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CHAPTER I
SUMARY

The purpose of this study was to assess the importance of the
following variables on the learning and achievement of the preschool
child: attitudes of the teacher, attitudes of the mother, and type
of nursery school treining--traditional or liontessori,

A need to determine the effects of several environmental
variables on the learning of preschool children was noted. The dif-
ferences in philosophy and practice between the kinds of nursery
schools, Montessori aud traditional, were presented. The Montessori
schools emphasize skills of practical life, sensory concepts, and
reading, writing, and arithmetio through a series of activities
designed.to interest and challenge the child. The child is free to
work alone or with others on an activity at his level. IlLittle group
work is conducted. Traditional nursery schools stress the importance
of play as the child's aid to understanding his world. The social and
emotional development of the child are most important in estahlishing
a base for the intellectual exercises of the elementary achool,

The attitudes of the teachers in the eclassroom and how these
attitudes affect learning were also discussed. A warm, democratically-
inclined teachew was hypothesized as being one who would establish in
her classroom the kind of atmosphere most eenducive for learning to
take place, .

The attitudes of mothers were discussed in terms of their
relationship to achievement need (motivation) of the child to learn.
Research literature has indicated that mothers who wepre accepting of
thely children, yet demanding and firm would encourage the develop-
ment of achievement need in their children,

Problems 10 be Considered.-—~The study atitempted to answer

the following questionss
1, TH1ll the level of achievement of those children attending
one type of nursery school significantly differ from the
level of achievement of children attending a different
type of nursery school?




2¢ Do children attending different types of nursery schools
learn different types of concepts and/or skills?

3. Does the level of achievement of children differ when
mothers of these children hold differing attitudes
toward their children and toward child rearing?

L. Does the level of achievement of children differ when
their teachers hold differing attitudes toward the

- children in their classes?

5. Does the level of achievement vary with the interaction
of several of these variables, i.e., teacher attitudes
and parental attitudes, teacher attitudes and type of
nursery school training, or teacher attitudes, parent
attitudes and type of nursery school training?

6. Do these factors vary by socio-economic level, middle
and lower?

Procedure.--The middle-class part of tle study involved several
phases. One hundred fifteen middle-class eclildren attending three
Montessori and three traditional nursery schools were given the
Stanford-Binet Intelligence Scale and the Peabody Picture Vocabulary
Test in the fall of 1967. These children, who ranged in ages from
3-0 to 3-11 on October 1, 1967, were chosen from classes which had
experienced teachers who had either graduated from the Vlashington
Montessori Institute or a four-year college with a degree in early
childhood or elementary ecucation. The teachers for each class com=-
pleted the Minnesnta Teacher Attitude Inventory and the mothers
completed the Maryland Parent Attitude Survey. The children were re-
tested in the spring with the Caldwell Freschool Inventory. The final
middle-class sample consisted of eighty-two childrer. who had completed
the school year and whose teachers and mothers completed attitude surfeys.

. Bssentially the same procedure was followed for the digadvantaged
children. In the fall of the year all children attending the chesen
classes were tested with the Stanford-Binet Intelligenoce Scale. There
was no restriction made as to age because of the snull nunbers of child-
ren enrolled in the classes. Mothers of these chiliren were given the
Maryland Parent Attitude Survey, administered individually by a trained
examiner. The teachers of these children completed, the Minnesota Teach-
er Attitude Inventory. The children were retested in the soring with
the Caldwell Preschool Inventory and the Stanford-Binet Intelligence
Scale. The final sample of disadvantaged children consisted of thirty-
eight children who cumpleted the school year and whose teachers and
mothers completed attitude surveys.




Analysis of Data.--Scorss for the disciplinarian and indulgent

scales of the Yaryiand Parent Attitude Survey were added and the median
found for each socio-cconomic class. These scores were assigned to
"high" and "l.o# categories as the scores on the MTAI were above or
below the m=dian.

Fc> eazh sccio-ceonomic grcup, teacher tests were assigned to
"high" and "low" categories as the ccores on the MTAI were above or
below the median fcr each type of nursery school. In the middle-class
study, it was diccoveircd that the teacher scores were not distributed
in such a manner ac to be able to uce the high and low categories.
Therefore, the teacher attitude variable was dropped from the analysis
of variance. Problcus also occurred with the teacher variable in the
lower-class study. Eccause of the small cample and the fact that one
of the teachers had been replaced in April, the teacher variable was
dropped from the analysis of variance in the disadvantaged study as
well. Pearson produst~noment correlations were made between teacher
scores and child:rca's achievement scores.

Within each socio-economic group, children's achievement scores
were assigned to the following grcups:
1. Montessori school--Maternal attitude high
2. Montessori school--laternal attitude low
3. Traditional school--Maternal attitude high
4. Traditional school--Maternal attitude low

Data wac analyzed using en unweighted means method of solution
of the analysis of variance for unequal n's. For the disadvantaged
sample, standard scores werc used rather than raw scores in the analysis
of variance to control for the age differences.

Results.-~-The only F ratios which were significant in the anale
ysis of variance of preschool children's achievement scores were those
for type of nursery school training.

On Personal-social Responsiveness, Associative Vocabulary, and
the total score, middle-class Montessori nursery-school children obtain-
ed significantly higher scores than did middle-class traditional
nursery-school children. Disadvantaged children attending Montessori
schools obtained scignificantly better scores than did disadvantaged
children attendingz traditional nursery schools on all parts of the
test except one.




There was a near-zero correlation between teacher attitudes
and children's achievement. %hen divided by socio-economic level
and sex, however, high teacher attitude scores correlated positively
arid significantly with middle-class girls' achievement on two sub-
scores and the total achievement test.

lfaryland Farent Attitude Surveys were analyzed for differences
between socio-economic class. T tests on the significance of differ-
ences between the means of each of the scales showed significant
differences for two: disciplinarian and indulgent. iiiddle-class
mothers had lower scores on the disciplinarian and higher on the in-
dulgent scale than did mothers of disadvantaged children.

Discussion.--In this study democratic teacher attitudes were
not highly related to the achievement of preschool children. Vhile a
democratic attitude is probably an important factor in teacher
attitudes, there are other important ccnsiderations. The low correla-
tions between teacher attitude scores and achievement of nursery
school children was seen as evidence of the fact that different
teachers affect pupils differently and that other factors such as
stimulation and expectation may contribute greatly to the effectiveness
of the teacher and the achievement of her students.

