are significant,

most at the 1 percent level or less, all at the 5 percent
level.
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Table IX

Math Inventorys Haw Scores, Mean And Individual,
By Child, By Sex And By Test Item, Fretest And Fosttest

Grouping Sets, cquality
Sub- Total Score and Countinge and Inequality
"t ject : _
) Fre- Post- Fre- Post- Fre- Pnst-
test test Gainl| test test Gain | test test Gain
Total
)’Iean 22.0 26oq 409 ].L"o‘q’ 1703 209 703 9.3 ' 200
Boys
Mean | 21.4 25.7 4.3 13.9 16,5 2.5 7.6 9.0 1.4
1 30 30 0 20 20 0 10 10 0
2 8 5 -3 3 3 0 5 2 -3
3 28 30 2 20 20 0 8 10 2
4 30 30 0 20 20 0 10 10 0
5 15 25 10 12 16 L 3 9 4
6 17 26 9 4 19 12 10 7 -3
7 9 21 12 9 11 2 0 10 10
8 30 30 0 20 20 0 10 10 0
9 23 27 4 14 19 5 9 8 -1
10 28 30 2 18 20 2 10 10 0
11 12 26 14 6 16 10 ) 10 4
12 27 30 3 17 20 3 10 10 0
1l 30 30 0 20 20 0 10 10 0
1l 13 17 4 7 7 0 6 10 L
Girls ’
Mean 22.6 28.6 6.0% 15.3 18.6 3.3 5.9 5.8 2.9
1 21 30 g 15 20 5 6 10 L
2 27 30 3 19 20 1 8 10 2
3 28 30 2 18 20 2 10 10 0
L 25 30 5 20 20 0 5 10 5
5 11 19 8 8 11 3 3 8 5
& |13 - 30 17 7 20 13 5 10 *
7 30 30 0. 20 20 0 10 10 0
8 30 30 0 20 20 0 10 10 0
9 15 28 13 8 18 10 7 10 3
10 22 27 5 18 17 -1 L 10 6

1 Plus sifn omitted




B

113

of the gir's. The more complex concept of equality and
inequality of sets, which may hinge on language compre-
hension as much as on mathematical conception, showed
less stability, with three negatlive score changes, or ;
declines, from the pretest to the posttest. The teach- ?
ing focus was, primarily, on counting, Observational 1
records do not permit an assessment of the apportionment
of teaching time as between these items, but it can be
stated confidently that very little teaching time focused :
on concepts of equality and inequality of sets. ;

The major values of this inventory were 1in measuring
individual children's prozress toward the selected goals
and in mapping for the teacher specific learning needs of
specilfied children. The teacher in the demonstration
class did not really perceive the possibilities or val-
ues she could have derived from these inventory scores
until the year was almost over. She was so strongly at-
tached to her ideal of spontaneous teaching that she was
unaware, for a long time, that spontaneity might still
operate within more clearly defined teaching boundaries.
One of her greatest strengths as a teacher lay in her 1n-
sistence on trusting her own convictions, based on her
own experiences. It was interesting, and hopeful, that
the experience in this program did, eventually, contri-
bute to changing this teacher's convictions. |

Summary and Implications

The two broad goals in the mathematics currlculum
weres (1) to help children advance in their initial un-
derstandings of mathematics concepts and (2) to help
them achieve more efficient learning strategles. It was
hypothesized that a range of teaching strategies was ne-
cessary to accomplish these goals and that this range
should encompass both incidental and structured teaching.
From findings of bath the pllot and the demonstration
studies, the following summary and implications for
teaching can be made:
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Conceiving the scope of the mathematics curri-
culum to include perception and naming of sets,
one-to=-one correspondence, counting, grouping,
geometric shapes, measurements, money and sym-
bolic representation provided a base for con-
tinuity of learning beyond the kindergarten year.

Clearly stated goals facilitated the selectlon of
activities and experiences. many of which were
also integrated with principal content of the
social science program,

Froviding materials for incidental mathematics
learning was productive for learning in that 1t
offered practice opportunitlies in a free cholce
situation in support of a child's growing auto-
nomy.

Incidental teaching was effective in capitallz-
ing, at a time of high motivatlon, on children's
awareness of the obvious utility and value of
these learnings.

The expanded period of self-selected play offered
the teacher unparalleled feedback as to the child-
ren's perceptions, their unique ways of using in-
formation and, especially, their confusions and
misconceptions and need for guidance.

The expanded play period, dominated by productive
and challenging play opportunities, permitted the
teacher to have more time for carefully planned
learning episodes with individual or small groups
of children.

Incidental teaching is insufficient for helping
deprived children build a reliable base of mathe=-
matics understandings. Some structured program-
ing 18 required to insure their encounter with
the necessary range of beginning concepts and ton
provide the language necessary to support and
stabilize the meaning of these encounters.

x oA, ST
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8. All topics are not equally fruitful in providing

9.

10.

11.

12,

learning opportunities in mathematics through
spontaneous play and manipulative activitiles.
Comparing the topic of "Providing For Family
Pood Needs" in the pilot study with that of "Alr
Transport® in the demonstration study, it is evi-
dent that the former was more productive 1ln stim-
ulating mathematics=-related play than the latter.
One implication that can be derived from this
facet of the study points to the need for more
order and pattern in planned and structured epi-
godes in order to make possible greater control
by the teacher and more learning by the children.

Structuring of learning episodes is best viewed
as a continuum of patterning so that one situa-
tion is distinguished from another chiefly by
which elements are patterned or structured and
the relative degree of structuring. Structuring
eplsodes which contain elements of individual
manipulation, reflection and application are
particularly fruitful as teaching strategles.

A wide variety of equipment, some of which have
built-in self-correcting features, are important
in providing materials for discovery and volun=-
tary practice in support of more direct teaching.

An inventory, taken individually for each chilld,
has major value in measuring progress toward the
goals of the mathematics progranm in behavlioral
terms and in offering guldelines to the teacher
as to the specific learning needs of particular
children.

Even though some changes appeared in the teacher's
instructional behavior toward the end of the pilot
study, these changes were apparently not suffici=-

. ently understood or stabllized to carry over into

the following period of the demonstration study.
Considerable time and sustained effort are evli-
dently required to bring about behavioral change
in teachers.
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13. Gradually, through continued communication, dls-
cussion and demonstration, the teacher came to
understand the prnposed teaching strategles more
clearly, and, after the first half of the school
year, she began to make these strategles her own.

14. As the teacher gained a clearer understanding of
the new curriculum with its clearly defined goals,
she was gradually able to develop new teaching
strategies that helped children toward modes of
learning that may well increase their potentlal
for further academic success.

15. The evaluation of whether the new program will,
indeed, result in children's gaining more produc-
tive learning strategles for subsequent schonl
experience must rely on a more extended longitu-
dinal study of these children.
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CHAPTER VI

language Development

One of the specific objectives of the demonstration
project was to help the children develop efficlient learning
strategles utilizing various forms of verbal symbollizatlon
through selectively structured experiences and play actl-
vities., The verbal skills listed as prime needs for these
children weres

1, Names, labels, vocabulary.

2, Fluency of communication,

3. language structure, sentence formc,

L4, Esthetic quaiilty of expressiveness, colorfulness,
affective qualitlies of oral language,

Plans for the study included providing for many forms
of communication to foster conceptualizatlion through lan-
guagej providing relevant vocabulary and stimulating 1ts
use; stimulating use of language to assoclate ldeas, to
recall and relate information and ideas, to apply informa-
tion and ideas, to test hunches and ideas, to classify and
categorize, to generalize, to discover cause-and-effect re=-
lationships, and to develop more advanced forms of sentence
structure and more standard grammatical usage. Based on
detalled study of the children's language, theilr most im-
portant need appeared to be a larger, functional vocabulary,
but they also evidenced conspicuous deficlts in fluency,
standard syntax, enunciation and pronunciation,

The demonstration class had complex language problems,
The majority of the chlldren came from Spanish-speaking
homes and none of these children was really fluent in
English., Moreover, some Puerto Rican parents discouraged
their children's use of Spanish 1n school, hoping to hasten
their learning of English. Other children included Negro
children, with non-standard modes of speech and a few child-
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ren from hores where other languages as Greek or Itallian
were mainly spoken.

~Desi:n foxr Language Growth

The researchers hoped to improve language skllls
through intellectually stimulating experlences and play
situations, which would require expanded verballizatlion,
in addition to planned exercises and structured learnlng
situations. language was conceived as man's essentlal
means of encoding and decoding experlence, of understand-
ing and communicating jdeas, feellngs, attitudes and
needs. Therefore, all language activities were planned
as integral parts of activities which were either dlrect
experiences, forms of play or manipulation of things, or
structured experiences invelving some or all of these

elemnents.

3oth in the one-term pllot study and the following
seven month demonstration study, the major sources of in-
tellectual stimulation were drawn from a few key concepts
from the soclal sclences and mathemmtics, as detailed in
Chapters IV and V. The content, selected as worthy of
these deprived kindergarten children, constituted signi-
ficant and baslc ldeas from some important bodles of '
lmowledge. Children could not be expected to be intel-
lectually stimulated for long periods of time by trivial
and superficial content, it was thought. Significant
jdeas are not readlly exhausted., They furnlsh intrinsic
interest, they suggest possibllitles of novelty, change,
excitement, discovery and, above all, of development,
Selected vocabulary was derived from this content, Gen-
ulne interest and de pth of probing could be sustailned,
the researchers predicted, by content which could be of
significance to children's lives 1ln the immedlate present
and which could be baslic to subsequent learning.

rlethodologies used to further language progress 1ln-
cluded the wide range most kindergartens use, with much
more emphasis both on free, spontaneous play and on planned
and structured learning episodes., 'ork with individuval
chlildren and with very small groups, in structured learning
episodes, supplemented many total class experiences 1in lan-

guage, as described below,
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Equipment and materials also included a varied assort-
ment of toys, games, props and conventional kindergarten
materials in addition to almost dally use of a tape recoxrder
and such other mechanical devices as phonographs, telephones,
slide and filmstrip projectors and cameras. Thus manipula-
tive and play materials were supplemented by mechanical and
other forms of structured iearning situations.

The design for language growth may be described ass

1. A geries of intellectually-stimulating experiences,
through which the children could build meaning and
vocabulary through personal involvement and respon-
ges to some exciting and distinctive encounters
with their environment, some of which would be very
close to home and others further removed.

2. Classroom play situations, inviting specific types
of role-playing and dramatizations, through teacher
guidance and the provision of props, uniforms and
gat:rials suggestive of the desired roles and con-

ent. .

3. Scheduled classrocm work perlods for total olass
discussions, small group and teacher-child -discus-
sion, to feature verbalization of newly acquired
meanings and vocabulary and to clarify and stabilize
new understandings. >

4, Structured practice activities under teacher super-
vision for individual and small groups of children,
to practice naming objects and using standard English
gentence struocture.

5, Use of mechanical devices such as telephones, tape
recorders, phonograph records and the public ad-
dress system, to increase children's opportunities
to listen, to respond to, and to practice the use
of standard English. Mechanical devices were also
used to stimulate and to inocrease shildren's oppor-
tunities to retell stories, to describe personzl or
group experiences, to recall the sequence of exper-
iences and to augment self-concepts of children in
their apprecilation of their own and other children's
progress and acocomplishments.




6. Encouragement of esthetic qualities of expressive
and colorful language by stimulating actilvitiles,
Provisions for many opportunities for children to
verbalize their feelings and reactions to classroon
and non-classroom experiences. Help for chlldren
in overcoming shyaess and inhibition through dyna-
mics of classroom interpersonal relationships and
through rewarding children's efforts in this di-
rection by direct, primarily verbal, approval,

Ianguage Deflcits

"Git offa here!™ "Dis ain't no big enough," or "I
don't got no milk," are examples of language structure
frequently heard in kindergarten classrooms where disad-
vantaged children predominate. They point up some of the
kinds of language deficits of these children.

llany examples can be cited of specific language prob-
lems in this class, but only a few will be detalled here,
In lovember, when the teacher was asking chlldren to retell
stories from books which they had been allowed to take home
for a week, Sam had to be prompted every few words. Ihen
the teacher asked him what the Indian boy did in the story
when his horse broke a leg, Sam sald, "He *tached round the
foot," meaning he put a bandage around the horse's leg. On
December 3, when lMaria threatened to tell the teacher that
Alfredo sald he was going to break her airplane block
structure, Alfredo hastened to cover himself with, "I no
gonna bust it." '

Other examples of non-standard speech included these:

"I gone ‘'a movies wid daddy."

"Candy we was eating, popcorns, we Were. o o"

"in first her always hit my baby boy when he didn', ., ."
"in den we first rided 'n doin' our home work, dat's
what our doing."

"fudda, fadda saild 'What happened?*!"

"Dey knocked it down de doors 'n winders,"

"Yesterday when nmy mud (mother) was cooking, she see a
rat, inna door, inna side, when he get, he bite her," -
"He gots-a, gots-a soldiers like mine."




"He, he 'brods' (brought) himself a bird,"

"I want to be a telephone in my house,"

"Um, he take people, sultcase inna airplane,"

"Dis is story I was gonna tell you."

“Dey havta put 'em in dat t'ing, inna de t'ing, de
put den in, de seat belts, dey eat on da - all de

t'ing de want, an' den I see, I wen' to de airport
wld my fadder, my mudder, an' I watch da airplane

to come back to New York."

"I has one sister and a brother."

Among the language samples tape recorded by children
in individual interviews, there were such non-standard
phrases and sentences as, ",,.my mudder brang good dere,"
"And my mother didn't was there," or "...da milk was no
more left," Often children struggled and floundered in
language tangles, unable to dredge up the required words.,

Bruner points out that children must be able to trans-
late thelr experiences into symbolic form, that 1s, language,
- in order to deal with those things which are remote in time
or space or somehow not physically present.l Therefore,
language emphasls became an integral part and function of
the total curriculum in its dual role as social communica-
tion and as an indispensable tool for conceptualization.,

I'he "non-verbal" label frequently applied to disad-
vantaged children has not been supported by the data acquired
from frequent interviews, recordings, and observations of the
children in this study. One five-year-old, whose interview
was tape recorded, agreed to tell a story, which follows:

l. Jerome S, Bruner, "The Course of Cognitive Growth, "
American Psychologist, January 1964, Vol. 19, No. 1, p. 13.




“Once upon a time there was a little mommy.
Mommy came righi up to de 1ittle girl 'n de little
girl named Lottie her was a bear, a little bear

named Goldy. Goldilock was sleepin' 'n de bed 'n

so, uh, de bear said, "Somebody been eatin' my porri
(porridge)” 'n the little mommy said, "Somebody been
eatin' my porri."” 'N so they went upstairs ‘n there
was Goldilock. Goldllocks sleepin' in de bed'n so
Goldilock was sleep fast. In den, uh, her run, ‘cause
it was a bear. 'N de bear live inna ol' bear house .
‘N gso her went her, 'n de de baby, de baby bear?! was
cryin' 'cause Goldilocks, uh, broke his, her chailr,

uh 'n 8o Goldilocks mudder came °'n, her mudder was
named Goldilocks, 'n her turn de wheel 'n her wanna
1isten to de voice of Goldilock boyfriend. 'N 8o
there wasn't no boyfriend, only was a bear. So the
mommas Eol' her her come right over 'n so her speak

to her.

Other children, from different ethnic backgrounds, told
stories which reflected similar problems of enunciation, pro=-
nuneiation, syntax, vocabulary and standard English sentence
structure. They generally were quite limited 1n thelr know-
ledge and use of classifylng terms. Por example, they did
not know that they, as individuals, made up thelr kindergar-
ten class or that apples, bananas and oranges are classified
as fruit. Most children, unlike their middle class counter-
parts, had so little familiarity with written symbols that
they could neither recognize nor write their H»wn names,
falled to use picture clues in many instances, and could not
jdentify a map by name or by 1lts use.

Karplus has saild, "The function of education 1is to
gulde children's development by providing them with particu-
larly informative and suzgestive experiences as a base for
theilr abstractions. At the same time, children must be
provided with a conceptual framework that permits them to
perceive the phenomena in a meaningful way and to integrate
their inferences into generalizations of lasting value,."2

2. Robert Karplus, "One Physicist Looks at Science Edu-
cation,” in Passow, Harry A. and Robert R. Leeper (eds,),
Intellectual Developments Another Look, Washington, D.C.$
Assgciation for Supervision and Curriculum Development, 1964,
P. Bl.
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The children's meager vocabulary often inhibited thelr
ability to obtaln meaning from thelr personal experiences.
The narrow range of their experiences outside of school was
a further limitation o2n their ability to expand voocabularies
quickly since there were so many facets of thelr environment
which constituted unknown or un-knowable information and
jdeas., The Spanish-speaking children, even when thelir in-
hibitions were reduced, were frequently unable to supply a
Spanish word for a rather common object or expression.

These chlildren were not only limited in their English lan-
guage abilities but their verbal skills in their native
language were often demonstrated to be exceedingly meager.

language Analysis

Taped interviews with each child by the researchers
were analyzed for verbal skill development. Interviews
were held in November-December, as the demonstration pro-
ject began and in April-Nay, as it drew to a close, an
average elapsed period of about four_months., The purpose
of these interview-tests was to sample the children's vers
bal skills under comparable conditions, in order to deter-
mine the extent of any changes which might have occurred.

The researche.s recognlized, very early in the study,
that in this group, as in others no doubt, the "non-verbal"
label was most inappropriate. That 1is, these children
chatted with each other, and with friendly adults they
came to know, with spontaneity and a considerable flow of
language. Interviewing them was another matter. Even
when they were natural, affectionate and eager to please,
the interview format tended to dam the language flow, to
elicit gesture instead of speech or one-word responses.

Had the study received earlier funding, it would have been
possible to record, or to tape, numerous spontaneous speech
samples for each child, during pley periods, which would
have been much more reflectlive of the child's natural
speech patterns, which had infinitely greater fluency,
colorful language and communication skill than did the
interview samples. However, the interview samples may be
regarded as characteristic school responses of these child-
ren to teachers and other adults, with the implied con-
straint, self-consclousness, expectation of judgmental com-
ments and, perhaps, desire not to expose oneself, or one's
thoughts, unnecessarily. .
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The interviews were conducted 1ln a teachers' lunch
room, which was located across the hall from the kindergar-
ten class. Teachers came and went, sometimes chatting in
small groups as they used this room during preparation
3 periods. Interruptions were frequent and interviews were
| often suspended for several minutes until teachers® volces
3 subsided so that the tape recording could continue, Un-
fortunately, it was not possible to work in a more qulet

3 and private space, in this busy, crowded school. The re-

3 searchers agreed that, since the interview purpose was to

: record characteristic school language, interviews were to
be sparked by one or more of several devices, whlchever
were successful. The children could be asked to play with
some objects which were provided to stimulate speech, such
as some miniature pots and cutlery from the kindergarten
housekeeping corner, or a small flannel board and flannel
cutouts which focused either on the child's family and
home life or on group trips which the children had taken
at school. wWith some children, these technlques were used
in succession and were minimally effective to stimulate
abundant speech.