Haternal attitudes, as measured in this study, had no effect
on the achievement of nursery school children. In spite of these
results, the hypothesis that parents who are demanding and accepting
encourage achievement behaviors in their children still seems tenables
Fossible reasons for the lack of effects in this study were explained
in terms of the use of the scales, the possibility of different types
of achievement needs of children, and other aspects of parent-child
interaction which might affect the achievement of children and which
were not detected by the MPAS. Among these are the expectations,
goals, and values of the parents and the involvement of parents with
their children--all of which may have greater effect on the achievement
of nursery school children.

The effects of nursery school training were significant in the
analysis of variance of preschool children's achievement scores.
“"ontessori-school children obtained significantly higher scores than
traditional-school children. The differences in achievement of
children who attend different types of nursery schools may be thought
of in terms of differences in cognitive maturity of these children:
This may occur as a result of several things: one, the liontessori
system of precisely graduated materials may allow the child to assimi--
late and adapt new concepts into his existing cognitive structures.

4




H Two, the fact that the Montessori method encouraged individual

i - activities and the freedom to choose among these activities for what-
ever length of time the child chooses may enable the child to find an
activity which fits his particular phase of development. Three, older
children are in the same classroom and may be used as models for
speech and general behavior.

Conclusions and Suggestiors for Further Research.--Zxactly what
part of the Montessori school environment contributed to the differ-
ences in achievement is a matter of conjecture and certainly an area
for further research. Is it the wide range of age and ability of
children present in each classroom, the fact that each child works
individually and at his own pace, the expectation that all children
will learn, or some combination of these or other factors that fosters
greater achievement? The only thing that can be said with much cer-
tainty is this: llontessori schools seem to be doing what they say
they are, that is, developing intellectual abilities in their children.

This study has raised many more questions than it has answered.
It has pointed the way for further research in many areas. Some sug-
gested areas are: ' :
1. longitudinal studies of traditional and Montessori children
. to determine whether or not the early gains in intellectual
ability will be kept or will change
¢ 2. studies of social and emotional development to determine
; whether or not there are differences among children
: attending different nursery schools in their ability to
’ socialize and to handle their emotional problems
3. studies of the self-concept and particularly the effect
. of competence on the self-concept of nursery school
| children.
' lis research on the importance of =ensory experiences and
their relationship to intellectual development both
within the Montessori system and outside of it
N 5. research on the many facets of teacher and maternal
attitudes.
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CHAPTER II

THE NATURE OF THE PROBLEM

Introduction

Early childhood ecucation has been a subject of study and
contention for many years. Research in the field may be classified
in four major groups: one, the normative, which describe and compare
behavior which occurs in the natural setting of the nursery school;
two, the studies of social and emotional development, which are
usually comparisons of children with nursery school experiences com-
pared to children without nursery school experiences; three, the
studies of  intellectual development as measured by changes in IC;
and four, the studies of early intervention for children of deprived
environments, which may include intellectual as well as social and
emotional development in their scope.

In a typical normative study, Shurel described patterns of
behavior of boys and girls in five indoor areas of the nursery school.
rarlier studies found that sand play was the most contentious activity,
that the average duration of quarrels in the nursery school is twenty-
three seconds> and that three-year-olds were more interested in a laﬂb,
a pig, and a chicken than some earthworms, a tadpole, or the garden.
Observational methods are most commonly used, little attention is given
to intellectual processes, and underlying motives are seldom considered.

Studies of social and emotional development are the next most
common type of nursery school study. Researchers in this area are
concerned with the differcnces in social and emotional develoyment of

1Myrna Beth Shure, "Fsychological Ecology of a Nursery School,™

Child Development, XXXIV (December, 1963), 979-992.
- “flsie H. Green, "Group Flay and Guarreling Among Preschool
Children,” Child Development, IV (1933), 302-307.

* JHelen C. Dawe, "/in Analysis of Two Hundred Quarrels of Fre-
school Children," Journal of Genetic Fsychology, V, No. 2 (June, 193l),

155.
S hGertrude . Chettenden, “Among the Youngest Scientists, ™
Childhood Education (April, 1939), 351-356,
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children who had nursery school experiences compared with those who

had no such education.® This is measured, most often, by the child's

adjustment to kindergarten or ftr%t grade or by his '"degree of readi-
2

ness" for first grade work.2s3s These studies generally had mixed
results as to the advantage of nursery school on later schooling. The
advantage which existed for the nursery school children usually dis-
appeared by the end of the kindergarten or f.rst-grade years. The
initial studies negleched the possibility that children who have
received preschool experiences need a different type of kindergarten
and first—-grade programn, but that problem has recently been recognized.

Thile social and emotional development is still an important
aspect of preschool education, there has been a growing interest in
cognitive features. liany researchers, both early and recent, have
attempted to determine the importance of nursery school education

lirthur T. Jersild, Child Psychology (6th ed., Englewood
Cliffs, N.J.: Prentice-Hall, I968), pp. 202-265.

Hazel i1i. Cushing, "A Tentative Report on the Influence of
Nursery School Training Upon Kindergarten Ad justment as Reported by
Kindergarten Teachers," Child Development, V, No. L (December, 193L),

30L-31kL.

3Ann Wilson Brown and Raymond G. Hunt, "Relations Between
Nursery School Attendance and Teachers' Ratings of Some Aspects of
Children's Adjustment in Kindergarten,® Child Development, XXXTI

(1961), 585-596.

hG. Allen and J. liasling, “An Zvaluation of the Effects of
Nursery School Training on Children in Kindergarten, First and Second
Grade," Journal of Educational Research, LI (1957), 285-296.

SM. . Bonney and =. L. Nicholson, "Comparative School Adjust-
ments of Elementary School [fupils ¥With and Vithout Freschool Training,"
Child Development, XXIX (1958), 125-133. :

6"Is Kindergarten Flay Day Over?" Grade Teacher, LXXXV, No. 5
(January, 1968), 113-116.




through charges in the IQ of the child attending school.1’2’3’u’S
Interest in cognitive aspects of preschool education was_ given
impetus recently by repcrts such as those of O. KLIIoore6 and
Slegfried Engelmamand Carl Bereiter! of unusual achievements of pre-
school children of both middle and lower classes.

Studies of early intervention also have been in evidence for
some time. Changes in the IQ of orphans because of changes in en-
vironment were reported by researchers in the 1930's. s9 However,
the establishment of rroject Head Start, whose aim is to give a
developmental boost to thousands of disadvantaged children through
nursery school education, has focused much attention and research

1Elizabeth K. Starkweather, "Preschool Research and Evalua-
tion Froject" (unpublished manuscript, Oklahoma State University,
1966).

2Beth D. lellman, "The Effects of Preschool Attendance," in
Child Behavior and Development, ed. by R. G. Barker, J. S. Kounin
and K. H, F. Vright (New York: McGraw-Hill, 1543), pp. 229-2L3.

Florence L. Goodenough, "A rreliminary Report on the Effects
of Nursery School Trainiig Upon the Intelligence Test Scores of Young
Children,‘' Twenty-Seventh Yearbook of the National Society for the
Study of Education, iart I (Bloomington, I1l.: Fublic School Publicity
Co., 1928), pp. 361-369.

D. Kawin and C. Haefer, Comparative Study of a Nursery School
Versus a Non-Nursery School Group (Chicago, I1l.: University of
Chicago tress, 1931).

SDavid 11. Levy and . hyllis Bartelme, "ifeasurement of Achieve-
ment in a ontessori School and the Intelligence Quotient," [edagog-
ical Seminary, XXXIV (kiarch, 1927), 77-89.

Cmar Khayyam lioore, "The Preschool Child Learns to Read and
Write in the Antotelic Rzasponsive Znvironment,” Behavior in Infancy
and Zarly Childhood, ed. by Yvonne Brackbill and George G. Thomps on
(New York: The Free rress, 1967), pp. 3L0-352.

TCarl Bereiter and Siegfried Engelmann, Teaching Disadvan-
taged Children in the Sreschool (Englewood Cliffs, N.J.: Prentice-
Ha%l, Ing., 1966 ).

Beth L. Vfellman, "IQ Changes of rreschool and Nompreschool
Groups During the rreschool Years: A Summary of the Literature,"
Journal of Psychology, XX (1945), 3L7-368.

7Helen L. Barrett and Helen L. Koch, "The Effect of Nursery-
School Training Upon the liental-Test rerformance of a Group of
Orphanage Children," Journal of Genetic Psychology, XXXVIII (1930),
102-122.




on preschool problems‘and practices.l’2’3’h:5:6:7

Preschool education, in the sense of education for young
children outside the home, was begun in 1840 with the establishment
of the first kindergarten in Germany. Freidrich Froebel founded
such a school in order to develop the mental, moral, and expressiv
powers of children before they entered regular elementary schools.
Following the teachings of Pestalozzi and Rousseau, Froebel empha-
sized the natural and spontaneous growth of the child. He found much
symbolism in play and considered play necessary for the orderly develop-
ment of the child.

liost present-day nursery school teachers consider themselves
followers of Froebel. ''hile the preparation for later schooling is
still an important aim, it is thought of in terms of preparing the
child to achieve the maximum social adaptation to establish a basis
for the intellectual exercises which follow. PFroponents of this type
of nursery school traditionally have been very much opposed to any
type of "academic? training in nursery school.

The most common of the cognitive-type schools, lMontessori
schools, are enjoying a resurgence in this country after an early

lJames Slaven, 'Montessori Head Start," Audiovisual Instruction,

II (September, 1966), 5L6-549. ,

Clara If. D. Riley and Frances lf. J. Zpps, Head Start in Action

West Nyack, N.Y.: FParker Fublishing Co., Inc., 1967.
3Thelma G. Ylolman, "A rreschool Frogram for Disadvantaged

Children-~The New Rochelle Story," Young Children, XXI (November, 1965),

98-111.

hFlorence P. Foster, "The Impact of Early Intervention," Young
Children, XXI, No. 6 (September, 1966), 35L~360. -
SMiriam L. Goldberg, "Problems in the Evaluation of a Compensa-
tory Program for Disadvantaged Children,” Journal of School I'sychology,
1V, No. g (Spring, 1966), 26-36.
Robert Gaebler, "Iroject Head Start in Chicago: 1965,
Journal of School fsychology, IV, No. 3 (Spring, 1966), 21-25.
Susan 'i. Gray and Rupert A. Klaus, "The FEarly Training Project:
An Intervention Study and How It Grew," Journal of School I'sychology,
IV, No. 3 (Spring, 1966), 15-20.
Freeman R. Butts, A Cultural History of .Jestern Education
(New York: McGraw-Hill Book Co., Inc., 195%), p. LOZ.




decline in popularity.1 The founder of this type of school, lMaria
liontessori, developed in Italy a method of teaching young children
skills of practical life, reading, writing, and arithmetic through
activities whiclh interested and challenged the child.2 ‘hile con-
sidering emotional develorment important, liontessori schools spend
little time on the kinds of 'socialization activities" of traditional
nursery schools.

The interest of the general public in the question of early
childhood education is seen in the interest and approval Froject Head
Start has received in most locales, as well as in the immediate popu-~
larity of two 1967 publications of divergent view: ©Zda Le3han's
The Conspiracy Against Childhood3 which espouses the traditional values,
social and emotional develorment, of early childhood education; and
llaya Fines' Revolution in Learning® which calls for more cognitive
content in nursery schools.

A continuing controversy between these two approaches to nursery
school education and the lack of data on the subject led the author to
the present research. 'hile a great deal has been said about the merits
of the various methods, the controversy seems to lie in the way one
views the nature of the young child.

"Develormental and psychodynamic theory defines the nature of
the young child as rather fragile, autistic, and irrational, at the
mercy of his emotional life.'? =motional. damage to the child is be-
lieved to be an inherent consequence of early training in cognition.
“'/hile Fowler notes that these attitudes originated primarily as a
reaction to "historically inadequate and stringent methods," the fears

1Mary Faison Richardson, "The Relationship of the liontessori
llethod of Pre-School Zducation to Current Nursery School Theory and
Practice in America' (unpublished lMaster's dissertation, Vassar College,

1940). 5

Z. ]l. Standing, liaria llontessori: Her Life and liork (Fresno,
California: Academy Guild lPress, 1962).

3Zda LeShan, The Conspiracy Against Childhood (New York:
Atheneum, 1967).

ﬂMaya Pines, Revolution in Learning (New York: Harper and

Row, 196§).

Viilliam Fowler, '"Cognitive Learning in Infancy and Early
Childhood," Psychologiczl Bulletin, LIX, No. 2 (lfarch, 1962), 139.




have generalized to encompass early cognitive learning, per se, as
intrinsically hazardous to development.