Interviews were limited to 10 to 12 minutes, 1n most

cases, except where interruptions lasted for more than 2 or
3 minutes. A few lnterviews were redone because elther in-
terruptions or the child's unresponsiveness contributed to

z very sparse responses. It was found, however, that a child

] who responded very little to the interview format on one

2 occasion, responded minimally on a second try. Often it
was the child who ended the interview, by saylng insistently,
"That's all." All but one of the children were tested be-
fore and after, making a total of 24 interviews each time.

when the researchers transcribed these taped interviews,
they agreed that there was no difficulty in identifying the
beginning and ending of sentences, since the children's
volces usually rose and fell in expected patterns of in-
tonation. However, sentence definition was sometimes un-
clear when connective "and" was used lliberally or where
run-on sentences could not always be clearly defined.

A research assistant skilled in linguistic analysis as-
sisted in classifying the utterances and the ltems in each




utterance, The researchers agreed upon definitions of oa-
tegordes, generally following those used by Thomas.3 How-
ever, Thomas' category of sentences "functionally complete
but structurally incomplete” was omitted and distinctions
were made between structurally complete and incomplete
gentences, adding Loban's category of "language mazes,"

to proyide an adequate category for such tangled utter-
ances. After the research assistant completed her clas-
gification of the language samples and resolved all doubt-
ful decisions with the resedrchers, she was requested to
make a svcond, independent classification of about half
the interview transcriptions. The researchers found, com=-
paring the two classification efforts of the same materlal,
that identical classifications were made in over 95 percent
of the items classifled,

Progress in school verbal skllls, as indicated by Table
X, occurred chiefly in number of words and sentences ut-
tered, and in use of descriptive language. These changes
indicate a greater flow of language and greater ability to
communicate more precisely through descriptive language.
There was a mean gain of 21,5 sentences and of over 109
words per interview. Both of these gains were significant
at the .00l level. However, there was a gain of only 0.3
words per sentence, from pretest to posttest. The girls
made greater gains than the boys and achieved higher mean
gcores on pretests and posttests, as mighv be expected.

3. Dominic Thomas, "Oral Language Sentence Structure
and Vocabulary of Kindergarten Children Living in Low Soclo-
Economic Areas,® doctor of education project, Detroit, Wayne
State University, 1962,

4, Walter Loban, e of Elementary Scho
Children, Champaign, Ill., Natlonal Council of Teachers of
English, NCTE Report No. 1, 1963.
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Table X

Language Samples of Demonsﬁraﬁion Group: Mean Number

of Words and Sentences, and Words Per Sentence

and Numbers and Proportion of Grammatical Forms,
By Sex, Pretest, Posttest and Gains.
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Total (n=2L4) Boys (n=13) Girls (n=11)
Pre- Post- Pre- Poste- Pre- Post-~
Item test test Gain test  test Gain test test Gain
Mean
No. of
Sentences 31.8 53.4 21.6% 29.8 4s5.2 15.4 3.2 63.1 28.9
No. of
Words 139.2 248.5 109.3% | 104.5 199.1 94.6 180.2 307.0 126.8
No. of
Words Per
Sentence 4.4 4.7 0.3 3.6 LY 0.8 5.3 4.9 0.k
Grammatical
Forms
Nouns, Pro-
nouns, Verbs
Mean 83.2 143.3 60.1 62.2 114.6 52.4 108.0 177.3 69.3
Proportion 59.8 57 .7 -2.1 59.5 57.6 -1.9 59.9 57.8 2.1
All Other
Words: Mean 56.0 105.2 49.2 2.3 84.5 Lo ,2 72.2 129.7 57.5
Proportion 40.2 42.3 2.1 40.5 L2.4 1.9 40.1 42.2 2.1
All Nouns:
Mean 30.8 50.5 19.7 24.0 38.6 14.6 38.7 6l4.6 25.9
Proportion 22.1 20.3 -1.8 23.0 1G.4 -3.6 21.5 21.0 -0.5
All Pro- . '
nouns: Mean 22.0 39.1 17.1 15.9 33.5 17.6 29.2 5.7 16.5
Proportion 15.8 15.7 -0.1 15.2 16.8 1.6 16.2 1.9 -1.3
All Verbs:
Mean 30.4 53.7 23.3 22.2 k42.5 20.3 40.1 66.9 26.8
Proportion 21.8 21.6 -0.2 21.2 21.3 0.1 22.3 21.8 -0.5
All Adjec-
tives: Mean 19.6 37.2 17.6 4.8  29.6 14.8 25.3  b6.2 20.9
Proportion 1.2 15.0 0.9 4.2 14.9 0.7 ik.0 15.0 1.0
All Adverbs:
Mean 9.6 17.2 7.6 5.5 14.8 9.3 14.5 20.1 5.6
Proportion 6.9 6.9 0.0 5.3 7.4 2.1 8.0 6.5 -1.5
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E Table X (cont'd.)

Pre-  Post- Pre-  Post- pre-  Post-

] Item test test Gain test test Gain test test Gain
. All Prepo-

1 sitions:

Mean 11.0 20.0 9.0 8.7 16.2 7.5 13.7 2k . b 10.7
i Proportion 7.9 8.0 0.1 8.3 8.1 -0.2 7.6 7.9 0.3
: "Yes" and

"No" Words:

Mean 5.0 10.3 5.3 6.5 8.9 2.k 3.3 11.8 8.5
4 Proportion 3.6 L.1 0.5 6.2 L.5 -1.7 1.8 3.8 2.0
. Other Words:

Mean 10.8 20.6 9.8 6.8 4.9 8.1 15.5 27.3 11.8
% Proportion 7.8 8.3 0.5 6.5 7.5 1.0 8.6 8.9 0.3
* P <.001
2 1. Proportion of total number of words.
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There was a small increase in the number and proportion
of words which were not nouns, pronouns or verbs. Thus, the
posttest interviews showed gains in use of words which were :
adjectives, adverbs and prepositions. while this was not a e
significant gain, it suggests some movement in the direction
of more mature speech. It is interesting to compare mean
number of words per sentence in this study with Thomas'
study, based on 2 groups of Negro and white children in low
soclo-economic areas5 and with Templin's study of middle-
class childrenf:

Mean Number of Words Per Sentence

Total Boys Girls

Present Study - Posttest L,7 4,4 4,9
Thomas' Study - Total £.7 2.1 6.2
Negro 5.1 o2 5.9

White 6.2 5.9 6.5

Tenplin - iiddle-Class 6.6 6.7 6.4

This comparison is a further reflection of the language

problems of the children in the demonstration study, especl-

ally those who were bi-lingual, since their mean scores were :
aven lower than the scores Thomas found for low socio-econo- -
mic Negro children. :

Thomas found, comparing hls data based on kindergarten
children in low socio-economic areas with Templin's based
on middle-class children, that the latter used longer sen-
tences and a greater number and variety of words, with fewer
grammatical errors and incomplete sentences,’ He found only

5, Thomas, op. cit., D. 44,

6. Templin's date show a mean of 6.9 for upper socio-
economic and 6.4 for lower socio-economic groups.

7. Ibid, p. 100,

0.
ERIC
=

. 0




slight differences in use of parts of speech. This finding
18 in accord with Loban's conclusion that differences are
notable between subjects in different socio-economic groups,
not in structural patterns of speech primarily, but *...in
the dexteritg with which subjects use elements within these
structures.”

Table XI indicated that very little change in patterns
of sentence structure was achieved by the demonstration
group during the study. The majority of utterances were
classified as simple sentences, without phrases. Such sen-
tences constituted 58 percent of all utterances, in before
and after interviews. There was a small gain in the pro-
portion of simple sentences with phrases, from 12,6 to 16.1
percent, Other small changes included decreases in language
mazes, from 8.5 to 2.8 percent9 of all utterances, and in
incomplete sentences and a slight increase in complex sen-
tences, These may be further suggestions of 1mprov1ng
fluency of communication,

It 1s noteworthy that grammatical errors did not de-
cline with increasing language fluency. Table XII shows that
the mean number of grammatical errors increased with the
increased flow of words, from 35.8 to 54.5 for the group.
However, the mean number of errors per sentence remained -
practically unchanged at slightly more than one per sentence,
Very small declines were noted in the use of colloquial and
slang expressions and in errors in article or pronoun use.
Lack of change in grammatical usage may reflect children's

8. Walter Loban, The Language of Elementary School

Children, Champaign, Illinois, National Council of Teachers

of English, NCTE Besearch Report No. 1, 1963, p. 84,

9. language mazes are used here in the sense in which
- Loban defines them as, "...a series of words or initial
parts of words which do not add up, either to meaningful
communication or to structural units of communication as
defined in the research.", in Loban, op. cit., page 8,




Language Samples of Demonstration Group:

Table XI

Means and

Proportions of Diverse Sentence Structures and Language
Tangles, By Sex, Pretest and Posttest and Gains.

Total (n=2k)

Boys (n=13)

Girls (n=11)

Pre- Post-

Item

test

test

Pre-
Gain test

Post-

Pre- Post-

test

Gain

test

test

Gain
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Structure

Incomplete
Séntence
Mean
Proportion1

Simple -
Sentence
No Phrase
Mean
Proportion

Simple Sen-

" tence - With

Phrase
Mean

Proportion

Compound
Sentence
Mean
Proportion

Complex
Sentence
Mean
Proportion

Language
Mazes
Mean
Proportion
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1. Proportion of total number of sentences.




Table XII

Language Samples of Demonstration Group: Grammatical Errors, Mean
Number, Major Types and Proportion of All Errors, By Sex,

Pretest, Posttest and Gains.

131

Total (n=24) Boys (n-13) Girls (n=11)
Grammatical Pre- Post- Pre- Post- Pre- Post-
Errors test test Gain test test Gain test test Gain
Total Nume
ber: Mean 35.8 54.5 18.7 28.6 54.2 25.6 L 4 54.8 10.4
BErrors Per
Senteunce
Mean 1l.1 1.0 -0.1 1.0 1.2 0.2 1.3 0.9 -0.4
Incomplete
Sentence:
Mean 1 5.1 8.4 3.3 4.7 7.1 2.4 5.6 9.9 4.3
Proportion 1.2 15.4 1.2 16.4 13.1 -3.3 12.6 18.1 5.5
Incorrect
{ Verb Form:
Mean 4.0 7.0 3.0 3.4 6.5 3.1 4.8
‘Proportion 11.2 12.8 1.6 11.9 12.0 0.1l 10.8
Sentence Be-
gins "And":
Mean 3.2 5.3 2.1 1.8 4.3 2.5 4.9
Proportion 8.9 9.7 0.8 6.3 7.9 1.6 11.0
Colloquial
and Slang
Expressions:
Mean 19.8 25.6 5.8 15.8 28.3 12.5 23.4
Proportion 53.9 47.0 -6.9 55.2 52.2 -3.0 52.7
Incorrect
Article or
Pronoun:
Mean 1.9 2.2 0.3 1.4 2.3 0.9 2.5
- Proportion 5.3 4.0 -1.3 4.9 L.2 -0.7 5.6
All Other
| Brrorse:
Mean 2.3 6.0 3.7 1.5 5.6 4.1 3.1
Proportion 6.4 11.0 4.6 5.2 10.3 5.1 7.0

1. Proportion of total errors.

2. Includes double negative, incorrect word order,

faulty contraction, word omissions, etc.
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need to keep their language usage in consonance with home
patterns of English speech., Other researchers have sug-
gested the need to add a school dialect to children's speech
repertoire rather than to eliminate colloquial speech pat-
terns.

It was not possible to schedule a series of comparable
interviews in the comparison class. Indeed, these would
have lacked comparability in any case, since the research-
ers knew the children well in the demonstration classroom
during that academlc year and they had no contact with the
comparison group during the period that intervened between
test administrations. The greater rapport of the children
in the demonstration group with the researchers, on the
post interviews, may be a factor in improved results. By
this time, the researchers knew a great deal about these
children and their familles, as well as the personallty
characteristics of individual children and this may have
contributed to greater ease of communication, longer utter~
ances and extended conversation. . ‘

Table X indicates colloquial and slang expresslions
constituted the largest single source of errors in the
demonstration group's language. Incomplete sentences took
second place in the proportion of errors found and 1lncor-
rect verb forms were third. Thomas! study indicated that.
40 percent of total responses in hls study were_functionally
complete but structurally incomplete sentences.l0 Loban
found problems with use of verbs the most frequent devia-
tion from conventional usage. He also found appropriate
use of the verb to be proved twelve times as troublesome
for Negro children with Southern backiround than for
northern Caucasion or legro children.ll This verb was
found to be very troublesome to the demonstration group,
both to the Negro children and the Spanish-speaking child-
ren. While the Thomas data and the data from the demon-

10. Thomas, op. cit., P. 49.
11. Loben, op. ¢it., pp. 84-85.
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stration project both indicate substantlal proportions of
utterances of kindergarten children in low socio=-economilc
areas tend to be incomplete, Templin found a somewhat
smaller proportion of incomplete utterances by middle-
class children, and hlgher proportions of simple sentences
with phrase, of comgound and complex sentences and of ela-
vorated sentences.l

In consideration of the very poor English language
gkills possessed by the demonstration group at the begin-
ning of the study, it may be concluded that prime initial
goals of language flow and increased and improved communl-
cations efforts were achleved. Significant vocabulary
inprovement is shown by the definitions test and by analy-
sis of word usage 1ln observational recordings., Further
goals for such children as these would appear to require
continued increase in language flow accompanied by gradual
acquisition of the school's English standard speech pat-
terns, especially in the direction of completed sentences
and appropriate verb forms.

Teaching Strategies

It has been stressed throughout this study that these
disadvantaged children needed content to study, because of
the paucity of thelr own experiences and understandings.
The content was offered through hitherto-inaccessible
sources of first-hand information about contemporary llife,
such as those centering on air transport, as well as
through familiar local experliences which were not new,
Both types of sources were used to help children gather
needed information and arrange 1t in some orderly, mean-
ingful fashlon.

Vivid and novel experliences were expected to illumine
and clarify much of the child's world, The excitement and
interest of those experiences gstimulated rapid vocabulary
growth as new objects and elements had to be named, recal-
led, referred to, and classified in play situations and in
class discussions,

12. Thomas, op. cit., P. 55

Py ——————
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Teaching strategies to foster language growth provided
for free play, structured episodes, and individual teacher-
child and small group interaction. Flay opportunities were
expanded, both in duratlion and in the supply of props, cos-~
tumes and equipment for children's spontaneous exploratlon
of roles and life-based activities or fantasied events.
During the sixty to ninety-minute play period, the teacher
worked individually with one or two children or with small
groups of children in structured language practice activi-
ties. Before and after the play period, there were often
total class discussions, regular music and dance periods,
and other routine group activities. Milk and cookie snacks
sometimes closed the play perlod, gometimes preceded 1it.
Within this very flexibvle format, experimentation of many
kinds went on.

Stimulating Children's Verballzations Free Flay

Children were stimulated to word and language growth
in their free play as they drew upon interesting concrete
experiences for new ideas, fresh information and satisfyling
content for their play. The teacher helped to stabilize word
meanings and new vocabulary 1n her discussions with children,
in the distinctive props provided for play, in her comments
and evaluation after the play period and in the structured -
experiences which served to support and advance language
progress made in free play. -

For example, on November 2, at 9:10 a.m., just before
releasing the class for free play, the teacher discussed
with them their use of alr transport uniforms and thelr
dramatic play, which she had observed was extremely con-
fused at this early stage. When she asked, "Does the pilot
build the ailrplane?", many children thought he did, but a
few sald he "drives it" or "flles 1it." The teacher showed
the class a detailed picture of the pilot and co-pilot 1in.
;hedggckpit, asking, "What are they doing?" "What's on his

ea

"He's speaking through a phonograph," Harry sald. The
teacher supplied the word vearphones," then pointed to the
picture of the stewardess, to discuss her jJob title and role.
A week later, the teacher used a book, Pogo's Jet Ride, to
continue a class discussion of the work of the air transport
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crew members. She showed the children pictures in this book.
of the stewardess buckling seatl belts, demonstrating the use
of an oxygen mask, and serving food to the flight crew in
the cockpit and of events 1in the course of a routine Jet
flight.

Three‘days'arter the discussion of Pogo's Jet Ride, the
following observation was made in the block corner during
the free play period:

Four children in uniforms, having built a loose,
large block structure to represent a plane, are now in
it, The "pllot" wears a cap, the co-pllot wears a cap
and flight jacket, and the two stewardesses wear caps
and over-the-shoulder handbags. The two pilots, sit-
ting side-by-side, keep turning a wheel mounted on a
board.

"Only children who have tickets can go on the
plane," the teacher reninds them, handing some tickets,
that is, pleces of paper to the stewardesses. "Go get
some passengers and fly someplace. Give out the tick-
ets." :

But the two stewardesses just sit, holding the
tickets. The teacher calls them to her, asking, "What
are these? what did I give you?" They tell her,
“Cards."

"Yes, tickets," the teacher resumes, "Go glve
these to children, to be passengers.”

which children?" the stewardesses ask,

"Anyone you want," the teacher replies. "Go glve
gsomebody a ticket. Glve one to Joan sSo she can go on
the plane. Glve one to somebody else." Jane goes to
the doll corner and hands a ticket to one of the girls.,

Meanwhile both the pilots hold the wheel, "drive-
ing," ‘saying "ah" and making zooming airplane nolses.,

Two "passengers® come from the doll corner, hold-
ing dolls and tickets, one in high~-heeled shoes. They
sit down in the plane area, passive throughout the dra-
‘matic play. The pilots continue to "drive," manipula-
ting the wheel vigorously. They invite the teacher to
ride with them but she says she willl come in about ten

‘minutes.,

Two more glrls arrive and want to get on the plane,
The stewardesses say, "Tickets," and glve the passengers
tickets, who go to the teacher to show her their plane

tickets.
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"If you have a ticket, you can go on the plane,"
the teacher tells them. "No ticket, no ride."