These beliefs are intrinsic to learning readiness which is tbhe
second area of difference in the way one regards the nature of the
child. The process of development is viewed biologically: intelli-
gence and various abilities are postulated as inherited. 'They emerge
through a process of unfolding along a growth continuum in several
ordered stages of maturation." Readiness is equated with maturation
and is conceived in absolute and immutable terms.

These beliefs led to further presumptions: that the young
child is immature and restless, that to encourage the child to read,
for example, before the chronological age of six years, six months is
dangerous as well as wasteful;3 that the child looks for and needs a
dependent relationship with his teacher;% that extensive participation
in social relations is essential for the most balanced personal develop-
ment.

A growing body of research has contributed to the reassessment
of these positions. The excellent adjustment and accomplishments which
gifted children have realized (reported in Powleré) and the early read-
ers of Durkin suggest the value of intensive early stimulation (whlch
apparently all gifted children and all early readers receive. ) The

. sustained interest in projects (or ‘“interest binges" as Durkin called
them) which early readers exhibited are in marked contrast to the
short concentration span children are purported to have. The great

- variety of studies on all types of readiness suggest that age norms
derived from tests built to assess a given skill level provide no
certain evidence as to what age the skill might first be taught and

1.

Ibid.

2Fducational Policies Commission, =ducation and the Disadvan-
taged American (Viashington, D.C.: National Education Association, 1962).

JHelen Heffernan, "Significance of Kindergarten Education,'
Childhood Education, XXXVI (lfarch, 1960), p. 316.

UClark =. lioustakas and lfinnie Ferrin Berson, The Young Child
in 3chool (New York: Vihiteside Inc. and 'iilliam iioorow and Co., 1956),
p. 116.
5Fowler, rsychological Bulletin, LIX, No. 2, 9.

6Ibid., p. 139.

TDelores Durkin, Children "ho Read Early (New York: Teacher's
College rress, 1966).
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learned provided the learning conditions were effectively arranged;1
and, that except for such traits as walking and grasping, the mean
ages of readiness can never be specified apart from the relevant
environmental conditions.?

Researchers have come to realize that by concentrating so
much on the proper ages for children to do certain things, we may
have neglected methods and programs aimed at developing each child
to the maximum of his capacities. As Fowler has suggested, "In
harking constantly to the dangers of premature cognitive training,
the image of the 'happy' socially adjusted child has tended to expunge
the image of the thoughtful and intellectually educated child."3

This, then, is the nature of the controversy between supporters
of cognitive-type schools, such as jiontessori, and supporters of tra-
ditional nursery school education.

It has been realized that many kinds of additional research in
early childhood education are necessary in order to determine the value

of various practices, types of equipment, methods of teaching, etc.
Among those matters suggested for iﬁquiry were comparative studies of

:‘ontessori gnd traditional methods,% and a few pilot studies have been
made. Argy? studied brain~damaged children at the District of
Columbia's Crippled Children's Center, but his study was complicated
by the fact that brain-damaged children are difficult to match.

Fleege® working with twenty-one pairs of normal children, found gains

1Lois N. Hendrickson and Siegmar “'uehl, "The Sffect of Atten-
tion and l'otor Response rre-training on Learning to Discriminate B and
D in Kindergarten Children," Journal of Zducational I’sychology, LIII,
No. § (Ogtob@r, 1962), 236~-241.

David P. Ausubel, "Viewpoints from Related Disciplines: Human
Gzowth and Development,” Teacher's College Record, L (February, 1959),
2L5-25);. -

hFowler, EgychologéggliBulletin, LIX, No. 2, 9.

Barbara tdmonson, "Let's Do llore Than Look: ILet's Research
liontessori,” Journal of Nursery Lducation, XIX (November, 1963), 36-L1.

"illiam P. Argy, "l‘ontessori Versus Orthodox: A Study to
Determine the Relative Improvement of the Ireschool Child with Brain
Damage Trained by One of Two liethods," Rehabilitation Literature, XXVI
( 19 65) ’ 2)45‘2 5)4-

Urban H. Fleege, "A Study of the Comparative Lffectiveness of
llontessori Freschool iLducation," (unpublished report, Cooperative Re-
search Branch, Office of Education, June, 1967).
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for Montessori children on many different items. Both of these
studies tried to match children for age, sex, I, and socio-eco-
nomic group, but neither of them considered the differences among
teachers of the children or differences among parents which could
account for the variations in the abilities of the children involved.
Leaders in the field of early childhood education have pointed out
the importance of considering the child's parents in assessing his
abilities.l The child's teacher is also important. According to
lioustakas, "The emotional climste the teacher creates is basic to all
other conditions in the nursery school. "2

The purpose of this study is to assess the importance of the
following factors on the learning and achievement of the young child:
attitudes of the mother, attitudes of the teacher, and the type of
nursery-school program, liontessori or traditional.

Statement of the Froblem

By means of this study, answers to the following questions
will be sought: (1) 7ill the level of achievement of those children
attending one type of nursery school differ from the level of achieve~-
ment of children attending a different type of nursery school?

(2) Do children attending different types of nursery schools learn
different types of concepts and/or skills? (3) Does the level of
achievement of children differ when mother's of these children hold
differing attitudes toward their children and child rearing?

(LL) Does the level of achievement of children differ when their
teachers hold differing attitudes toward children in their classes?
(5) Does the level of achievement vary with the interaction of several
of these var.ables, i.e., teacher attitudes and parental attitudes,
teacher attitudes and type of nursery school training, or teacher
attitudes, parent attitudes and type of nursery school training?
(6) Do these factors vary by social class, middle and lower?

Thus, the aim of this study is to determine:

l. Thether or not the level of achievement of those
children attending one type of nursery school, (lfontessori),
will be significantly higher than the level of achievement
of children attending the other type of nursery school,
(traditional).

1Evelyn G. Pitcher, "Learning Academic Subjects in the Kinder-
garten," Journal of Nursery Education, XVIII (September, 1963), L90.
jfioustakas and Berson, The Young Child in 3chool, p. 117.
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2. TVhether or not differences in type of learning occur in
children attending different types of nursery schools.

3. Uhether or not the level of achievement of children will
be significantly higher when the parents of these children
hold different attitudes toward children and child rearing.

L. TVhether or not the level of achievement of children will be
significantly different when their teachers hold differing
attitudes toward children.

5. Vhether or not the possible interaction between the three
variables~-teacher attitudes, maternal attitudes, and type
of nursery school training--produces differences in level
of achievement.

6. Vhether or not differences in the amount and type of
learning occur because of difference in social class,
middle or lower.

Review of Research and Support of Hypotheses

There are many findings of ccncern to these problems of teacher
attitudes, maternal attitudes, and nursery school education. A brief
summary of the more pertinent studies follows.

Underlying attitudes may influence a great variety of behaviors.
Attitudes of parents affect the way parents treat their children and
thereby affect parent-child relationships. Studies have related various
parental attitudes to many things: curiosity, creat'vity,2 social
maturity,3 and achievement in high schools.l” Collard discovered a

1Wallace He Maw and Zthel 'i. lMaw, "Children's Curiosity and
Parental Attitudes," Journal of liarriage and the Family, XXVIII, No. 3
(1966), 3u3-3L5.

A. 3. Dreyer and liary B. Vlells, "Farental Values, larental
Control and Creativity in Young Children,'" Journal of lfarriage and the
Family, XXVIII, No. 1 (February, 1966), 83-88.

Boris M. Levinson, "rarental Achievement Drives for Preschool
Children, The Vineland Social Maturity Scale and the Social Deviation
Quotient," Journal of Genetic Psychology, XCIX (Spring, 1961), 113-128.

Elizabeth I1. Drews and J. =. Teahan, "Parental Attitudes and
Academic Achievement," Journal of Clinical Psychology, XIII, No. L
(October, 1957), 328-332.

gEster D. Collard, “"Achievement Motive in the Four-Year-0ld
Child and Its Relationship to Achievement Zxpectancies of the Mother,"
(unpublished rfh.D. dissertation, University of liichigan, 196L).
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relationship betvieen achievement motive and expectancies of their
mothers in four-year-olds. Shaw and licCuenl confirmed the belief
that children form achievcmeni patterns before entering school.
High scores by parents on authoritarian scales were correlated with
achieveggnt in their children in studies By’Drews and Teahan? and
Holland.” Parents of high need achievers” as well as parents of
achievers (vs. underachievers)S were found to demand more and to
expect their children to master skills early in life.

A person's self-concept is largely derived from the opinions
important people in his lire express toward him. During ages one to
five, the child identifics closely with his parents and his self-
concept is derived largely ui'cn their atiitudes toward him. Of the
parents, the mother may bz the more pervasive influence because the
children usually have more contact with her. The mother-child re-
lationship, then, is presumed to influence the personality develop-
ment and the self-concept of the child.

The satisfaction of the child's psychological needs is
necessary to the maintenance of an cdequate self-concept. One
important need which affects a child's learning (because of its
motivational nature), is his need for achievement. According to
theory, when other factors are held constant, a child who has a
higher need for achiegement will learn more than one whose need for
achievement is lower. rst's findings suggest that motivation
for achievement is largely independent of the ability of the child.?

L. C. Shaw and J. T. McCuen, "The Onset of Academic Under-
achievement in Bright Children," Journal of Educational Psychology,
LI (19603, 103-108.

Drews and Teahan, Journal of Clinical tsychology, XIII, No. L,

330.

35. L. Holland, "Creative and Academic rerformance Among
Talented Adolescents," Journal of Educational rsychology, LII (1961),
136-147.

hMarian interbottom, "The Relatioriship of Need for Achieve-
ment in Learning Zxperience to Independence and ifaturity,' in liotives
in Fantasy Action and Society, ed. by J. Atkinson (Frinceton, N.J.:
Van Nostrand, 1958).

lferville C. Shaw, '"Note on rarent Attitudes Toward Indepen-
dence Training and Academic Achievement of Their Children," Journal of
tducational rsychology, LV, No. 6 (196L), 371-37L.

David C. IicClelland, et al., The Achievement Jiotive (New Yorks:
Appleton=Century Crofts, inc., 1953), p. 238.

"Edward J. Furst, "Validity of Some Objective Scales of
Hotivation for Predicting Achievement," Educational and rsychological
lieasurement, XXVI, No. 4 (Vinter, 1966), 927-933.
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Collard has ihown this achievement motive to be measurable in
the preschocl child.™ Rosen and D'Andrade have demonstrated that
parents who set high gozls and supported the child in the achieve-
ment of these goals enhanced achievement motivation in their children.2
Demands of the parents, thus piesented, encouraged the child to set
high but attainable goals for himself. The child persisted in his
efforts to perform a difficult task even if he failed initially,
motivated by his desire to secure continued approval of his loving but
demanding parents. Baumrind3 found that parents of the most competent
and mature nursery school boys and girls were notably firm, and demand-
ing but also loving and understanding. Baumrind and Blackh confirmed
these results and rcported that firm demanding behavior on the part
of the parent was associated in the child vwith various aspects of
competence.

We would then exvect children of parents who were nurturant
and supportive as well as derconding to have a higher need for achieve-
ment and to profit more frc:. their expc.iences in nursery school than
children of parents vho werc less ds.ianding and more permissive and
punitive.

The second variebl=z unds: consideration is teacher attitudes.
Pitcher5 has suggested that the teacher is the single most important
factor in early group cxporiences [or young children. The personality
of the teacher affects her attitudes toward her students and toward
her work. Her attitudes 1iill affect thz organization and quality of
education which goes on ir hicr classroom as well as the curiosity and
enthusiasm her students exhibit. Teacher attitudes will determine the
learning atmosphere in any classroom apart from the method the teacher

lEster D. Collard, "Achievement ifotive in the Four-Year-Old
Child and Its Relationship to Achievement Expectancies of the liother."

2B. C. Rosen and E. D'Andrade, "The Fsychological Origins of
Achievement and lMotivation," Sociometry, XXII (1959), 185-218.