However, the passengers go to the doll corner,
then back to the plane area to return thelr tickets
because they want to play elsewhere, The pllots
chatter to each other in Spanish now,

"T'11. take you to liexlco," one pilot tells the
stewardesses, and both pllots continue to "drive"”
vigorously. Cne pllot leaves, then the other, whille
the four girls, two stewardesses and two passengers,
sit quletly on blocks, unmoving and wordless.

This observation illustrates the way in which the teach-
er repeated vocabulary 1a context, gradually glving words
neaning that conveyed little or nothing before, as "tickets"
and "passengers" were defined above, as well as“stewardessy
“porter¥ *mechanic’ *baggage’ and other teras on other occasions.

Imnediately after thelr flrst trip to the airport, the
information, vocabulary and actlon demonstrated in play took
a sudden upward turn during the free play period. After
several children had been called by the teacher for block
corner play, Fedro said to Dominic, "I'1ll be a captain and
you be a captain, We'll build seats.”

Alfredo surveyed the block structure which was bullt.
to be a "plane" and criticized it., "It's too small," he
said. Rows of "seats" (blocks), two abreast, contained no
alsle.,

Bud was critical, too., "It doesn't look like an alr-
Plane." e separated the seats and made an aisle, four
boys helped him, as they struggled to make their plane in-
terior resemble the plane in which they had been allowed
to sit the previous day, at Kennedy alrport. When they
were satisfied, they chose their own roles, Pedro couldn't
find the word "jacket" to describe his uniform and Dominic
couldn't remember "pillot."

This observation indicates continuing struggle for words
but complex .content and rich detall are apparent in the seat-
ing arrangements, the job differentiation, discussion of food
service, tickets, destinations, discussion of departure time,
play concerning mechanical Plane trouble and passenger acti-
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n's direct experience on the
rt trip triggered more detalled action in play,
block arca and the

doll oornmer concerning travel, tickets, and other elements
of air transport. Verbal gtimulation and more meaningful

use of words was on the rise,

vity on the plane. The childre

Kennedy Alrpo
and conversation bubbled all over the

Styucturine Elements in the Erosren

nd 8 . Mrequent total group discus-
sions just before or a few days after a trip or new experi-
ence offered opportunities to use new vocabulary and express
understandings. Often, after such discussions, the teacher
retold the story to the class, injecting gelected vocabulary.
These stories were typed on a primer typewriter and dupli-
cated. Some stories contained blank pages for children's

d by the teacher for use

own piotuires; others were illustrate
pe recorded the story

ag story clues., Finally, the teacher ta
d listen to it simultaneously

through headsets whille following the little booklet with its

picture clues. Children enjoyed this activity, asking to

hear the story again and again, turning the pages correct-
ly, and often reliving the exciting experience with gestures

and remarks.

Each week, a few children were invited to take home
1ibrary books, with their standard language gstructure and
good vocabulary, fron the classroom collection, 8o that
older siblings or adults could read a story several times
to them. When a child returned his book the following week,
the teacher requested him to npread® the story to the whole

class.  The teacher helped by supplying words freely or re-
ferring to ploture clues as needed. Some children gseemed
h of the author's

. to remember storles completely and used muc
phraseology and language.

C . Structured experiences included group

efforts to compose stories for a oclass newspaper, based on
direct experiences. An example of the children's verballza-

tion of thelr trip to Kennedy Alrport followss




Teachers

Childs

Teachers

Buds
Teachers

Polly:
Teacher:s
Polly:
Teachers

Children:

Teachers

C. .ldren:

Teacher:

Harrys
Teacher:s
Alfredos

Teachers
Alfredos
" Teachers
Renee?
Teachers
Renees

Childrens

Teachers
Renees

Teacher:
Stewart:s
Child:

Teachers

" know what happened. 'é

If we do write the newspaper, what should
we say? |

We went on a trip and we looked out and we
saw some airplanes, and we went onna alr-
plane, and the stewardess pull our tables
down, an' we saw the stewardess, two stew-
ardesses, and one captaln, one pllot,

Yes, that was wonderful. Yes we could write
that in our newspaper. What else can we
write in our newspaper? Bud?

(No response) |

Is there anybody else who can tell us what
to write in our newspaper? Polly? You came
on the trip with us, what else can we write
in our newspaper? So that our Mommies will

One day we went onna trilp.

To where?

At the alrport.

Do you remember the name of the alrport?
Kennedy.

Tell her.

Kennedy Alrport (in chorus). '
And what else happened, Polly? How did we
go?

On a bus! . : .
Yes, and then what happened? Alfredo? -
We hadda go in a 1little down ‘cause you take

a ladder you hafta fall down,

Down from where?

From de ladder? :

Where did we go down from, Renee?

From de door.

From the door? Door of what?

From de door of de ticket clerk,

We buckle up and then we sit down,

Say it agaln, BRenee, .

We sat down and the stewardess buckled our

seat belts.,

Yes, and who else did we see, lydla? Stewart?

The captaln.,

Oh, I know we went out,
came in, :

What was the first thing we saw when we got
off the alrplane? |

We went out llke we }
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Child:
Teachers
Child:
Teachers
Child:
Teacher:

Child:
Teachers

Children:

Teacher:

Stewart:s
Teacher:
Manuel:
Teacher:
Child:
Teachers

Manuels
Teachexrs
Manuel:
Teachers
Child:
Teachers

Child:
Teachers
Child:
Teacher:
Child:
Child:
Teacher:
Child:
Teachers

Jane s
Teachers
Janes
Teacher:s
Janes
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A ladder.

A ladder? And who was using the ladder?

We saw the kitchen.

Where ?

In the back of the alrplane.

Yes, there was a kitchen in the back of the
airplane, And what do they keep there?

Food. For the people in the airplane,

What do we ¢all the people in the, who ride...?
Passengers (in chorus).

Before we even went into the alirport, we saw
somebody who was working there?

Was carrylng the sultcases,

Good, And what was he called?

The porter.

What does the porter do?

Carries sultcases,

He must be very strong to carry all the sult-
cases)y Is he very strong.
No.

How does he do 1it?

Puts it on somethin?',

What's the something called?
A hand truck.

Very good. Does he put the sultcases on the
alrplane? : :
No.

How did the sultcases get on the alrplane?
By the truck,

And how do they get up?

By the ladder.

By the scale.

What goes up into the alrplane?

An elevator.

It was like an elevator. (More explanation:
like an elevator that went right up to the
door and that's how they get on,)

And the whole time we were there, we heard
something. What did we hear?

Do you know?

The lady talking on the microphone,
What was she saylng?

How the airplane gonna go.

How the alrplane's gonna go? And what?
What time.,
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Child: What time it's gonna land,

Teachers And what else did she say?

Childs What time it's gonna leave and what time
it's gonna go and what time 1t's gonna
land.

Teacher: And she also told it so everybody could
understand 1t,

On December 11, the teacher held another group discus-
sion with the class about the airport trip. Based on thelr
recall of the detalls with the addition of selected vocabu-
lary, she tape recorded a composite.story. The children
wade pictures for "covers®" and took home copies of thelr
story for parents to read, after "reading” it in olass,l3

Teletrainer. On January 7, the teletralner was first
made available for class use, It is a telephone kit which
is provided for sechool use and includes two telephones on
long cords and an instrument box with switches, to ring
elther telephone or to sound a "busy" signal.

The children were attracted by the novelty of the tele-
phones, especially the switches and ringing bells. A large,
shifting group waited impatiently for turns, and sometimes
a child seized a telephone from another child but most of f
the children waited their turn. The manipulation and bell- 3
ringing was constant, the conversation meager, When a :
child's turn came, he could not find anything to say, ex=-
cept, "Hello, who is it?" and "It's me," Lydla became im=-
patient when she could not get a name from her telephone
partner so she sent a friend out into the hall, where the
second instrument was, to find out who 1t was,

The teacher's brief attempt tc structure use of the
telephones to play a game of "Guess What I Have" was quickly
abandoned because the children were so carried away with the
excitement of the telephone play. It was apparent that much
more exploratory play by the children had to be scheduled
bafore further structuring.

1a 13. See Appendix D, for coples of stories written 1in
class.,

Aruitoxt provided by Eric:

ERIC
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On January 20, the telephone kit was returned to the
classroom for continuous use for the following month. Plans
for its use included further time for children's free ex-
ploration, followed by gradual structuring of telephone
language activities. ,

On January 21, about elight children, three to six at
a time, played freely with the teletrainer kit. The fol-
lowing observation was recordeds

Joan said, "Hello, hello, can I talk to Bud ?"

Bud snatched the telephone from Pedro and replled,
"Hello, hello. You calling me? What you want? What
you say?"

Joan sald, "Is your husband there?"

"My husband! Husband!" Bud sald, indignantly.
"what you mean asking for husband? Are you crazy?"

"Oh, you got a wife?" Joan retorted. "Is your
wife pretty? What's your wife dolng? 1Is she kissing
you? (Giggling) I bet she's kissing you."

"What you say that for?" Bud demanded.

"Iet me talk to Pedro. Let me talk to Bud. Hey,
who is this?" Joan shouted, above the nolse of constant
bell ringing by Marla.,

#*You gotta put it down. Now, you pick it up. Hey
you talk,* Maria directed. .

Pedro now held the receiver, calling, "I can't
hear nothing. (Much noise of telephone bell and class-
room noises.) "Hello, hello. Put on Joan. Hello.
Hello. Who's this?"

"Tt's me, It's Renee," sald Renee, giggling.

#"Is your husband big or little?"

Pedro turned to Bud, next to him, saying, "She
talk about husband,."

"Hello, honey bunch,"” Renee went on glggling.
"This is your sweet wife. Did you kiss your wife?
Hello, honey bunch." This was followed by much gig-
gling from the girls and laughter and "you're crazy"
from the boys.

Now Ginny held the receiver, "Hello, hello, who
is this?"

Polly responded, "Who 1s this?"

"Speak up. I can't hear you," Pedro called.

Ginny's soft volce falled to carry and other child-
ren kept admonishing her to speak up.
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"IT'm coming home," Ginny was heard to say.

Stewart took one receiver, to say, "Hello, hello,
hello, hello. I can't hear nothing. Hey, talk!"

"Who's talking?" asked Renee.

"Wwho are you? This 1s Stewart."

"Hey, get off the phone," Pedro shouted., "Some=-

body gotta talk. I gotta talk."

This type of spontaneous fun went on at consliderable
length as the telephone kit spurred children's natural, play-
ful conversation in the next few weeks.

while the telephone kit's free use by chlldren in play
stimulated considerable conversation, so did free play in
the block corner or the housekeeping area., The goal for the
telephone kit, after its novelty wore off, was to structure
practice activities to help children use new vocabulary and
more standard forms of sentence structure and word usage.
On February 11, the researcher set up a small table, three
chairs and the telephone instruments near the children's
clothes' cubbies, in an out-of-the-way corner of the room.
By this time, with neither the bells nor buzzer working, the
telephone instruments became props for the exercises, which
were elaborated as follows:

The researcher gave Ginny and Maria, at opposite
ends of the table, too far to reach across, a collec-
tion of small wooden objects representing animals,
people, cars, buildings, and rubber flgures of famlily
members and community workers. One child dlaled her
instrument; the researcher struck a finger cymbal to
stimulate the telephone bell, the second child picked
up the telephone and, after greetings of varying
lerigths, requested an object in the other child's col~-
lection. Since the children could not reach across
the table, words and pointing gestures were chiefly
used but the pointing turned out to be useless as a
clue., The researcher supplied names as needed, such
as alligator, bull, cow or hippopotanus, called at-
tention to the difference between cars and trucks,
named colors, distinguished color shades when neces-
sary and repeatedly furnished model sentence forms,
such as, "What do you want?", instead of "What you
want?” and, "Will you give me...?", instead of just
naming the desired item,
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The researcher instructed the first pair in great
detail while other children looked on, impatient for
thelr turns, prompting now and then. The onlookers
mastered the rules of the game so well that it was un-
necessary to repeat instructions to the succeeding
players. Interest continued high for thirty-five min-
utes, and five children wanted second turns. Requests
for objects used words to describe color, size, place-
ment and function, Since the telephone instruments
were no longer functloning, they seemed unnecessary
for regular practice-activities since toy telephones
from the housekeepling area could serve the same pur=-
pose. An example of the verbal interchange, in this
practice activity follows:

"Hello," said Enrico.

"Hello, what do y'want?" asked Bud.

"Want, want., . .car." Bnrico replied.

"Very good," interrupted the researcher. "Say

'I want the car.'"™ '

"This one?" agked Bud, picking up a blue truck.

"Truck. . ," sald Enrico, pulling his red sus=-
penders. "This."

"Do you want the truck that is the same color as
your suspenders?® asked the researcher.

"Yes," said Enrico.

"Do you know the color of your suspenders?”

"What?" Enrico asked.

"The color is red," the researcher informed him.

"Gimme red, red truck," Enrico managed to say.

The researcher dist! 1ished between a truck and
a car, which both boys se 1ed to understand at once,

- "Now," said Bud, "It's my turn. I have to ask

for something. I want that, next to the blue boy
there,"”

"Tell 2nrico more about it. He can't tell what
you want," the researcher told Bud.

"I don't know what it is. It's that animal,"
Bud persisted.

"What color?" asked the researcher. "What does
it look like?"

"Dis?" asked Enrico, picking up one object after
another,

"It's like this," Bud said, pointing to his yellow
block,

"Yellow" asked the researcher.

|
|
|
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"No, not yellow," Bud said, “See, it's by the ;
blue boy. No, not that, in back." "
Pedro found 1it. ;
"Phat's called a camel, That's an orange camel,"
the researcher told Bud,
"Yeah," said Bud. "Orange camel."

After much work with individual children in such language
practice games 1t was possible to let children carry on the
exerocises by themselves, 1f the teacher was careful to palr
a more advanced with a less advanced child. Many new words
were acquired and used in these language games,

Providing Opportunities for Children to Use Symbols

Pictures and Objects. £arly in March, a research assils-
tant was assigned to work with individual children, to prac-
tice naming and identifying objects and pictures, Her notes
recorded the followlng resultss '

Ginny giggled, covering her face with her hands, .
and was unable to identify colors or to name then, :
Shown a red triangle, made of hardboard, Equardo named 3
its color correctly and sald its shape was like a 3
Christmas tree. Shown three triangles of different .
size, he named the largest "blg," the smallest "tinl- g
est,” but was unable to describe the one of medlum
gize., After Ginny heard Eduardo's responses, she was
given another opportunity to name the red triangles 3
and, this time, she was successful., She played with ;
the triangles, making a "house with triangles.”

Eduardo was able to point to a plcture of a squir-
rel when asked to, but he could not pronounce it., When
asked to name a plcture of a tiger, he called it a l1llon,
Ginny c¢ould not name the squirrel either, could not
identify a hen, which she later called "a mother,"

Pedro was able to name all the pictures correctly,
except the hen, Stewart was unable to name the hen and
the cow. Sam called the tiger a llon, but he knew that
the mailman's job is to "bring letters." Wilfredo did
not know what kind of food squirrels eat, nor could he
name the policeman and mallman plctures,
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iaria responded at first only witn gestures but
later she was willing tn repeat the naues the re=-
searcher gave her., She was able to identify colors
correctly. She was tested by beinz askted to hand the
researcher one large blue circle, one mediua yellow
square and one small red triangle and d4did so, cor-
rectly. She was then given the task tn ask for spe-
cific geometric shapes, Wwhich she did.

Doninic had trouble distinguishing correctly the
color nanes of red and green beads, although he cHuld
identify yellow, blue and orange.

These practice activities generally consisted of askinr
children to name pictures or objects or to pnint to those
naxed, and to repeat the names they did not xnow, after
which the child was arain asked tn assnciate the correct
word and picture or nvject. '

As the children's understanding of vocabulary grew, the
teacher made wall charts, from time to time, with clear pic-
ture clues anxd namnes for words as basgaze, hand truck, mi-
crophone, seat belt, earphones, passeager and flight ba:z.

- Word Symbols. When the teacher was encnuraging child=-
ren to develop airplane play through trips and provisinn of
appropriate props, she wrote signs for children to use 1n
their play, to nelp then remember new words and tn use thea
correctlvy., The airplane pilnts' caps had "pilot" written
o1 the visor; the ticket clerks had desk sisns denoting
"ticket clerk" and "reservation clerk." The children
quickly assnciated the word with the correct sign, refer-
rinz to signs, askins for them, trading them back and forth,
zetting them out for play from a special shelf, and return-
ing thenm after play.

Names - Recnxnizin~ and Writine, Unlike most middle-

class children whn enter %indersarten with considerable prior
oractice at,home, or in nursery schonl, 1in nane recognitinn
and writing, the children in the demonstration class could
nelther recognize nor write their namnes, The plans for the
vear included systematic work toward this #oal, for several
reasnns, including the fH1llowingz:

e e
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1. Ability to write one's name 18 a concrete, visible
skill which contributes to the child's own feeling
of mastery, to his parent's appreciation of his
school learning and to his present need in so many
school situations to know and write his name;

2. Parents can readily understand and value this goal
and, when a sample of the child's name as written
in school is sent home, parental assistance is more
likely to be forthcoming than for any other kind of
learning, thus offering one kind of successful
school-home partnership for a clearly-understood

and valued goalj;

3. The symbolism of the alphabet is an exceedingly
useful symbol system for chlldren to learn, along

with other types of symbollism;

4., Children who could write their names were eligible
for thelr own public library cards and, therefore,
this skill could lead the young child to book
gources otherwise closed to him and his family.

Work on name recognition began early in Ootober when
the teacher requested each child to crayon a self-portralt
on manila paper. She hung these pictures on a wall, with
her own addition of the child's name at the bottom. The
ploctures were of the crude, uncontrolled variety young five-
year-olds tend to draw, but it was not important for anyone
but the artist to recognize his own picture, Fractice in
name recognition was placed at milk time daily for several
weeks. The teacher pointed to a picture and when the child
rose who recognized his own drawing, it was his turn to
get his milk carton from the milk tray. The teacher con-
structed two pocket charts for names, one for boys and one
for girls, and, while the regular practice 1in name recog-
nition was going on, children were encouraged to find thelr
own name cards, to use as a model, in order to write thelir
names on the pictures they painted and crayonned dally.

On October 21, at the first classvoom conference with
parents, the teacher gave sample name cards to a few parents
who, she thought, were ready to belp thelr children practice
this skill at home., 8con, children were observed helping




each other find thelr names on the pocket charts. The
teacher noticed, on October 27, children were imitating

her work with them on names, Pedro was holding the pointer
and pointing to the pictures with children's names and a
group of children around him were responding to his ques-
tions, "Who's this? Who's that? Who'a this?" Two days
later, the teacher observed other children in the same
activity. Apparently, they enjoyed this "game" enough to
Play it on their own,

On November 10, the teacher tecasted name recognition
by covering all the pictures, showing names only, although
these were in the same places on the wall in which they
had been for almost a month, Name recognition was almost
universal - only Jame had trouble. But few children could
recognize names other than their own. The next day, the
teacher chose four name cards from the pocket chart, just
before free play time, announcing, "These children will
play in the block corner."” Thus, as regular practice ac-
tivity on name recognition was discontinued, many practical
uses were found for children's names, to help them apply
their learning. Children sometimes played the "game"™ on
their own, as a few children did on December 14 when Fedro
held the pointer again and told his friend, Alfredo, "That's
me, Pedro Verde, that's Harry, that's Alfredo."” Then he
tested Ginny, who also seemed to recognize many names, al-
though she may have been recognizing the pictures or the
Picture and pame, in assoclation, and in its regular place .
on the wall.

It was very useful to the teacher to have most of the
children increasingly stable in name recognition, since this
facilitated record-keeping. Children were asked to make a
check-mark on a 1list of names on the library shelf when it
was thelr turn to borrow a classroom book for a week's read-
ing at home, and in other ways.,

When the teacher encouraged children to use their name
cards as models to copy, she noticed that most children had
consliderable difficulty copying them, Early in January, as

children began to role-play alrport ticket clerks, additional

functional uses for names and writing appeared., Bonnie, who
was one of the most advanced children in the class in verbal
skills, asked if she could play ticket clerk on January 8.
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She was given a table with scissors, pencils and paper and
she busied herself cutiling paper and writing names, When
Sam was ticket clerk on January 14, he did no writing but
busily distributed "tiokets.” Children who played ticket
clerk -roles were given signs to wear with thelr jodb title,
and as children sought these sligns, wore them, swapped them
and "read them," "ticket clerk" became another well-recog-
nized combination of symbols.

Since so many children had difficulty writing thelr
names, hardboard letters and printed letters inked on stamp-
pads were provided, to give more chlldren feelings of suc-
cess, to lncrease children's interest in practicing with
the alphabet and to help them learn to differentiate letters
faster. The teacher would write a child's name on paper,
then hand him the box of hardboard letters to match it, or
gsuggest he match it by printing with inked stamps beneath
the name she wrote. She qulckly discovered that Eduardo,
for example, had no left-to-right pattern, could not recog-
nize or match individual letters and was equally satisfied
whether they were upside-down or backwards. Fedro also
wrote his letters backwards and upside down. Since the
children had so little experience making such fine visual
discrimination, or developing the needed patterns, 1t was
clear that a great deal of individual practice was in order.
At this point, the teacher asked each child to write his
name. The results of this test gave the teacher needed in-
formation for subsequent individual work with children and
thereafter she was alert to encourage those children who
needed most help to practice or work with her.

On March 30, the researcher worked with Pedro and
Eduardo, two boys who still had trouble writing names,
Pedro tackled the task eagerly and completed it quickly,
with practically no help. Eduardo needed a great deal of
help but, once started, he worked doggedly and laboriously.
He kept reversing his lower-case "g® trying to correct it
and gradually succeeded. Other ochildren asked if they could
write too, Alfredo was adept, except for one letter, and as
soon as a correct model was shown him,::he copled 1t corrcot-
ly. Sam whined that he couldn't make a capital "S", but
when the researcher wrote one, he promptly copied it and
wrote the rest of his name ocorrectly.




The teacher decided to gsend home with each child an-
other sample of his name, at the beginning of April, to
encourage more name practice. Experience 1ln working with
inditidual children indicated that much progress was made
which would not have occurred in group sessions, with one
teacher to twenty-five or more children.

Early in April, children's recognition of each other's
name was observed frequently. At clean-up time, Jane would
notice a name card on the floor and call to Joan, "Hey,
Joan, your name 1s on the floor," -8ignalling Joan to put
her card back on the pocket chart; or children would leaf
through crayon drawings, reading correctly other children's
names. Whenever the teacher uged the name cards 1in a total
group activity, a child who failed to identify hls name
because his attentlon wandered would be sharply reminded by
gseveral children that the card held his name.

Plans for a Mother's Day party at gschool in May in-
cluded children's writing invitations to their mothers,
for further practice and to show their parents thelr prog-
ress in writing. Each child was encouraged to copy the
teacher's model invitation, which read, "Please come to
the show," with the child's signature. As a few children
completed their invitations, some children insisting on
writing more than one, the teacher displayed these, stlmu-
lating other children to attempt the task. |

Progress in name Writing was more uniform for the total
group than progress in any other goal. A major reason may
be the clarity of the goal and the relative esse of develop-
ing ways to work with individual children to achleve the
goal. Another important reason may have been the children's
ready acceptance of this goal as relevant to school work
and as status-giving, reinforced by parent assistance and
support. Children's gatisfactions in this sklll were ap-
parent even to the casual observer.

Providine Models

The teacher's own language provided the one regular,
daily model of standard English speech to many of the child-
ren during individually planned as well as class activities.,
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The one-to-one relationship of teacher to child was nowhere
of greater value than 1n assisting language growth through
work planned for language needs of specific ochildren.

For those children who had no one at home who read to
them, the teacher provided tape-recorded stories which were
egpecially useful in approximating a one-to=-one relationship
between teacher and child. But such children also needed
gomeone to respond to questions, to repeat some especially
delightful passage, or just to react in human terms to a
shared experience. Obviously, the important affective
stimulation implicit in close teacher-child relationships
cannot be duplicated mechanically or in mass situations for
young children. Optimum work with these children requires
more than one teacher in each class.

Providing A Climate For Lilstenlng

A widely accepted teaching strategy, even though it may
be more readily recognized under some other terminology, is
that of providing a climate for learning. One familiar and
highly prized condition of learning centers on the mainten-
ance of a "listening oclimate" in the classroom when needed.
The young child's ability to listen, at any given moment,
is dependent upon numerous variables. Some of the most lm-
portant ones appear to be, in addition to the teacher's
skill in establishing a "listening climate," the intrinsic
interest of the content and such personal varlables as the
child's relative freedom from hunger, thirst, bathroom
needs, fatigue and emotional distractions. Practice activi-
ties to stimulate language growth, when carried out under
good listening conditions, with content of high interest,
geem:to make considerable difference in the growth of child-
ren's attention span in task-oriented endeavors.

Daily listening experiences were gscheduled in the de-
monstration class from the beginning of the year, as in
most 8lasses for five-year-olds. Often the teacher called
the children to sit on the floor near her ln a group.
Sometimes, she conducted listening activities while the
children sat at their small tables. Listening activities
ran the usual gamut which included ingstructions, exhorta-
tions, threats of punishment for transgression of school




R o WA A0 S D o A b e Sl

151

rules, explanations of forms and informative matarials

gsent home to parents, directions for subsequent activities,
reading books, telling stories or poems, sharing children's
1 reactions or experiences and discussing recent or projected
: experiences., |

W

Audlo-Vigual Materigls. New listening experiences were
developed with the ald of audio-visual equipment and mteri-
als specially produced for the new curriculum. In this con-

] nection, the fine cooperation of a member of the Bureau of
g Audio=-Visual Instruction and of the assistant principal of
3 the school was particularly valuable,

Tape Becorder. The tape recorder, which was a perma-
nent feature of the kindergarten equipment during the study,
: was in almost daily use., Teacher and children recorded
[ - stories, discussions, songs, children's retelling of story
5 books and their descriptions of recent trips. After a
ochild's story had been recorded, the group would listen to
- its playback breathlessly, then applaud vigorously at the
2 end, The sllence accorded the story-teller was usually a
measure of appreciation of success in a difficult venture,
The children caught the teacher's excitement and identifi-
cation with their labored efforts and they valued this kind
of achievement accoxrdingly.

Pollowing a special activity of frylng plantains by
the class as part of the recognition of Puerto Rlco Day,
the teacher tape=recorded the children's cooperative story
about the event., On January 15 the tape was made avalilable
. to four children to listen simultaneously through individual
] headsets. They sat on the floor listening with intense in-
i terest. One child sald to the teacher, "That's you, Miss
J.” When the teacher put the flannel board and outouts
she had used to illustrate the story on the floor near the
listening children, three of them began to manlipulate the
cutouts as they followed the story. Two children made ges-
tures appropriate to the action in the story. The first
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four children looked pleased as the story ended, so many
other children asked for turns. Four more children were
gselected to use the earphones with the taped story. While
no disocussion followed the story, all the children indicated
enjoyment of the individual listening experience.

Listening on individual earphones, at a time when the
child requests it, has obvious advantages over total-class
1istenings free choice, high motivation satisfied, and
lack of interruption and distraction from others. Children
were able to capitalize on these advantages when, throughout
the study, several other gstories, based on exciting class
experiences, were made available for use on the tape record-
er with individual headsets.

Sljdes and Movieg. In addition to considerable use of
the tape recorder, telephones and teletrainer, other audlio-
visual resources were provided to enhance language growth.
Colored slides and eight-millimeter movies recorded scenes
the children had visited on trips as well as their own play
activities in the classroom. Extensive conversation was
carried on between the teacher and small groups of children
as they examined slides 1n table viewers and movies on a
tiny rear view screen projected by a small, cartridge-fed
projector. Usually there was intense excitement as the
children identified themselves and thelr friends in the
pictures and as they recalled stimulating experiences on
trips and in the classroom.

For example, on March 30, the following observation was
recorded while the teacher and chilldren viewed some movies
of thelr soup cooking and eating experiences |

Teachers What's happening? What's in the pot?

Children: Carrots, potatoes, onions. We're going to
eat 1it.

Teachers What's coming out of the pot?

Children: Smoke.,

Teachers Why?

Children: Because it's hot. 1It's hot! And on the
bottom of the pot is beans.

Teachers And what's on top?

Children: Carrots and potatoes.
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Childs Carrots.

Teachers What else do you see? How do you know
those are carrots?
Childs Red.
Teachers It's orange, Carrots are orange.
Childs That's blue,
Teacher: Who is that?
Childs Mrs. R. 4
Teachert What's Dora doing? |
Child: Stirring the soup.
Teachers Why do you have to stir the soup? What
are you doing, Jane? Why 1is she stirring
the soup? Is it hard to stir, or easy?
Childrens Easy!

The next movie showed some of these children at alr-
plane play in the block cormer and the following conversa-
tion was recorded:

Teachers What's that? What do you call that?

Child: That's the = uh = up the airplane,

Teachers: That's the hard one you always forget.
what do we call that? Instrument panel.
What's that in the back?

Child: That was the ticket clerk.

Buds I'm wearing the same shirt.

Teachers: He's wearing the same shirt as he did that
day.

Childs There's paper on the table.

Teachers Why? I can't hear you, you'll all have to
talk louder. Whatt'!s that thing agaln you
always forget?

Childrens Instrument piano.

Teachers That's close. Say, 'instrument panel.'

Childrens Instrument panel.

Teacher: What's that?

Child:s Gasoline,

Teachers: What's that, Bud?

Buds Gasoline., ZThey see a gasoline can in the
movie.)

Teacher: What's that?

Child:s Tool kit,
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Lydia, what's that? Maria?
I don't know.
Yes, you do. What's this? (Noise,)

That's Jane doing this so the light won't
get in her eyes.

What are the children doing?

They're on the table,

What does the sign say, Maria?

Ticket clerk,

Ticket clerk.

And that's a clock.

What are these?

The names! (They see the name pocket chart.)
Whose ?

Of the children.,

of this, the conversation continued:

Everybody can't talk at the same time because
then we'll just hear mumble-jumble.
Mumble~jumble,

I see my own self. I see Renee.

1 see Renee and Lydia.

'nat are they doing?

I gsee Maria in the dollhouse.

Who is she? '

She's a passenger.

I see Jane,

I see Joan,

What are the children in the doll house doing,
Stewart?

Putting clothes in the suitcases.

Why?

Go to the airplane,

Oh, where do you think they're going?
They're going in the airplane. (Noise.)
Where do they go?

They get tickets for the airplane.

I{dyou don't get tickets, you can't take a
ride,

Look what's happening in the block corner.
What are the boys doing there?
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Childs Putting the seat belts., (Noise.)

Childs That's me and Mary. ,

Teacher: What are you doing? (Noise.)

Childs To the telephone., (Noise.)

Childs They were getting names,

Childs That was you, Miss J. You Just went by
there and back over.

Childs He's taking the sultcases.

Teachers What's he called?

Childrens The passenger. The pllot.

Teachers Oh, what's Rico doing?

Childs He's weighing the baggage.

Joans He's the porter.

Childrens He's the porter.

Child: He's the passenger.

Teacher: Who is the passenger?

Childs Rico.

Teachers Is he the passenger?

Childrens (Shout) Not

Teachers And who else is the porter?
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This conversation went on at length because these movies
had just been developed and were being shown for the flrst
time., Interest remained high for a long period as the child-
ren repeated the same fllm sequences several times, while the
teacher pressed them to verballze names and to describe the
action they remembered well, as 1t was shoun in the movie,

On many days subsequent to this first showing, the teacher
of fered movie viewing of these film loops to those children
who were interested. The teacher would often sit with four
or five children, questioning them and helping them practice
verbal description and naming, as illustrated above.

Since trips are too expensive to be duplicated with any
frequency, movies and slides served to preserve the data for
leisurely and repetitive exploratlon in class., 2ach time the
children viewed these pictures, they remembered or shared
more detail, acquired more informatlon about the pictures
from the teacher and from other children, and practiced using
new words and descriptive language. Translating their exper-
jences and understandings, that 1s their concepts, into lan-
guage helps children to carry forward their thinkling processes
and to terminate the thought sequence in a successful or re=-
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; warded overt response, according to Carroll.l% When the

| teacher can help children experience success and mastery

3 in school, she has forged a powerful strategy for motiva-
ting children's learning.

Sumgpary

A variety of activities and experiences contributed
practice in vocabulary building, in fluency of communica-
tion, in learning forms of standard English sentences_and
in expressing orally affective and esthetic feellings.
Considerable language emphasis centered ont

1, Naming and labelling alrplane job titles and func=-
tions, activities and objects used in connection
with air transport.

] 2, Naming colors, geometric shapes, comparative sizes,
5 foods, plctures commonly used in children's books
such as animals, community workers and family men-
bers.

3, Practicing standard sentence forms in asking for
objects and responding to requests for objects.

4, Practicing conversational style on telephones.

5. Describing intensely interesting experiences on
trips and in classroom activities such as conking
or making movies.

6. Retelling stories from books.

14, John B. Carroll, Lgngn%ﬁg_ggg_Zhgggng, Englewood ;
Ccliffs, N.J.; Prentice-Hall, 1964, p. 1ll. :

; 15. See Appendix C for examples of language practice 1
activities. ‘




157

7. Composing newsletters for parents about classroom
activities and trips.

8. Practicing language skills in a one-to-one relation-
ship between child and adult.

Critical Analysig of language Teaching

There were some obvious strengths in the progranm deve-
loped to advance verbal skills as well as some weaknessges.
Stimulating verbalization through personally excltling ex-
periences inside and outside the classroom served to generate
the "spontaneous®” activity in self-educatlon which has been
prized so highly by early childhood educators., All of the
informal activities and the structured practice activities
were productive learning experilences.

To overcome some of the weaknesses, language teaching
could have been improved by the followlngs

1. More vapriety in txips in the immediate neighborhood
and the use of these experiences to generate addi-
tional vocabulary and syntactic work in the class-
room in informal and spontaneous learning episodes.
Carroll notes that, in working with bilingual
children to achieve second-language learning, "...a
faster, more appropriate kind of learning can be at=-
tained by sgifting the balance in favor of 'informal!

learning.”l
2. More resularized practice activities, more systematic=

ally pursued. While the children's individual lan-
guage needs were pinpointed early in the study, there
was never any regular patterning of practice activi-
ties., Spontaneity and impulse, rather than preplan-
ned practice, governed the day-to-day, weekly and
monthly programs. Continuity was seldom achieved,

16, John B, Carroll, Iagguaﬁe and Thought, Englewood
Cliffs, NeJdo, Prentice-Hall, 1964, D. Je

FK LT Kl SR F TS SRALL RS T TIATTIET S RS B

PR A



3.

158

except by chance, in children's practice activities,
Agreeing that structured learning should be held to
a minor segment of the child's kindergarten experi-
ence, the researchers are convinced that these prac-
tice activities, of short duration, can be highly
productive only if they are planned and implemented
in a well-organized pattemn.

More personnel.to assist the teacher in regularizing
practice activities.

a als and equ nt to achlieve
the needed 1nd1vidual practice, Makeshift materials
and varied pictures and objects are helpful, but
these should supplement materials which could be
planned to meet the specific types of needs listed
in this study.
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CHAPTER VII
The Teacher and Teaching Stratezies

The teacher of the demonstration kindergarten class
was the same one who had participated in the pilot study
during the previous spring semester. She had been selec-
ted on the basis of a recommendation by her principal as
a sucocessful, certified early childhood teacher with five :
years of experience teaching kindergarten classes 1in de- §
prived neighborhoods. Her continued willingness to par- ;
ticipate after her experience in the pllot study indlcated
her confidence in being able to work in close cooperation
with the two researchers. She did not feel threatened by
having the researchers and research assistants 1ln the
classroom with her a great deal of the time. Valuing
creativity in teaching, she was enthuslastic about trying
a new progran.

Working Plan

Weekly conferences were regularly scheduled with the 1
teacher during school hours. Both researchers attended «
most of the meetings but occasionally they alternated.
Plans were made for carrying on the project, ideas were
shared, and continuing evaluations were made in terms of
children's needs and progress. Specific plans were evolved
from assessment, in terms of the goals of the study. As
problems emerged, they were dealt with during these meet-
ings. It was a period in which to identify material and
equipment needs and to make arrangements to secure them.,
Coples of minutes of these conferences were made for the
researchers and the teacher.
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In addition to directing the project, the researchers
acted as assistant teachers at times. They assumed major
responsibility for securing special materials for classroom
use, in addition to serving as resource personnel to the
teacher. They had no supervisory relationship with the
teacher, nor did they represent the emplpying organization
in any way. The relationship with the teacher represented
one of assistance, demonstration and co=-planning and co-
implementation, devoid of critical, judgmental, supervisory
aspedts.