3Diana Baumrind, "Child Care Practices Anteceding Three
Patterns of Preschool Behavior," Genetic isychology lionographs, LXXXV
(1967), L2-88. i B

Diana Baumrind and Allen Z. Black, '"Socialization Practices
Associated with Dimensions of Competence in rfreschool Boys and Girls,"
Child Development, XXXVIII, Ho. 2 (1967), 325.

oPitcher, Journal of Nursery Education, XVIII, L9O.




uses. A teacher whose approach to learning is child-centered may

j produce very different behaviors in her students than a teacher

i whose attitude is more subject-centered. A dominating teacher may
stifle creativity and spontaneity. Cronbach! has suggested that
an impersonal teacher finds it impossible to give continued support
and encouragement to students who are not progressing, and these
students may build up tensions which operate against the learning
process. Teacher attitude has been said to be more important than
method or technique.2:3

In an extensive serjes 8f studies with older children,

‘ Anderson and his colleagues 355 found that a higher frequency of
integrative behaviors (as opposed to dominative behaviors) of a
child's teacher was associated with high frequency of socially
integrative behaviors in the child. 1In addition, these children
exhibited a high frequency of expressions of spontaneity and ini-
tiative as well as higher scores on problem~-solving behavior than
students under the dominating teacher. This confirmed the study of
Lewin, Lippitt, and White! which found that ten-year-old boys under
authoritarian leadership were less responsible, lacked initiative,
and had more negative attitudes toward the task than boys under
democratic leadership.

Research relating teacher style to pupil achievement is of

lLee J. Cronbach, mducational Psychology (Chicago: Harcourt,
" Brace and Co., Inc., 1963), 2nd ed., p. 522.

2Donald McNassor, "Reflections on Childhood Identity and the
School,” Prevention of Failure (Vashington, D.C.: Department of
Elementary-Kindergarten-Nursery Education, NEA, 1965), pp. 16-32.

Clark ifoustakas, The Authentic Teacher: Sensitivity and
Awareness in the Classroom (Cambridge, HMass.: Howard A. Doyle, 1966);
pp. 37-38. '

Ly, H. Anderson and Helen Ii. Brewer, "Studies of Teachers!
Classroom Personalities," Applied Psychology lionographs, I, No. 6
(19L5), 157.

5Ibid., II, No. 8 (1946), 128.

6H. H. Anderson, J. E. Brewer and lMary F. Reed, "Studies of
Teachers'! Classroom Personalities,! Applied Psychology lMonographs,
IIT, No. 11 (19L6). 1

TKurt Lewin, R. Lippitt and R. K. White, "Patterns of
Aggressive Behavior in Experimentally Created 'Social Climates,'"
Journal of Social Psychology, X (1939), 271-299.
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recent origin and has had mixed results.t There is a paucity of
studies on nursery school teachers,2 and most of the recent reports
have been conducted with Head Start teachers and students. Harvey,
et al.,J classed Head Start teachers as "abstract" or "concrete" on
The Dasis of tests of conceptual or belief systems and found differ-
ences in their teaching approaches. The more abstract teachers were
clearly superior to the extent that they produced educationﬁlly
desirable atmospheres in their classrooms. lackie, et al.,* found
differences in teaching styles among Head Start teachers which were
associated with various kinds of behavior and achievement in their
children.

Research supports the view that teachers who are warm and
understanding establish better rapport with their students,S:6 and
teachers who employ democratic practices in their classrooms have
children whose problem-solving skills are more advanced.' Therefore,
we would expect pupils to have better attitudes toward learning and
higher achievement with warm, democratically-inclined teachers than
with those who are more impersonal and dominative.

Yiriam L. Goldberg, "Adapting Teacher Style to Pupil Differ-
ences: Teachers for Disadvantaged Children," in The Disadvantaged
Child Issues and Innovations, ed. by Joe L. Frost and Glenn R. Hawkes
(Boston:, Houghton Fifflin Co., 1966), pp. 3L8-3L9.

Pauline S. Sears and Edith }i. Dowley, “"Research on Teaching
in the Nursery School," Handbook of Research on Teaching, ed. by N. L.
Gage (Chicago: Rand-licNally & Co., 1963), p. 853. |

30. J. Harvey, et al., "Teachers' Belief Systems and Preschool
Atmospheres,” Journal of Educational Psychology, LVII, No. 6 (December,

1966), 373-381.
' hJames B. Mackie, et al., "iffects of Teacher Style on the
“Academic Achievement and PSychological Development of Culturally De-
prived Children," (unpublished manuscript, Baltimore, lid., 1968).
(Mimeogr%phed.)

N. L. Gage and George Suci, "Social Percepts and Teacher-
Pupil Relationships," Journal of Educational Psychology, XIII (larch,
1951), 1L4L4-152.

Dorothy Nelson Candland, "The Relationship Between the
Dominative Supportive Dimension of Personality and Student-Teachers!
Classroom Behavior," (unpublished Ed.D. dissertation, Stanford
University, 1956).

7Anderson, Brewer and Reed, Applied Psychology lMonographs,
IIT, No. 11 (1946), 87.
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The type of nursery school the child attends can be expected
to affect the quantity and quality of his learning. I‘ontessori
schools begin at age two or three in teaching the child exercises of
practical life--giving the children the necessary abilities to help
themselves in a type of '"independence training.” From this the child-
ren progress to the sensorial equipment which gives way to exercises
designed to teach reading and arithmetic. The equipment of the
classroom is a part of the "prepared environment" and the teacher
functions to help the child to learn to use the equipment to teach
himself; she is not particularly a disseminator of information. The
children are not divided into year-age groups as in most nursery
schools, but ages three to six are kept together, the younger learn-
ing from the older. There is very little emphasis on group activities
or social interaction. Generally, the child may choose an individual
or a group activity.

The program of the typical traditional nursery school, as
reported by Swift "attempts to stimulate creative expression, provide
for the acquisition of information and offer learning opportunities
in such areas as language, communication, and motor and social skills.
The daily program may be highly structured or relatively free. Instruc-
tion is given when needed in games and in use of various creative media.
Occasionally there is instruction in what is generally referred to as
"readiness skills’--listening, attending, discriminating shapes and
sounds, etc. In traditional nursery schools, the child is generally
given freedom in choosing play activities as these are generally con-
sidered secondary to his social and emotional development. Sears and
Dowley have pointed out that differences between one nursery school

and another are usually not in the activities carried out but in the
way they are handled and in the general atmosphere maintained.?