Conferences were held as needed with the principal,
assistant principal, Spanish coordinator, audio-visual co-
ordinator and teacher. In the beginning, the principal
attended weekly meetings. Throughout the gstudy, meetings
were attended by personnel other than the classroom teacher
on the average of once a month. These expanded meetings
were useful in facilitating the project, particularly in
scheduling, in arranging for “other teaching personnel® to
releagse the teacher for conferences, for agssisting in plans
to extend contacts with parents, and for gecuring valued
cooperation and expertise in the use of the audio-visual
materials. )

The researchers conducted and supervised the testing
program and were responsible for the gathering of observa- ‘
tional and tape recorded data. The teacher was encouraged
to keep her own records, for her own teaching purposes and
for more complete data than the researchers could amass on
their scheduled visits. It was hoped that if the teacher
would keep observational records, it would afford her more
perceptive analysis of the educational events in her class-
room, and would help her change her teaching behavior.

General Problemsg

There were some general problems whlch one would anti-
cipate in a project which required the teacher to change her
style of teaching. Even after the pilot study, these prob-
lems remained. A major hurdle was the project's requirement
of a curriculum determined by key concepts in major disci-
plines. This curriculum basis was notl familiar to the
teacher, nor was it understood at this stage.

TELE CTRET BIAT TSt eL T ASEE IR N Gdhak W 1



161

The teacher was als»n faced with the problem of working
sut a completely new schedule, unlike the one she was accus-
tomed tn. Instead of planning and initiating a new "center
of interest" weekly, or bi-weekly, she was expected tn en-
gage in long range, continuous, developmental programming.
Her concern at not “"covering" the syllabus of the New York
City Board of Education for the kindergarten did not abate
until the year was almost over. She questioned relinquish-
ing many familiar activities related to various holidays
which had previously constituted the core of her currliculum,
She found that art and activities related to those holidays
were beinz crowded out of her program. And, during the
early part of the year, she felt that the chlldren were
missing the benefits which they might have gained from her
unusual emphasis on music and dance. However., as tlme
progressed, she was increasingly skillful in coordinating
much of her music program with the aims of the project,
particularly as it related to concept development in the
value of cultural pluralism. As she began to understand
the new program better, she saw that no important kinder-
garten activities had to be sacrificed.

Under any circumstances, it is difficult for a teacher
of twenty-five active young cnildren to find time to keep
observational or anecdotal records. It must be remembered
that, unlike grade level teachers, the kindergarten teacher
works daily with 2 classes - if she kept faithful records,
she would be recording date on at least 50 children dally.
But, when anecdotal recording is not a part of the teacher's
behavioral pattern, as it apparently is not for most kinder-
garten teachers, the task becomes even more difficult. This
was the case of the demonstration teacher. She preferred to
jot down a note occasionally, to remind her to make a verbal
report to the researchers during a conference. Observational
records require specific skill, as well as time, and the re-
searchers assumed their own records would furnish helpful
models to the teacher. Since the teacher did not use these -
models, it can only be deduced that lack of time contributed
to disinclination to keep systematic records.

There 18 always a certain degree of stralin for a teacher
when other professionals watch her teach. When other persons
spend from two to four days a week in the classroom, the

vl it
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teacher 18 bound to be affected by their presence. The f
teacher also found it necessary to accommodate to the test- 1
ing schedules of the researchers. Under these conditions, . 5
what was surprising was the teacher's ability to accept the
strain involved and to respond with remarkable acceptance
and spontaneity. She was able to retain her composure
throughout the year and to express her feelings frankly.
But the problems which arise from participation in a pro=-
ject. which makes continuous demands on a teacher should not
be minimized, no matter how stimulating it may be in the
long run.

Planning With The Ieacher

The demonstration project benefited from the pilot
study, especially because the same personnel were involved
in both, The pilot study had made it clear that more em-
phasis and ingenulty were needed in developing working re=- 3
lations with parents of the kindergarten children. Preli- i
minary plans made in the pllot study facilitated an early :
start on the demonstration project at the beginning of the
school year.’

P For P S

Plans were made during the first month to prepare a
questionnaire for parents, to determine which times would
be most convenisnt for parent meetings. As a result of in-
formation gathered, a meeting date for the following month
was set.

When plans were completed the following month for a .
group meeting with mothers, efforts to increase the possl-
bility of parent attendance and successful communication
with parents, included:

l., Arranging for the Spanish Coordinator to attend the

meeting as interpreter, because more than half the
children came from Spanish-speaking homes.

Sl e
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2. Preparing a meeting notice, and repeating its mes~
gage to parents when they brought or picked up
children, which urged them not to stay home because
there was no one to care for younger children, but
to bring them to the meeting.

3. Duplicating a sheet of suggestions to be given to
parents and to be discussed at the meeting on “How
to Help Your Child in School.”

4, Arranging to show films to the parents which were
taken during the pilot study, to 1llustrate the
project's plans for the coming year with thelir
children,

Another plan which involved parents was to initiate a
book=-1lending program, so that children's interest in language
and ideas would be encouraged through thelr sharing school-
owned story books with their families at home. In addition,
class mothers were to be invited to assist 1n communication
with parents by contacting other mothers in their nelighbor-
hood, particularly those who had been unable or unwilling to
come to school meetings. School messages and suggestions
were to be circulated in thls way.

P For Class Activities and Materials

The initial topic or area of study, that of alr trans-
port, had been agreed upon by the teacher and researchers.,
A skeleton curriculum was developed which included, as guide-
lines, sub-concepts related to the maln social science and
mathematics concepts of the study. Lists were made of props,
play materials and equipment that might be useful in devel-
oping these sub-concepts. Preliminary plans were formulated
for trips and in-class experiences that had potential for
realizing the stated educational goals.

Books about air transport were to be read and discussed
with the children., At the same time, uniforms, such as pllot's
hats and stewardesses caps, and other suggestive play materilals
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such as earphones and microphones were to be avellable to

them. Efforts were to be made to secure a section of a 1
real airplane instrument panel, to stimulate dramatioc

play. Mathematice games and other games that might be

useful in language practice were selected and ordered.

Other plans included decisions to write a newsletter
for parents, to develop special activities for Puerto Rico
Day, to devise a system for collecting pennles for eventual
purchase of books at the school Book Fair, to test child-
ren's ability to read their own names, to make a symbol
gystem for taking attendance, a symbol chart for listing
regular responsibilities in the room, and a symbol system
for a few familiar songs. Some of these plans were not
followed, as indicated below, but most of them were.

During the third month, on the basis of the children's
growing involvement in air transport interests, many more
props seemed desirable. The instrument panel, which had |
been secured, was to be put into the block area. A steer- -
ing wheel and seat belts were to be made for dramatic 3
play. Mothers were to be invited to sew flight jackets
for the pilots and coveralls for mechanics from material ;
and patterns which the teacher had secured. Small air- e |
planes that could be used for table play were to be pur-
chased. Small, substantial suitcases and dress-up clothes,
particularly for men, were also to be provided.

As it became evident that plane building was hampered
by limited space in the block cornmer, a decision was made
to re-arrange the adjacent area of the room. The teacher
was to look for indications that airplane play had taken a
fairly clear direction, at which time she was to initiate
brief five-minute-discussions during which the children
could describe their play, focusing, particularly on role
identification.
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P For C . m St

Detailed plans were made for Puerto Rico Daey, scheduled
for mid=November. These events were to be included in a
gtory by the teacher, to be recorded on tape for later in-
dividual and small group listening by the children on indi-
vidual head sets attached by jacks to the tape recorder. A
newsletter to parents was to include children's own reports
on the events of Puerto Rico Day as well as other activities
of interest to the children., Gradually, additional plans
were made to use music and food experiences to further the
children's understanding of cultural pluralism.

Irips

~ Arrangements were made for a trip to Kennedy Alrport
just before Thanksgiving. The particular focus of this
trip was to be on jobs involved in ailr transport, thelr
names and their functions. Speclal attention wes to be
paid to the captain, co-pilot, stewardess, mechanic, ticket
clerk and baggage handlers. The teacher's role was to in-
1tiate and carry on conversations with children, name ob=-
jects and raise questions. It was decided that after the:
trip, which was followed by a school vacation, the teacher
would refrain from any discussion about the trip but that
she would wait for children's leads, for feedback, before
building further on the experience of the airport trip.

Further Plang

A teletrainer was made available to the school by the
telephone company and certain periods for kindergarten use
were arranged. In the early stages, children were to be
free to manipulate the kit without direction before struc-
tured games between pairs of children would be developed.

Continuing to work on symbols, the teacher was to test
to find out how many children could write their names, This
test was simply a request that each child write his name, to
the best of his ability, on a piece of paper furnished by
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the teacher, on & particular morning. ©She was also to work
out & system of distributing cookies on & regulsr basis for
the set of children at one small table which might seat one,
two, three, oY four children. Opportunities wexe to be
gought for practice 1in one=to=-one correarcadence in routine
gettings.

Plaps For Major Goald

Early in December, an extended conference of the re~
searchers and the teacher 1lald plans for major teaching goals
for the next two months. Conoceptual emphasis was to revolve
around clearer definition of air transport Jjobs, including
those of ticket oclerk, porter and mechanic. To encourage
this, a "ticket office” was to be get up with appropriate
gigns, materials for making #gickets® and reference charts

of names and numerals in the area. A hand truck, sultoases,
tools and a tool kit, hoses and "tanks® as well as aluminum
food trays were to be made available for dramatic play.

Symbolization was to recelve attentlion through the use
of number symbols and names on tickets, weather symbols on
weather charts, the use of maps and a globe, and, perhaps
later, & seating chart for airplane passengers as & device
for matching children and seats in one=to-one correspondence,

language growth was to be fostered by relevant vocabu-
lary introduced by the teacher and olass discussions to
clarify and practice vooabulary and meanings. A ©lass newse
paper reporting the events of Puerto Rico Day and the trip
to Kennedy Airport through children's stories was to be
prepared before Christmas, to be written in both English and
Spanish so that all parents might read the children's reports.

The researchers planned to conduct & brief inventory of
children's mathematios concepts, the results of which were
to provide guidance for work with individual children in
terms of thelr needs in this area. The teacher was to in-
corporate some practice in matohing sets and determining
®pnore or less" in relation to specific small numbers as 1t
£1t naturally into her routine of distributing rhythn in-
gtruments during certain musio periods.
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An important step in the planning was the evolution
and statement of a general direction of teacher guidance,
as followss

1. Teacher notes children's confusions and conceptual
needs from observing and listening to their play.

2. Teacher reminds onildren of information that they
have already gathered on trips, eto., and in other
ways, and helps them to see more roles they can
play or more functions of the roles they are play-
ing.

3. Teacher offers props which suggest new roles when
she thinks children are ready to move into new ac-
tivity.

4, Teacher offers symbols as she sees children ready
to understand them. These may be pictures, numer-
als, written words, maps and others,

5. Teacher plans follow-up discussions to help child=-
ren clarify thelr understandings and practice new
vocabulary. |

6. The teacher's object is to foster children's auto-
nomous, spontaneous play and drive to learn, not
by drill but by furnishing needed experiences,
manipulative materials and needed vocabulary.

In January, a second trip to Kennedy Alrport was planned.
In response to the information gained from the mathematics in-
ventory, 1t was decided that individual work in this area would
be carried on with the seven children who scored lowest. Games
were to be devised for use with the teletrainer which had been
in the classroom long enough to satisfy the curiosity and ma=-
nipulative interest of the children. Samples of children's
abllity to write thelir own names indicated the advisability
of finding ways to help certain ochildren gain skill and inter-
est in this task.
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Aggegsment And Fupther Plang

The following month, an assessment of the study resulted
in decisions as to where to place the major foous in terms of
the learning goals established at the beginning of the pro=-
ject, Special consideration was to be given tos

1, Further work with parents.

2, Name recognition and ablility to write names,

3. Reading books to children and opportunities for child-
ren to "read®™ these books,

4, Extending vocabulary.

5. Coin recognition and some knowledge of money values
and equivalences,

6. Symbols other than words such as numeral recognition,
use of arbitrary symbols, map symbols, weather sym-
bols.

7. Cultural pluralism through food experiences and the
arts.,

The balance of planning for the final months of the study
were devoted to implementing and assessing the effects of the
decisions listed above.,

Develorment of Teaching Strategies - Implementing Plans

An important teaching strategy to help children toward
concept and language growth was the teacher's guldance of
children's play activities., This required considerable
change in the general teaching behavior of the teacher.
Ch:nges in the teacher's behavior included such teaching
modes ast .

1, Observing children's dramatic play closely, to gain
information about their interests, confusions, prob-
lems and understandings. This change required the
teacher to circulate among the children during their
free play period, listening to and noting the play,
instead of sitting at her desk doing clerical work
or preparing art materials for another day's program,
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2. Role=playing in some relevant part of the children's
dramatic play, to stimulate them to more fruitful
play without donlnating and determining the course of
the play's development. Por example, when dramatic
play about alr transport in the block corner first
took some semblance of organlzation, the teacher
played the role of a passenger briefly, sitting with
other children who were playing passenger roles. The
tescher requested specific gervices from the ohild
playing stewardess, wWho was Vvery vague about what her
duties were supposed to be. When the teacher reques-
ted a pillow, so she could take a nap, or sSome coffee
or food to eat, or help to adjust her seat belt, she
suggested functions for the stewardess and content
for the passengers and orew which helped the child-
ren's play to utilize meaningful material which gave
considerable impetus to their dramatic play.

3. Furnishing factual information in a context in which

it is useful and relevant to children's dramatic play.

, Por example, when tickets were introduced into the

» play pattern, and the teacher was invited to be a

2 passenger, she replied that she did not have a ticket.
The children's activities in providing the needed
ticket revealed their misconceptions about the re-
lation between tickets and travel. The teacher's
factual statements about this relationship, whille
role-playing a passenger and fitting her part into
the children's play, resulted in furthering thelr
interest and involvement in "ticket clerk® activity.
As this activity became a significant and valued
element in play, it became better understood and more
‘clearly reflected reality.

4, Furnishing stimulating and relevant prors at strate-
glc moments when thelr use could suggest new play
possibilities to children. For example, when the
porter's job began to be explored in detail, after
an airport trip, and children began to pretend
blocks were sultcases, the teacher offered the use
of several small suitcases which were being held in
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regserve until they could be used meaningfully. Sub- |

gsequently, the teacher borrowed a small bathroom- '1ﬁ
type scale from the nurse's office, so the children e
oould elaborate the play further by welghing suit- :
cases, ;

However, the teacher tended to use the new strategles
very little, until very late in the academic year, when she
began to understand them better. Earller, her strategles
were often limited to issuing directions before play began,
or stating limitations to be observed while play was in
progress. Probably, no one was more amazed than the teacher
when she began to grasp the many subtleties of the new stra-
3 tegies and to try them out, as the study entered its final
3 months.

1 S Discussions and Storiegs Use of Guide

e PR R (R N Ty T R s T i e A s o A o 7, g P 2

Stories and discussions, a regular part of a kindergarten
program, were often related speeifically to the social studles -
content of the project. The teacher was particularly skill-
ful in reading and telling stories and the chlldren genexrally
listened, engrossed. The discussions that followed these
stories were generally oonducted on a question=-and-answer -
basis with many repetitions of the same question by the
teacher. The children tended to respond to these questions
by trying to guess the expeocted answer,

About half way through the study, the teacher began to
change in her conduct of these dlscussilons. She began to in-
ject reference to children's earlier experiences, as, for
example, their trip to the airport, and to have them recall
relevant information and observations as the besis for sol-
ving problems. This type of gulded recall was effective in 3
initiating the ticket-making activity for alrplane play, in 1
determining the needed materials, and in suggesting the in=-
formation that was useful on passenger's tlickets.
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On several occasions the teacher made up her own storles
about the real experiences of the children in the class, She
also prepared artistic flannel board figures which were then
used by the children to make up gtories for the class with
the encouragement and support of the teacher. These popular
figures were also avallable to the children for independent
play and story-telling.

U C B g C "Read®

Early in the year, the teacher instituted a "library®
system in which she allowed a few children to take a book
from the room library and keep it at home for a week. The
parents were requested to read the book to the child, several
times if possible, before he brought 1t back. Then children
were asked to "read” the story to the class by referring to
the pictures, with the help of the teacher. This proved to
be a very effective procedure with some children, but, for
some reason, it was dropped. later in the year it was re-
sumed. The feature which heightened the children's respon-
giveness was the procedure of recording their stories and
playing them back. It was not unusual for one child to
gather a few friends together for the purpose of *reading”
to them during the play period. A similar interest was de-
veloped for music books and children would leaf through a

. book to find a particular song, usually by a picture clue,
1 and they would sing together.

For Trips

Several trips were made by small groups of children for
the purpose of marketing for the class. Accompanied by one
of the researchers, they took short trips to a grocery gstore
to buy ingredients for baking cookies for the mothers' party,
to a Spanish bakery to buy majorca bread for the Puerto Rlco
- Day party, and to an Italian produce market to buy vegetables
3 for making soup. Each of these trips was the occasion for
the children to report to the rest of the class on their ex-
perlence, naming the objects purchased and using descriptive
vocabulary to recapture the fresh experience,
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In preparation for the two trips of the total class to Sy
Kennedy Airport, the teacher conducted discussions intended 1
to focus on the purpose of the trip. The purpose of the : -
first one was to observe and gain some information about ]
various people who work at the alrport and the nature of
their jobs. The second trip was to foous on the work of
the ticket clerk and the process of handling baggage. MFol=-
lowing these trips during which still and movie fllms were
made, the children had many opportunities to discuss their
trips to recall and interpret them while viewing the trans-
parencies or the short films in cartridges.