Many recent studies have attempted to determine the wvalue of
preschool education as such: generally a traditional type of preschool
education compared with no preschool education, or an evaluation of a

lyean 1. Swift, "&ffects of Early Group Experience: The Nursery
School and Day Nursery, Review of Child Development Research, ed. by
Martin L. Hoffman and Lois liladis Hoffman (New York: Russell Sage
Foundation, 1964), pp. 249-288.
36 Sears and Dowley, Handbook of Research On Teaching, pp. 81L-
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Head 3tart program.l’z’B’h’S HMost of the studies contrasting

riontessori school programs with traditional nursery school pro- 1
grams are recent. Argy,° studying brain-damaged children, found

that students in Montessori classes exhibited more improvement

in the whole profile--ambulation, hand skills, speech, and

"school” achievement--than did those in traditional classes. i
Fleege7 agreed that normal children attending liontessori schools
made significantly greater gains in verbal ability as well as in

a factor called "positive attitude toward learning' than did their
matched counterparts at traditional schools.

We have, then, two different approaches to nursery school
education: one which encourages social interaction and creative
arts and the other vhich follows a rigid sequence of prescribed
exercises designed to teach reading, writing, and arithmetic.
Students receiving instruction under such different programs
would be expected to differ in the kind and amount of abilities i
they acquire. Students in lMonlessori schools will be taught
directly certain skills. Ve would expect, then, greater gains in
discriminative ability, number skills, and verbal ability than
that of children in more traditional nursery schools. le might
expect, however, children in traditional nursery schools would be
more socially adept and responsive to other people than children
attending iiontessori schools.

Statement of the Hypotheses

~In undertaking this study, the investigator has been guided
by the hypotheses that:

Hy The overall level of achievement of children attending
liontessori schools will be significantly higher than the
overall level of achievement of children attending
traditional nursery schools.

1Gray and Klaus, Journal of 3chool fsychology, 1V, No. 3, 15-20.
2Starkweather, "pPreschool Research and Evaluation Project.?
3Brown and Hunt, Child Development, XXXII (1961), 585-596.
Lp11en and Masllng, Journal of Educational Research, LI
5H. E. Seidel, Jr., Mary Jo Barkley and Doris Stith, “tval-
vation of a Frogram for rroject Head Start,” Journal of Genetic
sychologz CX (June, 1967), 195-197.
Argy, Rehabilitation Literature, XXVI (1965), 29L-30L.
TFleege, "A Study of the Comparative Effectiveness of
ilontessori freschool Education.”
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Ho The level of ability in personal and social responsive~
ness of children attending traditional nursery schools
will be significantly higher than that of children
attending liontessori nursery schools.

H3 The level of achievement of children whose mcthers are
nurturant and demanding will be significantly higher
than the level of achievement of children whose mothers
are less nurturant and demanding.

H), The level of achievement of those children whose
teachers are democratically-inclined will be signifi-
cantly higher than that of children whose teachers are
less warm and more authoritarian.

HS There will be significant interaction between type of
nursery school training, attitudes of the teachers,
and attitudes of the mothers.

Summary

In this chapter there was noted a need to determine the
effects of several environmental variables on the learning of pre-
school children. The literature related to the differences between
the kinds of nursery schools, Ilontessori and traditional, were
examined. The attitudes of the mother were discussed in terms of
their relationship to achievement need (motivation) of the child
to learn. The attitudes of the teachers in the classroom and how
these attitudes affect learning were also discussed.

The research hypotheses which have guided the investigator
in the present study were stated.

A discussion of the characteristics of the children used

in the sample, the schools they attend, and an outline of the
procedurc follows.
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CHAFTER I1I
I{ETHOD AND FROCEDURE

The present chapter is concerned with a discussion of sampling,
the instruments used in the testing and the procedure followed in the
study. The original plan for this project called for two parallel
studies: _one with middle-class children, the other with disadvantaged
children. ! Because of difficulties in obtaining and testing the dis-
advantaged sample and the resultant variation in numbers of subjects,
the chapter is divided into two parts: The “iddle Class and The
Disadvantaged. Although the discussion of the instruments is in-
cluded with the middle class it is equally important to the lower
class section of the paper. Comparisons of the total group of
teachers and parents are found at the end of the disadvantaged section.

The 'iddle Class

Sampling

Selection of NurserXVSchools.——The criteria used in the
selection of the nursery schools were:

1. The school must serve primarily middle-class children.

2. The school must have been in operation for at least three
years.

3. The school must have an adequate physical plant.

L. The school must have a reputation for being a ''good"
nursery school.

In this study the terms lower socio-economic level and dis-
advantaged are used interchangeably.




The schools chosen were located in predominantly whi te,
middle-class neighborhoods. Two were in Northwest Viashington, D. C.
and four in suburban ifaryland. Tuition for the school year ranged
from : 425 to £550. Some schools had a few “scholarship" students,
but these children were not included in the study. The fathers of
the children participating in the study generally were professional
men; a few were in managerial and semi-professional occupations.

All schools had been in operation for at least three years;
one traditional school had been caring for children for over twenty
years.

The physical plants of the schools varied greatly. One tra-
ditional school used space in a church and one liontessori school
rented space in a synagogue. These two were church-related schools,
one Episcopal and the other Cathclic. The other four schools had
buildings of their own. The buildings and grounds of the two subur~
ban :‘ontessori schools appeared to be much more attractive than the
traditional schools, due in part to the fact that they were recently
built. The schools which had buildings of their own also had
greater pcssibilities for outdoor play space than those with rented
quarters.

There is no way to determine how good a nursery school is
except through observation and reputaticn. No quick rating scale
exists and the state accrediting associations are concerned mainly
with space and safety features, not the quality of the program.
Therefore, the author requested a list of schools with particularly
good progrars from people in the field of early childhood education.

The final selection of schools was made after the author's
observations of the school and, of course, consSsnt of the teachers
and administrators. Three traditional and three “ontessori schools
were selected in this manner. However, mid-way in the project, the
headmistress of one of the traditional schools was apprehensive
about the attitude surveys and withdrew her pemmission for the
project. Directors of the other five schools were extremnely cooper-
ative and it was with children in these five schools that the study
was completed. '

Characteristics of the Children.--The children in the sample
were those who attended school five mornings a week. Children who
were on a three-day schedule or who regularly stayed afternoons were
not included. The childrecn were between the ages of 3-0 and 3-11
g:..Queober I, I 77, and had not attended nursery school before the
fall of 1967. (This eliminated many lontessori children who often
start school at 2-6.)
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Teacher Characteristics.--All “ontessori teachers who
participated in the project were trained at the liashington iontessori
Institute and all had been teaching at least one year prior to the
study. Traditional school teachers were trained in either early
childhood education or elementary education and had also taught for
at least one year previous to the study.