. The teaclier was particularly conscious of the impor- 3

tance of thess structured discussions in fostering child- :
] ren's language growth by increasing thelr vocabulary, by
3 clarifying and bullding sub-concepts related to the topic
of the study, and by increasing their use of Standard En-
811 sh, : :

Although the teacher had been accustomed to taking
trips with children throughout her teaching career, she
was now asked to change her usual pattern of planning and -
managing trips. Consistent with the goals of the study, :
trips were planned, not to iunitiate a topic, but rather
to serve as a source of information to clarify children's
misconceptions as revealed during their discussions and -
play around a particular subject. It was intended to :
sharpen perceptions, to gather new information in a mean- :
ingful setting, and to stimulate further exploration of '
important, related ideas. It was considered desirable to
revisit a location, such as the airport, to help children
further solidify their beginning concepts, to refresh
earlier impressions, and to extend their perceptions into
areas which would be useful in deepening their understand-
ings of the topic. For example, from the first trip, child-
ren gained much information about the work of the captain,
the stewardess, and the physical characteristics of the
inside of a jet plane. From the second trip, because of
careful planning, their interest was extended to the pro=-
cess of handling baggage and to the activities of the ticket
clerk. The teacher recognized the effectiveness of planning
trips with well-defined purposes in mind when she saw how
the understandings gained from each trip were later inte-
grated into some complex and precise dramatic play activi-
ties by the children.
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Another new element, introduced into these trips, was
to arrange to include one adult for four or five children,
to encourage frequent verbel interchange between children
and mowledgeable adults. In this way, important elements
could be pointed out and useful questions could be ralsed
by the adults in close contact with & few ohildren. How-
ever, the teacher found some difficulty in sharing her
responsibility with so many other adults, She expressed
concern at not having complete control of the total class
for which she was, in fact, professionally responsible.

D After T G Vooabular o

Although the teacher did not accompany the smrall groups
of children on the various shopping trips, she prepared them
for the trips in much the same way as for the airport trips.
Upon their return, she gulded the children as they reported
on their ventures. On these oocasions, the researchers |
acted as assistants to the teacher by taklng the children
marketing, carrying out structured activities such as cook=-
ing vegetable soup, frying plantains, and baklng cookles.
They also developed language games for use with the tele-
trainer and other materials, and interviewed children for
the content of the newsletter.

The teacher gathered material from the children'’s dis-
cussions for use in interesting stories. They revolved
around ochildren's experiences in cooking chocolate pudding,
making Italian vegetable soup, and frying plantains, These
she had typed and duplicated so that each child might have
his own 1llustrated story. She also recorded these gstories
on tape so that children could listen to them in groups of
gix with earphones while following the story in thelr owmn
books. The teacher was enthusiastic about the effectlve=-
neas of using children's experiences as the basls of record-
ed stories that could be savored over and over again with
1little supervision by the teacher.
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Yariety In Teachins Number Concepts

In exploring ways of helping children develop mathe-
matiocs oconcepts, plans were made to incorporate work with
numbers in various ways. Opportunities were sought to
utilize classroom routines, structured games, play, and
incidental activities to further children's understandings
of simple mathematics concepts.,

In introducing number practice into the dally routine
of milk and cookies, the teacher utilized her table seat-
ing arrangement in which half the children were seated at
each of two table clusters. A child was expected to
count the number of children at his table cluster which
might r»un as high as thirteen on days when all children
were presant. On this basis he was to secure enough
cookies for his group. It was immediately evident that
most children could not fulfill this expectation, even
though some of the children could count by rote to twenty.
A subsequent revision of this routine which required
children to secure cookies through one=~to=one correspon-
dence of a small group, numbering no more than four at
any individual table, highlighted the difficulties which
many children had at this level of competence., This rou-
tine was followed for several weeks with growing skill on
the part of the children., Then the teacher reverted to
her previous pattern of clustering tables, only to find
that most of the children were, agaln, completely oconfused.
It was quite a surprise to her to realize how much repe-
tition 18 reguired before the concept of three or four is
stabllized in most children.

In the subsequent work which the teacher did with ine
dividual children, following the games and activities con-
structed by the researchers, the teacher gained a deeper
understanding of the number and variety of experiences
which children require in order to develop an understanding
of numbers. She developed a degree of ingenuity and flexi-
bility in helping children grow in number concept, on an
individual besis.
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Toward the end of the project, the teacher demonstra-
ted increased sensitivity to the opportunitles for includ-
ing work in mathematics quite incidentally in relation to
other activities. Such occasions were matching sets in
the distribution of new crayons, counting the number of
sunny or rainy days in connectlon with calendar work,
counting records that had been brought to school by child=-
ren, and the collection of five pennies or a nickel from
children to cover costs of cookies which were to be baked
by the children for their mothers.

Teac S of Symb c ation

Ope of the objectives of the project was to demonstrate
how kindergarten children can be helped to develop efficient
learning strategies utilizing varlous forms of symbolic
representation through selectlvely structured experiences
and play activities. The teacher had, in her previous
teaching, placed relatively little emphasis on the use of
symbols. However, she was very quick to see the utillty
for present and future learming in childrents avility to
read and write their own names. It was necessary to builda
bridge between children's recognition of thelr names when
attached to their own portraits of themselves and thelr
ability to write thelr own names in manuscript form. As
the study progressed, the teacher found many ways %o 1ln-
corporate practice in name recognit!.m in routines which
involved milk distribution, play assi.nment, ldentifying
individual stories, signing invitatious, identifying indl-
vidual celendar weather charts, and dismissal. As alr
transport play developzd and ticket clerks became an 1lme
portant role, need to identify and write names and numbers
were utilized.

The same problems were experienced in structured ac-
tivities with symbols, such as clocks and calendar weather
charts, as with mathematics. In each sltuation it was
found that children were unable to respond effectively or
correctly, because teaching began at too advanced a level.
When the procedures were simplified and clarified by the
researchers, the teacher was able to structure activities
more appropriate to the children's levels.
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Because the researchers recorded classroom observa-
tions at frequent intervals, the teacher had acocess to
direct assessment of the process of children's learning,
which teachers rarely have. This feedback made 1t pos-
sible for the teacher to see how often she tended to move
ahead too quickly and to assume that children had learned
concepts, which in fact they had not. This feedback also
made it possible to analyze the children's learning probe-
lems and to return, when necessary, to simpler learning
goals and to recording progress of individual chlldren
before offering more complex learnings. However, prob-
lems remained in developing good classroom techniques of
recording progress for individual children for specified
conceptual learnings.

In the area of music and dance through which the
teacher struotured activities intended to help children
extend their understanding of cultural contributions of
ethnic groups, the teacher's strategles required only one
important change. Her program had always been strong in
these arts. Problems arose, in the early months of the
demonstration program, from the feeling that she was
spending much less time in these areas of the curriculum
than usual., Eventually, this concern was eliminated as
the program developed more balance, with more time for
music and dance., The one change introduced in the music
and dance teaching strategy was to broaden the goals and
the learnings for these activities, adding conceptual
growth to appreciation and skill growth.

Aggessing Work With FParents

The experiences of the pilot study underlined the

need to make substantial efforts to develop closer ocontacts
with parents in order to enlist thelr help in furthering
their children's education. Notice was again taken of the
importance and difficulty in working out effective prooe-
dures for cooperative relations with parents. The original
questionnalre which was to be used in kindergarten regis-
tration, to give the teacher a basis for planning meetings
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at the convenlience of parents, turned out to be ineffective,
Parents, for the most part, were confused by 1t. The
teacher, then, made an effort to gain this information
personally from parents, with the help of the Spanish co-
ordinator. Efforts of thls type are valuable and essential
but unless they can be well coordinated by the school lead=-
ership personnel, 1n a well organized plan with adequate
staff, a great deal of well-intentioned effort can be
frultless.,

The first meeting was attended by mothers of almost
half of the children. The project was explained briefly
and slides of the pilot study were shown,. Requests for
two or three class mothers netted at the time, only one
mother volunteer. The teacher gstressed the importance of
mothers' talking with their children about school, answer-
ing thelr questions, reading books which children might
bring home from school or discussing pictures in such
books. Although plans called for regular meetings of
mothers, only one other such meeting was scheduled toward
the end of the study. Individual conferences on school
time, which were part of the regular school program, were
held twice during the year. At these conferences the
teacher shared information with parents about the program
ag well as about the child's progress.

Several parents cooperated readlly on speclial pro-
jects, such as sewlng attractive cloth uniforms for air
transport play, acting as resource personnel on Puerto
Rico Day for frying plantains, and helping on one of the
airport trips. They responded to requests for small sums
of money for shopping needs. As reported by the children,
many of the parents read the kindergarten newsletter, al-
though not always to the children, as had been suggested.
Parents, generally, encouraged children and helped them
practice writing their names at home by following the
sample name card which the teacher had furnished. This
was a practical measure to avold having children practice
writing their names in all upper case letters.

The attendance at the final party for mothers was
very good., Several mothers and grandmothers brought
neighbors and relatives to help translate for them, In=-




fants and younger siblings were much in evidence and were
truly weloomed by the teacher. The teacher's sincerity
in suggesting that mothers bring younger children to
meetings and conferences rather than stay home because of
family responsibilities was apparently gsensed by the
parents and this information was shared among then. The
parents seemed to be very appreclative of the special edu-
cational attention which their children had received and
expressed it warmly to the teacher.

In assessing the work with parents, it can be sald
that there had been some extension of relations between
them and the school, but the anticipated development in
this sphere did not occur. The principal explored the
possibilities of mobilizing out-of=-school community
leadership to work with the school's parents and the be-
ginnings of a program was on the horizon by the end of
the year. A fine nutrition program was also arranged
by the principal to which kindergarten mothers were in-
vited., A further step would require the school's initi-
ative in serving the special needs of kindergarten pa-
rents. This may well be the most important parent group
in school, especiaslly for those who are entering a first
child in school. At this entering grade, parent expec~
tations and experiences with school personnel may have
lasting effects on parents' subsequent relationship to
school personnel.

In evaluating the progrsr in PFebruary, the research-
ers noted the infrequency of ,arent contacts. They sug-
gested further work with pare ts, such as schedullng an-
other morning perents' meet...g, Sending weekly newsletters
to parents on class activities, and sending short bi- .
weekly letters to parents about each child's progress and
items of particular interest about the child. However,
only the plan for the parents' meeting was carried out in
the form of a Mothers' Day Party, due chiefly to the lack
of time and personnel.,
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The previous seoctions of this chapter and data ana-
lysis of earlier chapters that refer to teaching strate-
gles indicate the extent and nature of changes in the

teacher's functioning.

The experimental curriculum was

substantially different from the one she was accustomed
to. Her style of teaching as recorded in observatlons
had changed to some extent during the demonstration pro-

Ject,
be shown as followss$

Previoug Teaching Stratemies

Vaguely defined learning
goals for children

Curriculum content derived
from syllabus

Spontaneous planning

Short range planning

Question and answer as
principal forms of discus-
sion

Non-participant, incidental
observer of children's
plays active primarily as
disciplinarian

Spontaneous trips

The nature of change in her teaching behavlor may

C es in Teac S

Clearly defined learning goals
for children

Curriculum content derived
from key concepts of disciplines

Increase in regular planning
without discarding spontanelty

Long range planning giving di-
rection to short range planning

Increased use of problem=-
solving as basls for discussion

More involved in children's
play as basis for observing
thelr educational needs; stimu=-
lating richer play; assessing
play as basis for future plan=-

ning
Goal=-oriented trips
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Teachinz Strategies

Primary responsibility for
total class management on
trips

Ingenuity in providing ma-
terials for children

Directive in ways that
children are to use many
new materials

Many class activities gul-
ded by teacher

Evaluation based on impres-
sions of children's under-
standings, growth, and
problems

Incidental guidance with
symbols and language de-
velopment

Much incidental teachilng

Planned, rare, practlice ac=-
tivities

Some help for children to
express new ideas and ex-
periences
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Changes 1n Teaching Strategies

Greater use of parents and
other adults on trips to en-
hance value of trip for indl-
vidual children

Ingenuity in providing materli-
als for children consciously
directed toward particular
learning goals

More opportunity given for ex-
ploratory manipulation of new
materials before structuring
occurs

More small group and individual
activities guided by teacher

Evaluation based more on data
and planned observatlon

Flanned, structured and inciden-

tal guidance with symbols and
language development

More clearly developed pat-
terns of teaching ass identlify-
ing problems, seeking informa-
tion, allowing time for self-
structured play, directing dis-
cussions, role-playling, further
play, posing new problems, etc.
Incident.i teaching more goal-
oriented

Rarely planned practice activities
indicated by identified deficits

Considerable help for children
to express new ldeas and ex-
periences
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Previousg Teaching Strategiles Changes in Teaching Strategies

Short blocks of time in Long blocks of time in schedul-

scheduling ing play activities

Some independent choices of Increased opportunity for inde-

tasks by children pendent choices of tasks by
children

Much teacher-made materials Considerably more teacher=-made

and some audio-visual pre= materials and speclally pre-

pared materials pared audio-visual materials
directly related to learning
goals

Of special importance, however, were the teacher's own
feelings about her work. She felt that her teaching stra-
tegies during the demonstration were substantially different
from those of previous years. She felt that she had grown
considerably as a teacher and in her understanding of the
teacher-learning process. She anticipated contlnuing to
explore this new way of teaching and of sharing her growing
understanding and enthusiasm with her kindergarten colleagues
during the following year.

Problems Belated to Teachinz Stratesies

However, some of the speciflc problems encountered in
the process of bringing about change in teaching behavior
presented serious obstacles to achleving the purposes of the
study. Such problems included a variety of teachlng stra-
tegies which could not be achieved, it turned out, except
through very gradual changes of the teacher's understanding
and conceptualization of teaching.

In gulding children's play, the teacher had previously
learned to be highly directive, or involved only to the ex-
tent that disciplinary measures were needed. This view of
teaching was consistent with supervising children's play
while seated at her desk engaged in routine responsibilities
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or in the preparation of materials for future lessons., In
the early stages of air transport play, therefore, she re=-
quired children to build an airplane structure before they
could wear the popular uniforms of crew members., It was
obrioue Yo the children that there was some premium on air
transport because considerable attention was paid to it in
discussiong, in generous provision of props and play ma=
terlials, and in special events, such as trips, related to
the subjeot,

A more open=ended view of teaching was developed in
conferences. It was suggested that children should feel
free to bulld anything they liked with blocks, and that
they should not be required to build planes. At various
times throughout the study, children became involved in
building houses, zoos, boats, and other structures. Then
they would return to air transport as the dominant theme.
However, it was not unusual for one or two children to
bulld small block structures independently or in palrs
along the more dominant airplane structure.

The teacher found it difficult to supervise the play
period in a way that expressed interest and enthusiasm for
the subject which the children were exploring in play or
that helped them clarify and solve conceptual problems
Which they encountered. She tried to help children see
how their play roles could be extended. However, because
this was generally done in a discussion before children
engaged in play, it took on a quality of directiveness
that it might otherwise not have had, if, instead, this
help had oome at a particularly apt moment in their play,
or at the end of the play period. As the study progressed,
the teacher began to grasp this subtle strategy and to
intervene in play without taking it over.

Another problem arose from the nature of the discus-
slons which the teacher held with the group. These dis-
cussions were considered as having high potential for
leading children toward the selected goals. Perhaps be=-
cause the teacher had considerable facility in capitalizing,
on the spur of the moment, on an idea which had been dis-
cussed in previous conferences, her discussions were some-
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times very frultful. But the general pattern of these
gstructured periods was a question and answer format, with
the teacher often repeating a question geveral tines in
order to elicit similar answers from several children.
Interchanges among children or open-ended discusslons, E
rather than “"correct® answers, began to develop late in :
the study. The teacher was st11l working to express ap- :
preciation of children's responses, instead of offering ]
critical judgments, late in the study. This 1s another ]
example of a subtle strategy diffiocult to acquire quickly. 3
Teachers who have freely expressed criticism of young
children can not be expected to divest themselves of
this habit overnight.

A teaching strategy which received considerable at-
tention by the researchers and the teacher concerned the
need to individuallze instruction and to work with one
child or with small groups of children while others were
productively engaged in independent play. For & long time,
none of the suggestions by the regsearchers for group OTr
jndividual work with children seemed to fit the teaching
style of the teacher. Recognizing that a plan which the
teacher, herself, might work out would have a greater
chance to be used, it was decided that she would develop
and test a plan for one week aimed toward dalily work with
a small group of children. Many possibilitlies were ex-
plored with her. For example, she might choose to work
briefly with two groups on a particular day and with two
others on the following day. She might plan to clroulate
for certain periods among children engaged in ticket of=-
fice play, then among those engaged in the housekeeping
argg, then work with children and books or the tape re-
corder.

The teacher tried to evolve a plan for working with
small groups of children during play period. She reported,
however, that she found 1t difficult to f~llow her plan for
special attentlion to math activities or language emphasis
activities on a scheduled day, because she preferred to be
more spontaneous. Instead she decided to list four or five
activities and to try to jnclude any one of them into the
teaching day as the situatlon guggested. She intended to
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keep a record of the activities and the children who had
been involved in this individual work on a particular
date, but this plan was not carried outat this time.

Toward the latter part of the project, the teacher
did develop strategies for working with individual and
small groups of children. The factor which seemed to
bring about this change was the participation of the re-
searchers in such activities during play periods. It
should be noted that much of this work revolved about
language activities, mathematics, and practice with syme
bolic representation. It may have been easier for the
teacher to engage in a newer pattern of teaching when 1t
concerned activities which had not, previously, been a
part of the kindergarten curriculum, It 1s noteworthy,
however, that as soon as the teacher viewed the research-
ers' demoinistrations of this desired teaching strategy,
she was able to develop a very competent model herself.

Some of the difficulties which the teacher encountered
resulted from a tendency to try to move children too quickly
from one level of understanding to another, as illustrated
in her work with mathematics or symbols which was described
earlier. An underlying problem here must be recognized as
the degree of understanding of the structure of a subjeot
which teachers have achieved or are wllling to acquilre.
Some teachers may become motivated to lncrease their un-
derstandings in specific content areas., Otherwise, the
school must find ways to encourage inservice education in
content areas, either in school or in cooperation with lo-
cal universities.

Although the teacher was deeply involved and interested
in the demonstration project and the opportunities which it
gave her for exploring new ideas in teaching, it was puzzling
that she was apparently not stimulated to read current edu=-
cational literature. The researchers are aware that teach-
ers are generally seen as missing opportunities to become
acquainted with current thinking in the professional litera-
ture and urge some creative efforts to improve this situation.
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Imolications For Teacher Education And Be-Educatlon

The results of the demonstration project contaln some
implications which might be explored in further studies.
In leading a teacher to develop more effective teaching
strategies, the use of key concepts within various disci-
plines as groundwork on which to bulld the curriculum holds
considerable promise, Wien these key concepts are suitably
translated, so that the teacher can find channels that are
of high interest and importance to kindergarten children,
the teacher can readily find guidelines for curriculum
elaboration. From this follows selection of materlals,
activities, and experiences that will be relevant to edu-
cational goals for disadvantaged children. When learning
goals are thus grounded in a curriculum which evolved from
key concepts, the teacher 1s free to explore, with children,
many toplics or areas of study leading to beginnings of
these concepts.

Teachers of young children must somehow be assisted to
recognize the complex process and the long perliod required
to develop dependable concepts. As teachers become aware
of the rich potential significant concepts offer for pro-
gram development, they can be expected to use such material
in increasingly skillful teaching. They can also become
more attentive to children's conceptual growth and more
alert to the deficits which require continued planning for
more effective teaching. As a result, teachers may be re-
lieved from the pressures to "cover" topics or subjects,
since these will be seen as among many channels leading
toward long range educational goals,

Instead of feeding children information, without regard
to its impact on their understanding, teachers will have to
be more concerned with individual children's confusions and
inadequacies. Teachers, who use these newer strategles,
gearing their curriculum plans to the children who comprise
the group each year, will develop variety rather than repe=-
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tition in their teaching patterns. Keeping constant, as
guldelines, the educational goals based on key concepts,
teachers will have to vary all other curriculum components,
to matoh the needs and capacities of the children in each
sucoeeding class.

Guiding Play Actlvitles

Another implication stems from the 1dea that teachers
can play a more active role in gulding children's play ac=-
tivities. Teachers of early childhood have been cautioned
against being over=directive 1n children's play aoctivities,
They have, hower, frequently interpreted this to mean that
they must be completely withdrawn during this period of the
school day unless serious conflicts or high nolse levels
occur. They have traditionally permitted play activitles
for limited periods, but they have been reluctant to utl-
1ize play experiences fully. Thus, an important period in
kindergarten education is often omitted, when the teacher
oan be more active in helping children solve problems and
in being a source of information for children who other-
wise ‘do not perceive adults as such a resource. During
play activities, a teacher can challenge chlldren to a
more complex level of play and to greater curlosity and
inquiry about their enviromment. She can encourage growth
by recognizing children's progress and small achlevements.,
It seems clear that teachers can take a more active role
in stimulating, challenging, and supporting children's
learning through play without violating basic principles
of child development, '

Potential of Structured Activitles

The demonstration program suggests the need to explore
further the role of structured activities in the kindergar-
ten ag another way of learning. There are several impli-
cations about the nature of these structured activities,

In the first place, they must be conceived in terms of the
needs of specific children. In most cases, theilr effective
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use depends upon individual or very small group interaction
with the teacher. Eventually, carefully paired children can
benefit from their use, but the teacher must know the capa-
bility of individual children in the areas of knowledge or
skills involved. Games, practice activities, and discus-
sions between a teacher and one or two children for short
periods may, in the long run, prove to be a more efficient
use of time and more effective teaching than more tradi-
tional methods. But more effective teaching also requires
reducing kindergarten class slze, providing more adults for
individualizing instruction, and re-examining the proportion
of time spent in housekeeping and routine natters compared
with time spent in the more productive aspects of teaching.

M F G

It is important that teachers utlillze more fully theilr
potential as models for the use of standard English 1n the
classroom, to improve language skills of disadvantaged
children. It is important, within the context of our demo=-
cratic multi-cultural society, that standard English be
viewed as a school language which has value in attalining
success in school and in a broader community of educated
people, At the same time, there must be no devaluing of .

a mgther tongue other than English or another Engllsh ac-
cenv,

Intelleotual Stipulation

Another implication 1s a re-emphasis of the unlique
responsibility of the kindergarten teacher to develop a
curriculum which has maximum potential for the intellectual
growth of the particular youngsters who comprise the group,
no matter how little equipped they may be to respond to con=-
ventional school programs and requirements. There are those
who say that children will learn if teachers will teach,
This humanistioc appeal to the person-to=person commitment,
which everyone can support, leaves unsolved the extremely
gomplex,problem of matohing teaching and curriculum to the

earner.,
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Teachers may acquire helpful ideas from clinical stud-
jes which usually reflect results 1in narrowly circumscribed
situations. But the limitations nf clinical findings are
quiockly recognized when these are applied to field situa-
tions of unselectea groups within the realitles of 1life in
the school. Hence, it is only the teacher who can balance
the many elements which characterize school programs. The
teacher must determine the distribution of structured and
unstructured activities, the ways 1n which new materials
and ideas are introduced, the time allowed for exploration
and discovery, the nature of teacher gulidance, or the oppor-
tunities provided for revisiting and extending experiences.
Funotioning in this professional role requires the teacher
to secure from the children in her class the bench marks
and the feedback necessary to the development of efficient
teaching strategles for these children.,

New Medla

Teachers can make more effective use of some of the
newer technology which is now available to them, They may
search out, or prepare, audlo-visual materials that have
special importance for thelr children. These may be
photographs, slides, movies and tape recordings in which -
the children, themselves, are participants or which pre- -
gent materials with which disadvantaged children have a
high sense of identity. In order to utilize these invalue
able materials, they must be avallable to the teacher with-
out long-term reservations. Investment in equipment that
will handle films or tapes in cartridges and which children,
themselves, control is highly recommended. Various effect-
ive ways of using these materials can be further explored.
More extensive use of high quality teacher educatlon tele-~
vision tapes and kinescopes as well as programs developed
directly for children is also indicated.

Outreach to FParents

The advantages to the child of having the school enlist
the cooperation and assistance of parents in the beginning
gstages of schooling are self-evident. Young children rely
strongly on the values of the home which they, naturally, ac-
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cept as their own. Therefore, if by intelligent and mean-
ingful contact with parents the school can help strengthen
a bond of cooperation between them, the parents can re-
inforce and support educational aspirations and values in
their children.

The teacher, alone, cannot accomplish this purpose.
The school needs to be viewed as one agent in the community
working together with others for mutual benefit to children
and their families. Professional workers in related areas
could function as a team, supporting each other with infor-
mation and service. Adequate health, soclal service, and
mental health personnel are needed to assist parents and
teachers improve the chances for a satlsfactory life for
thelr children. The school in its position as a center in
the community can be a place where parents can learn more
about raising their children, dealing with their problems
and their unrealized potentials. Interests of parents as
adults can also find a channel for fulfillment in the
school, whether they be related to improved home management,
consumer education, facilities for sewling and home decora=-
tion or mending, or for extending one's own educational and
cultural experiences.

A more imaginative use of the school plant and greater
flexibility in scheduling is necessary if the school 1s to
offer maximum service to the community. It may be wise to
explore “checkerboard” schedules to accommodate those pa-
rents who work in the daytime, those who work at night,
those with heavy family responsibilities of younger children,
and those who can be free only when older children are avall=-
able to assume some responsibility. We question the standard
closing of schools over the week-end when they might be of
valuable service to the community. The plants can stand
more intensive usage. But more effective use requires ad-
ditional staffing by persons representing a wide varlety of
competence, including translators where language may be a
barrier between the school and the home. Schools can apply
knowledge gained from recent community development experi-
ence which has uncovered a source of strength in indigenous
and potential leadership within the community itself. Shared
planning and leadership within the community can give a much
ngeggd forward thrust to the education of disadvantaged young
children,




In conolusion, perhaps the most encouraging implica=-
tion to emerge from the study 18 the one which underscores
the kindergarten years as fruitful ones for reversing the
downward trend of success for disadvantaged children and
for emphasizing the key role which the kindergarten teach-
er has in accomplishing this potential to some extent.




CHAPTER VIII
Cone ns

The curriculum developed to engage the young child in
produstive education must have gseveral components., Its de-
sign reflects a balanced view of the child as a thinking,
feeling, moving, growing and developlng human being. It
recognizes that he has a history, a family context, a con=-
munity milieu with its values, rewards and aspirations
within the broad context of contemporary America. It in-
evitably includes content of ideas, of intellectual stim-
ulation and skills and behaviors. In additlion, specific
and varied teaching strategies are required for the imple-
mentation of the curriculum.

The major finding of this study may be that the single
most productive teaching strategy, for disadvantaged kin-
dergarten children, is the selection of very gspecific goals
toward which to plan.

Findings

The selection of specific content goals was singled out
as the major strategy for productive teaching of disadvan-
taged five-year-olds because this strategy triggers a ra-
tional approach to curriculum development and enables the
teacher to move along clearly-discerned paths., It requires
the teacher to make decisions on the shape and pattern of
projected learning episodes, to dlfferentiate the needs of
a heterogeneous group of children, to find appropriate ex-
periences and materials and to evaluate progress more 8ys-
tematically than has been usual.
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Specific content goals can obviously be selected in
many ways. In this study, the selection of a few key con-
cepts from selected disciplines proved rewarding and frult-
ful, as it had in some_previous studies with privileged
kindergarten children.l If "big ideas” can be analyzed
into some beginning understandings and conceptualizations,
as many researchers are finding they ocan be, the teacher
has the advantage of atriving toward clearly-stated content
goals which will be significant for the child throughout
his life. The importance of working toward significant
goals lies in the challenge to the teacher to develop an
approach to learning in children which is not casual, tri-
vial or superficial., Since the teacher ocan perceive that
these goals are worthy of her best efforts, she may be

able to project their significance in her teaching.

In this study, the researchers selected the key con-
cepts and developed the sub-concepts, whioch became the
learning goals. Such goals could also be selected and de-
veloped by a school staff committee on a grade level or
representing the early childhood grades in the school.
Developmental variation among children suggests the need
for much variability in learning and the need for success=-
iva approaches, at succeeding grade levels in increasing
depth and complexity. Once selected, goals will probably
require analysis, clarification, specification and re-
definition with teachers. Many teachers may require ine
service courses or university study in content areas and
in newer conceptualizations of disciplines,

Work With Parents

It can readily be seen, in observing classes of disad-
vantaged young children, how great a need there is for pro=-
intellectual school attitudes, to help overcome attitudes
in these communities which may be non-intellectual, It is

l. See Helen F, Robison and Bernard Spodek, New Direc-

5 ga K en, New York, Teachers College Press,
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obvious, however, that famlly progress must accompany the
young child's advances, if the latter 1s to be supported
and encouraged. If the sehool can only alienate the young
child from his family and community througk educational
progress, much less will be accomplished than should or
oould be accomplished and some of the achlevements will be
destructive to the child in his most primary relationships.

Thus, the study suggested ways of involving parents
and families in the school's plans for the young child's
prograss but, for lack of time and funds, mere beginnings
were made in this direction. Suggestions for further in-
volvement of families and community appear below, Here,
it can be emphasized that some family cooperation was se=-
cured in the study in meaningful ways which need consider-
able expansion and development., Examples of frultful co-
operation with families, in this study, include parent
meetings in the classroom without children; parent meetings
and visits to ongoing classroom sessions, with babies and
younger 8iblings invited and encouraged to attend; work
with the school's parent coordinator for closer and more
realistic types of communication with perents, Other in-
stances describe ways of enlisting parents' assistance in
meeting classroom curriculum needs, such as sewlng costumes
and uniforms for children, assisting in class trips and in-
class cooking experiences, and supervising "homework® in
helping the child learn to write his name., There were ef-
fective ways of sharing, with parents, specific ways to
support the child's school education and of accounting for
the school's work with the children through teacher=-family
discussion, through samples of children's work and through
1llustrating the school's program with slides and eight-
millimeter movies.

Work with parents in the study may be summarized as
arranging meetings and visits in school, enlisting parents'
support at home for school projects, both in preparing ma-
terials and in helping the child practice a needed skill,
enlisting parents'! help in school in classroom projects and
achlieving a high degree of communication in detail on the
school's program for these children.




Bole of Stryucture in Kipnderzarten Curriculum

Another major finding relates to “"structure® in the
kindergarten program. This very ambiguous term, used in
endlessly different contexts to mean many different things,
is hére being used in the sense that it has been traditional
in the education of young children to plan programs with as
1little “structure” as possible. This includes avolding spe-
cific content goals, refraining from direct instruction, and,
generally, giving the child the responsibility for consider-
able self-selection in activities and materials, at least
during free play periods.

This study suggests, as have other studies, that struce-
ture may be desirable or undesirable, for specific children,
for specific goals, for specified kinds of learning. For ex-
ample, it was found early in the exploratory study that, for
ehildren who had such great needs in this area, good language
development and verbal skills were most unlikely to develop
out of generally unstructured classroom experiences. With-
out some structured langusge experiences, it was futile to
expect these children to pick up:needed skills by chance,

Similarly, it became apparent that unstructured pro=-
grams held little likelihood for developing some of the ba-
sic oconcepts which these children lacked. The study ex-
Plored some very productive classroom teaching strategles
which provided for considerably less structure, where it
appeared unneeded, as well as for much more structure as
required to attain specified goals. The uses and possibil-
ities of some kinds of structure were explored in a context
in which structures were eliminated which could not be seen
a8 serving needs, As a result, much less total group acti-
vity, or "inactivity,” was conducted and much more purpose-
ful, individual-oriented or very small group-oriented work
was programmed,

It may sound disappointingly trite to say that the great
need for truly individualized teaching has yet to be well
supplied in the kindergarten. The public schools may have
to increase the ratio of teachers to children in kindergar-
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tens, especially for disadvantaged children, but 1t will
have to be clear that what 1s projected 18 a purposeful
team able to reach more children, alone or in twos or
threes, for specific kinds of teaching. Nothing will be
gained if the only change 1s more personnel, who take
turns in total group teaching and who use free play peri-
ods to turn their backs on ®play® in order to complete
clerical work at their desks. Some public schools are
experimenting with smaller classes of young children and
added .eachers and these may be ready for considerable
advancement in truly individualized teaching.

Another important finding of the study 1is the need for
much more systematic experimentation with new technology
and materials for classroom learnings. A sophisticated
approach is especlally needful, 8o that schools do not sub=-
stitute formalism and machine programs for human Judgment
and approval, but make use of technology wherever teaching
and learning can benefit, If teachers can be encouraged to
continue their developmental approaches to children's
learning while being suppllied with better tools for pre=-
cision in diagnosing needs, seleoting practilce activities,
guiding children's learning and evaluating the results, it
may be possible to improve kindergarten teaching without
d:?ggénizing the school and its provisions for the young
c o

Copeclugions Concerning Surpriculum

The kindergarten, in addition to prekindergarten clasge
ses where these are avallable, must take the major respon=-
gibility for the school's efforts in improving the disad=-
vantaged child's oral-aural language skills. This task
grows in size the more deeply 1t is explored. Muoh greater
collaboration among scholars from different disciplines will
be required before classroom teaching can be counted upon to
result in needed improvement., More classroom=oriented re-
gearch is greatly needed, with early and wide sharing of
procedures and results from a variety of imaginative pro-
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grams, language problems are now defined with suffiocient
precision so that the infinitely more difficult avenue can
be opened to the discovery of really reliable and effeotive
teaching strategies or methodologies., Some of the specific
conoclusions or insights from the present study are summi-
rized below,

fanguage Teaching

Spontaneous activity in children's self-education con-
tinues to be a prime goal for teachers of young ohildren
and need not be regarded as inocompatible with many other
goals and teaching-learning strategies which can contribute
to the child’s motivation and ability to advance his own
learning. Where language needs are substantial, such sys-
tematic and well-organized practice activities appear to be
necessary. Practice and structured teaching need not, how=-
ever, be formal and group-centered. With adequate personnel
and materials, it seems possible to develop very effective
teaching strategies which can be highly individual and
child-centered.

The kindergarten can continue to accentuate informal
teachingslearning situations. The study suggests many ways
to increase the time the individual child can spend in ine
formal, meaningful learning, by more precise program plan-
ning and by eliminating much meaningless ®"group® time and
trivial preoccupation with oraftsmanship of many kinds,

More specific and focused planning for children'’s lan=
guage growth could lead to more continuity in improvement
! and to more progress toward goals now regarded &s largely
- unattainable. For example, the analysis of children's
4 language samples taken early and late in the study, indl-
] cated very little change in the children's rate of grammae
: tical errors per sentence. A large source of error was
found in this study, as in others, in children's ability
to handle forms of the verb to bhe appropriately. These
findings should be suggestive of some of the specific goals
of planning for language imprcvement in the kindergarten,
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Coriclusions about language teaching apply equally to
teaching children beginning mathematiocs concepts, especli-
ally in regard to supporting and facilitating children's
play with well-planned structured practice activities,
which should not be formal. The researchers found, how=-
ever, the need to foster the initial exploratory and ma-
nipulative play by which the child begins to shape his
concepts perceptually and in sensory experilences, and to
feature the maximum amount of play opportunities for each
child before structuring learning and practice activities.
Children's play was seen as essential to their own de-
velopmental progress in shaping concepts and in using
teacher guidance and materials, Play was also a prime
gsource of feedback to the teacher on children's concep=
tual growth. -

The researchers found great value for children in
practical application of math learnings to social situa-
tions, to woodworking, to oclassroom routines and in other
ways, It seems important to plan more opportunities, even
for the kindergarten, where children can synthesize their
understandings through practical use., Incidental learning,
it appears, should not be negleoted but should be featured
whenever appropriate, since this usually offers much more
motivation and excitement than planned practice activities
as well as unique opportunities for reflection and synthe-
8is.

It was found that children's manipulative play with
materials which may foster learning could be greatly ine-
creased through provision of a variety of "didactioc®-type
or self=-correcting materials which are sufficiently attrac-
tive to stimulate children's voluntary practice-play. The
study prdduced examples of ochlildren's intuitive leaps
through such voluntary manipulation as well as the children's
need to verbalize thelr discoveries, with the teacher's help.
It was seen that children with language defioclits, in order
to make the same amount of progress in math learning, need
more teacher support and guldance than more privileged




children. Again, unlike more privileged children, these
children required a great deal of individual and group
teaching to learn standard math symbols and, even more in-
portant, to begin to understand the nature of symbolization,
that is, that arbitrarily-selected symbols may stand for
things or 1ideas.

Soclal Science Jeaching

The study confirmed findings in several other recent
studies that young children find significant content ab-
sorbing and, when thelr learning experiences are appropri-
ate to their learning styles and skills, they sustaln in-
terest over long periods of time in such material.

The study showed that children's sustained interest
and work on specific concepts and areas of study 1s reflec-
ted in inoreasingly complex and realistic forms of dramatic
play, in conceptusl growth evidences in play and in verbal-
ization, and in increased understanding and abllity to use
unconventional as well as conventional symbol systems. The
ochildren's study of some significant social science conoepts,
therefore, contributed to their inoreased comprehension of
these concepts, as well as inoreased ability to use symbols
to gain, store or use information and ideas. The children
ghowed many signs of thelr growing pride and enjoyment in
these abllities.

Children®s study of the concept of cultural pluralism,
i1t was felt, contributed to improving their own self-ocon-
cepts, to projecting a more democratic image to parents of
the school's valuing of all ethnic and racial groups and
contributed intensely interesting music, dance, language
and food activities to the program. Well-planned teaching-
learning sequences of this type can be seen as very helpful
to minority or underprivileged children in overcoming a
gense of inferiority and in learning really democratic ac-
ceptance of unlike groups in the population. Attitudes
which help children to value their parents' forelgn lan-
guage while studying school English are constructive and
helpful to the child, the family and the school.
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The study offered support for the researchers'! expeo-
tations that children would improve their learning strate-
gles as they gained better language 8kills, more gtable
beginning concepts in mathematics and social sclences, and
in science asg well, and as they improved thelr understand-
ing of and skill in using symbolic representation. In a
school experience where teaching strategles are determined
by olearly defined goals for kindergarten children, it ap-
pears that the children will develop attitudes and behavior
that enhance their learning strategles. They are likely to
accept challenge, to explore and discover, to persist 1in
tagks which lead to new learnings, to utilize the teacher
as a resource for learning and %o seek status.as a school
learning person.

If they can be helped to gsubstantial progress, 1in
kindergarten, in these basic learning strategles, major
deficits could be wiped out. Instead of failing early,
as is the case with many disadvantaged children, they may
adapt more successfully to the school's symbol orientation
with greater possibility for academic success. Even with
guch achievemant in kindergarten, however, much more must.
still be accomplished in the primary and elementary grades
if early gains are not to be nullified or reversed.
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APPENDIX A

KEY FOR SCORING WORD DEFINITION TEST

3 - synonym, recognizable definition

2 - function

1 - partial description, relevant association
0 - incorrect, no response

3 - airplane, plane, machine that flies
2 - it flies

1l - goes fast, makes noise, has wings

0 - incmorrect, no resvonse

Hangar

- shed for storing airplanes
- stores airplane

- a building

- incorrect, no response

oMW

Pilot

3 - man who drives the plane, man who flies the airplane

2 - flies the plane, drives the airplane, to fly the plane
l - goes in airplane, a man

0 - incorrect, no response

Control Tower

3 - center on airfield from which airplanes are directed
2 - tells pilots what to do

1 - building

O - incorrect, no response

Refueligg

3 - filling tanks on airplanes with gas or fuel

2 - makes planes fly, gives plane power

1 - gas, it needs more gas, power, oil, put it in airplane
0 - incorrect, no response

Loadiqg_Baggage

- placing suitcases on airplane to be transported
- put suitcase, carry clothes

- suitcases, clothes

incorrect, no response

oMW

e g
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APPENDIX B

Mathematlos Inventory Iest

Each child was tested individually by one researcher,
using a box of colored cubes which are standard equipment
in most kindergartens. Many of the children in the class
had played freely with these oubes, it should be noted,
throughout the September through December period before
the test was first administered. Children continued to
play with this material when the researchers were not
using 1it.

Countinz. The researcher gave the box of cubes to
the child and requested the child to give her first one
cube, then three, then two, and so on, varylng the numbers
through ten cubes, encouraging the child to count whenever
the child did not appear to be counting the cubes selected
from the box. For children who counted correctly through
ten, further requests were made to 15 or 20, to gauge, to
gome extent their ceiling numbers, but since children varled
in their interest and ability to sustain attention for this
activity, no scores were applied above 10, other than to
note the ochild exceeded this celling 1item.,

. The researcher selected cubes from the box,
first one, then four, then two, agaln varying the groups
selected from the box, up to 10, requesting the chlld to
recognize the size of the group. Most of these children
found it necessary to count when more than one or two cubes
constituted the group or set. This was not discouraged
since no comparable data are avallable as to norms for
grouping for children of this age group, or even as to the
extent of group or get recognition without counting among
children or adults generally.




« The researcher selec- ]
ted unequal sets, equalized them, selected larger unequal e
sets and equalized those., Sets used were through 5 and %
also 9 and 10 and 10 and 10,

« All soores were either 0 (incorrect) or
(correct). No response was scored 0. One credit was as-
signed for each check, Raw scores totaled a maximum of 10
for counting, 10 for grouping and 10 for sets, or a ocom-
bined total maximum of 30, .




APPENDIX C

Examples of language Fraotice Activities

A, N tchin ct

Duplicate sets of pictures, of animals and of people,
cut out of inexpensive picture dictionaries and stapled to
cardboard for long wear, were used in several ways.,

1. Teacher and child each have a set of pilctures,
They take turns naming pictures, the teacher read-
ily supplying any name which the child does not
know or is uncertain about, With the Spanishe
speaking children, the teacher did all the initial
naming, as teacher and child turned over similar
pictures., later, this game can be played by two
children.,

2. The teacher names a picture in her set, asks the
child to match the picture and repeat the name, .
After some practice, the order is reversed and the
child selects a picture, names it and asks the
teacher to match it, lIater, when this game 1is
played by two children, they take turns,

B. Categorizing plctureg
1. The same two sets of pictures, described above were
used for this game. The teacher asks the child to

gort the pictures:

a. With all the people in one pile, the animals
in the other.

b. To match a picture of people in one category,
and to match a picture of animals in the other.

¢. To make two piles of those that "go together."
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d. To ask the child why the pictures on sach pile
go together, or what is the nature of the cate-

g0YY .

2. large cardboards were used on which circles, squares
and triangles were drawn in 3 sizes and 3 oolors.
Matching cut-outs were made, which could be placed
on the cardboard. Teacher and two children play this
game with a set of toy telephones., FMirset the childe
ren are encouraged to converse on the telephone, as
though to a friend, then they are asked to take turms
requesting a geometric shape, by shape, size and
color, to be matched to the cardboard.

a. This game was later simplified for the children
needing most practice, so that practice could
proceed on only one element at a time, that is,
either shape, size or color, with combinations
added as soon as the children were successful
with the simpler matching and deseription exer-
cise.

Colors used were blue, red and yellow. Sizes
- Were small, middle-size and large,

b. This game proved less popular than the pilcture-
matching and naming game but when a hardboard
set of shapes was purchased (Judy Equipment
Company), with bright, shiny colors, this game
became very popular and was further developed.

3. Hardboard geometric shapes, in 3 colors, 3 shapes
and % gizes., Pirst, the teacher plays this game with
two or three children, later she pairs children to
play together.

a. The teacher selects a geometric shape and names

it.
b. The teacher asks children to select shapes and
name them, :

¢. The teacher asks for shapes by color.
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d. Children ask each other for shapes by ocolor.
They name and match shapes,

e. Finally, the teacher requests shapes by slze
and color. Children are asked to find all
the triangles, to put them in size oxrder
(largest to smallest), to sort them by color
or by size, etc. When this sorting 1s easlly
done, the teacher matches numerals to objects
(the numeral 3 to 3 triangles, etc.).

c. U W e c

1 1. A large class calendar chart, for each month, and

i smaller, matching, individual charts for each child,
were used dally, late in the spring, to practice
skills of spatial orientation, left=to=-right and
top=to=bottom direction, identifying names of colors,
numerals and naming and describing symbols,

Only the large class calendar chart was used, for
about a month, before individual charts were made

and distributed daily. The charts were used to re-
cord weather symbols. To reduce stimulus complexity,
each row or week on the calendar was in a different
¢olor, to help children find the right week and day
quickly, that 1s, the numerals and lines representing
the first week on the calendar might be red, the
gsecond row blue, the third green, the fourth black,

2. Vocabulary practice included teacher questioning of
.children, individually, in small groups or in one
large group, to practice naming color, weather ele=-
ments or symbols used as:

e, If you make a sunny day, what colors do you need?
b. Show me a rainy day on the calendar.
c. How can you tell which days were rainy days?

d. Show me where the red numbers are.
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e. What color are the numbers on the first line?
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f. What does this pioture of a house mean, in
yesterday's space? (Symbol of a holiday -
children stay home, do not come to school.)

g. look out the window and tell us what kind of f
weather we have today. (It is cloudy or it
1s snowing, eto.)

D. Spinning wheel gage

A large cardboard wheel was constructed by the teacher,
with spokes dividing spaces, some of which were blank, the
rest of which showed teacher-drawn pictures of alr transport
jobe, such as mechanic, porter, pilot, stewardess. The
teacher plays a song on the plano, So Early In The Morning.
A child is chosen to spin the wheel. If the arrow stops on
e picture, the child does & dramatization-dance, after iden-
tifying the job, Teacher and children adapt the song to the kd
job functions, naming needed tools and equipment. Teacher
adds new vocabulary words, children practioce new words in
song, dramatizing meanings., Teacher and children named such
items as tool kit, flashlight, screw driver, refueling, bag- *
gage, hand truck. If child spins and the arrow lands on a
blank space, the child can seleoct any topic he likes for his
dramatization-dance and song.

s e o e L .
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Variations on this game were sulted to new activitiles,
The same song was used after the chlldren returned from buy-
ing vegetables for vegetable soup cooking and the children
practiced names of vegetables.

E. S W board and f el cut-out

The teacher often told the class a story about a recent
trip or classroom experience, for which she prepared some
appropriate flannel-backed pictures, which she manipulated
on the flannel board as she told the story. She then asked
each of several children to retell the story in their own
words, using the flannel board.
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F. Telephone zame

These games were played with the teletrainer kit, at
first, but were later played with toy telephones. One teach-
er Works with two children who are seated facing each other,
just far enough apart so that communication requires words.
Fach child has the same set of small, wooden, painted figures,
chiefly animals and vehlcles, but many other categories can
be used.

The children are required to take turns asking for
1tems, using standard sentence structure, as, "Will you give
me...%' The format requires naming objects, colors, spatial
relationships, and sometimes function., When the children
know the rules well, two children can play the game without :
the teacher, if a child who is more advanced verbally 1s ;
paired with a less advanced child. 3

G. b esc eriences, u

and _moviesg

This activity sometimee included the whole class, some~
times small groups of 4 or 5 children. As the teacher viewed
the ploctures with the children, she stimulated vocabulary
Efactice and practice with standard sentence forms by ques-

ons as

1. What do you see?
2., What does the picture show?

3. Do you remember that at the airport? What was
happening?

4, What can you tell us about that plcture?
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APPENDIX D

our Story iy

Vegetable Soup

We made vegetable soup. Fudualdo said 1t

was the most delicious in my whole life.

This 1s what we did.

We went to the vegetable store to buy vegetables.

We bought onions, carrots, potatoes, peas in
the pod, green pepper and cabbage. Then we

went to the butcher shop and got some Soup

pones. We also bought some dried beans in

the Spanish grocery.

Now we were ready to make our vegetable soup.
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We filled a big pot with water and put 1t on
the stove to boil. Ana cut the carrots, onions,
and celery. RoOse cut the cabbage with a
knife. She put it in the pot. It was hard
to cut the carrots and the potatoes.

Michael A, stirred the soup with a spoon,
round and round he stirred. Martha said
"the carrots are cookling, they are soft”.
Robert said "smoke is coming out of the pot
cause it's hot. Jennifer sald "the soup

in the pot turned a different color.

Lelgh said ?I'm_cutting up the carrots. The

dry beans are in the pot".
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When it was done everybody wanted to eat 1t.
Steve said "I'm eating vegetable soup. It's
hot". Oteve ate a lot. Charlene said

"I'm eating the soup". Raymond said "the

soup is in paper cups"..

Mmmmmmmmmmmmm Mmmmmmmmmmmmm = 1t was delicious.
It was the most delicious soup in the whole

world.
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Room 110 - Miss Jacobson

FUERTO RICAN DAY PARTY

Our class celebrated
Puerto Rican Day on
November 19, This 1s
the story as told by a
group of children.

e cooked plantalns
(platanos.) First we
sliced them. (Domingo)
Then we peeled the skin
off. (Brenda) They were
hard. (Carlene) We cut
them up. Then we put
0il in the frying pan.
(Martha) We fried them
in the electric frying
pan. We took them out
and squashed them and
put them back in the
frying pan. (Brenda)
We put sugar on the
platonos. (Jorge)

The plantains were
sugary. (Raymond)

Ve ate them with the
powdered sugar. They
tasted sweet. (Steve)
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Eudualdo and Jeannette
went shopping with Mrs.
Robison. They bought
ma Jorca bread., At
snack time all the
children tasted the
bread with papaya Jelly

(for Spanish translation)

Nuestra clase celebrd’
el Descubrimiento de
Puerto Rico el 19 de
noviembre. Este es el
cuento narrado por los . o
ninos.

Cocinamos platonos.
Primero los partimos en
pedazos 0 rebanadas.
(Domingo) Luegos, los
mondamos. (Brenda) Eran
duros. (Carlene) Los
partimos. Entonces pus-
imos aceite en el sart-
én eléctrico. Los sac-
amos y los exprimimos
y los volvymos a echar
en el sartén.  (Brenda)
Le Dusimos azucar a 1los
pldtanos., (Jorge) Los
pld{tanos estaban
azucarados. (Raymond)
Nos los comimos con el
azficar. FEran dulces.
(Steve)
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Eudualdo y Jeannette
fueron a comparar com
Mrs. Robison. Comprar-
on pan de mayorca. A
la hora de comer, los
ninos lo probaron cor,
dulce de papaya ¥y pla-
tanos fritos. Fue una




pnd ate the fried plan-
kain chips. It was a real
barty with songs and
dances, too.
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Kennedy Airport Trip

~our class nad a very
exciting trip to Kennedy
airport on November 25.
We went on a bus. (Henry)
iWe rode for a long time.
(Martha)

- There were a lot of air-
iplanes--different kinds:
:?ets and helicopters.
(Michael) We saw the
baggage man. He was
icarrying the sultcases.
iHe put them on the hand
‘truck. He 1s called the
iporter. (Samuel, Michael)
We went inside the alr-
plane. We sat down and
the stewardess buckled
our seat belts. (Robert)
L I went in the front
fwhere the pilot 1is and
iwhere he makes the alr-
‘plane go with all the
‘buttons and things.
(Brenda) I sat in the
‘pllot's seat and put

.on the pilot's ear-
phones. (Jorge)

. We saw the kitchen.

It was small, (Charlene)
' That's where they have

- food for the passengers.
(Gloria) The stewardess

(3

L} LY)
et

verdadera flesta con
canciones y balles.
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Viaje al Aeropuerto

ennedy

Nuestra clase tuvo un
viaje al aeropuerto
Kennedy el 25 de noviem-
bre. Fulmos en guagua.
(Henry) Caminamos por
largo tiempo en guagua.
(Martha)

Habia muchas clases de
aeroplanos: Jets y
helicdpteros. (Michael)
Vimos al hombre que
carga el equipaje. LEsta-
ba cargando las maletas.
Las puso en un carrito
de manos. Es el carga-
dor de maletas. (Samuel,
Michael) , Fulmos adentro
del avion. Nos sentamos
y las camareras nos
amarraron los cintur-
ones. (Robert)

Yo,fui al frente donde
estd el piloto y donde
el hace que el avion
camine por medlio de
botones y otras cosas.
(Brenda) Yo me senté
en el aslento del
piloto y me puse el
aparato que el piloto
se pone en el oido,

1lamado megdfamo. (Jorge)

Vimos la cocina gel
Era pequena

aviof.




ave us chewing gum.

Faula and others)

Here are some of the
people we saw:

Captain (Leigh and

others)

Stewardess (everybody)

Pilot (Jennifer, Rose

and others)

Ticket clerk (Jeannette)

Porter (Martha, Michael

and others)

Ve heard a lady talking
on the microphone. She
wae telling what time
the airplane was taking
off, where it was golng
and the name of the air-
plane. (Jeannette and
others) She talked in
English and Spanish so
everybooy could under-
stand it. (Domingo and
Miss Jacobson) We want
to go to the airport
avain. (Everybody)
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Thanks tu Mothers

Special thanks to Mrs.
Roterson (Brenda's mother)
and Mrs. Halyard (Char-
lene's mother) for sew-
ing such fine uniforms:
jackets for the captain
and pilot and coveralls
for the ground crew.

Ve hope other mothers

__E1 cargador de male-

(Charlene) Ahi es
donde tienen alimento
para 1os pasajeros.
(Gloria) Las camareras
nos dieron chicles.
(Paula y otras)
He aqul algunas de la
gente que vimos:
El Captitan (Leigh y
otros)
Las Camareras (todos)
El Piloto (Jennifer,
Rose y otros)
El empleado que vende
los boletos o tic-
kets (Jeannette)

tas (Martha, Michael
y otros)

Oimos a una dama hab-

lando por los micré-

fonos. Estaba hablando

a que :ora el avion

salia, a donde iba 'y

el nombre del aviof.

(Jeannette y otros)

Ella hablaba en 1ngles
y espanol para que

todo el mundo enten-
diera. (Domingo y
Miss Jacobson) Quere- ;
mos ir al aeropuerto ]
otra v€z. (Todos) .
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Graclas a 1las Nadres

“Graclas a Nrs . RODEr- :
son (la mamé de Brenda) 1




will help us with sew-

ing more unlforms. Miss
Jacobson has the mater-
1al and patterns.
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Dur Lending Library

. Some parents have been
reading the story books
brought home from our
kindergarten to their
children., Everybody en-
lJoyed hearing these
children "read" the stories
o the class afterwards.
More children will be

able to take books home
from our kindergarten
.11brary after the
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newspaper to your
child and talk about
the news with him.
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y a Mrs. Halyard (1la
mam{ de Charlene's) por
cocer tan bonitos uni-
formes: abrigos para el
capitdn y el piloto y
otros miempros de 1la
tripulacion.,.

Esperamos que otras
madres 1os ayuden a
cocer mas uniformes.
Miss Jacobson tiene el
material y los patrones.
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De Nuestra Biblioteca
Que Precta LIbros

Algunos padres han es-
tado leyendo los libros
de cuentos que han
traido a la casa 10sS
ninos de Kindergarden. -
Los leen con sus hi jos.
Todo el mundo gozd
oyendo a estos nitlos
leerles 1los cuentos a
la clase despues. Mas
ninos podran llevar
libros a 1la casa de 1la
biblioteca de Kinder-
garden despues de 1los
dias de flesta.
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Por favor, lea este_per-
1od1qu1to con su nino

N4 diqcutalg con €1.

Hable con €l de 1o

que dice,
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