Instruments

Child.--The Stanford-Binet Intelligence Scale was chosen to
measure intelligence and the reabody Picture Vocabulary Test to
measure vocabulary at the beginning of the school year.

For the final testing, the Caldwell rreschool Inventory was
chosen for three reasons: one, it was developed specifically as an
achievement measure for 3-6 year olds; two, it took a relatively
short time to administer; and three, it contains items which measure
three different kinds of learning. The first of these, ’rersonal-
social Responsiveness, measures the child's knowledge about his "own
personal world . . . and his ability to establish rapport with and
respond to the communications of another person (carrying out simple
and complicated verbal instructions given by an adult.)l The second
part of the test, Associative Vocabulary

requires the ability to demonstrate awareness of the
connotation of a word by carrying out some action or by
associating to certain intrinsic qualities of the under-
lying verbal concept . . . , supplying verbal or gestural
labels for certain functions, actions, events, and time
sequences, and being able to describe verbally the
essential characteristics of certain social roles.

Concept Activation has two major categories: ordinal or numerical re-
lations and sensory attributes: "High scores on this factor involve
being able to label quantities, to make judgements of more or less, to
recognize seriated positions . . . to be aware of certain sensory
attributes . . . and to be able to execute certain visual-motor con-
figurations. . . "

1Bettye M. Caldwell, The Preschool Inventory, Directions for
Administering and Scoring (Princeton, N.J.: =zducational Testing Service,

19677,

Pé 3
Tbid., p. 2.
37p1d.
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Parent.--The Maryland Parent Attitude Survey constructed
by Donald Pumroy in 1960 was chosen as the instrument for testing
maternal attitudes. The 11PAS is a forced-choice test, developed in
response to the need for_a parental attitude instrument with social
desirability controlled.l Frevious instruments (the Parental
Attitude Scale of Shoben? and the Parental Attitude Research Instru-
ment of Schaefer and Be113) did not control for the response set of
the subjects, and therefore did not reveal the true attitudes of the
parents toward child-rearing. lany items in the previous testﬁ were
obviouslg relating to deviant or socially desirable behaviors.
Stogdill’ reported that parents often agree with contradictory atti-
tudes if one statement expresses what appears to be a healthy
attitude while the other states its converse. In the }MPAS, statements
classified as to a particular level of social desirability were paired
with statements representing other attitgdes of the same social
desirability. A validity study by Tolor found near-zero correlations
between each of the four IMPAS scales and social desirability.

The liaryland Parent Attitude 3urvey has four scales--disciplin=-
arian, indulgent, protective, and re jecting. Although the descriptions
of the scales given by Pumroy! seem to be the extremes of each dimen-
sion, the disciplinarian is comparable to the demanding parent of this
study and the indulgent parent is comparable to the nurturant one.

The disciplinarian parent expects fairly strict obedience from the
child, sets rules explicitly, carries out punishment in a fair and
consistent manner, pushes the child to achieve beyond his ability.

The indulgent parents are ghild centered . . . the child is "showered"
with warmth and affection.

1Donald K. Pumroy, “liaryland Parent Attitude Survew: A Research
Instrument with Social Desirability Controlled,' The Journa: of Psychol-
ogy; LXIY, No. 1 (1966), 73-78.
J. R. Shoben, Jr., "The Assessment of Parental Attitudes in
Relation to Child Adjustment," Genetic Psychology Jionographs, XXXIX
(1949), 101-1L8.
3arl S. Schaefer and Richard O. Bell, "Development of a Parental
Attitude Research Instrument," Child Development, XXIX (1958), 339-361.
Iy, C. Becker and R. S. Krug, "The Parental Attitude Research
Instrument - A Research Review,* Child Development, XXXVI, No. 2 (June,
1965), 329-365.
5R. M. Stogdill, 'The lieasurement of Attitudes Toward Parental
Control and the Social Adjustment of Children,' Journal of Applied
Eszchologz, XX (1936), 359-367.
Klexander Tolor, "An Evaluation of the llaryland Parent
Attitude Survey," The Journal of Psychology, LXVII (September, 1967),

69-7L.

gPumroy, The Journal of Psychology, LXIV, No. 1 (1966), TL-75.
Ibid.
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In the light of research by Baumrind,1 Baumrind and Black,2

Rosen and D'Andrade3 it would be expected that high scores on both
the D and I scales would indicate attitudes which would contribute
more to academic achievement in the child, while high attitudes on
either of the scales, separately, would not contribute so much.

In a forced-choice test, items of each scale compete with items
from every other scale. Therefore, mothers who rank above the
median on the sum of both disciplinarian and indulgent scales and
mothers who rank below the median were held in this study to con-
stitute the high and low groups on maternal attitudes.

Teacher.-~The liinnesota Teacher Attitude Inventory was the
instrument picked to measure the teacher attitudes which underlie
abilities necessary to the establishment and maintenance of desir-
able interpersonal relationships in the classroom. Developed by
Cook, Leeds, and Callis at the University of liinnesota in the 1950's,
the MTAI was designed to predict the social-emotional climate of the
classroom. According to the authors, "attitudes of teachers toward .
children and school work can be measured with high reliability and
« « . they are significantly correlated with the teacher-pupil rela-
tions found in the teachers' classrooms."

The Iinnesota Teacher Attitude Inventory attempts to dis-
criminate between teachers who produce educationally desirab%e
atmospheres in their classrooms and those who do not. Leeds” found
that teachers who have high scores on the IMTAI also had scores in-
dicating personal cooperativeness, friendliness, objectivity, and
emotional stability on the Guilford-Zimmerman Temperament Survey.
The IMTAI has also been correlated with measures of authoritarianism,
with those persons ragking high on the liTAI, ranking low on the
authoritarian scales.®s7

1Baumrind, Genetic Psychology lionographs, LXXV (1967), L2-L8.
2Baumrind and Black, Child Development, XXXVIII, No. 2 (1967),

291-329.
SRosen and D'Andrade, Sociometry, XXII (1959), 185-218.
hﬂalter 'l Cook, Carroll H. Leeds and R. Callis, lfinnesota
Teacher Attitude Inventory lanual (New York: [{sychological Corp.,
Tﬁjj’ p. 13.

Carroll H. Leeds, '"Teacher Attitudes and Temperament As a
leasure of Teacher-Pupil Rapport,' Journal of Applied Psychology,
XL (1956), 333-337.

Albert J. Kingston and George L. Newsome, “The Relationship
of Two Measures of Authoritarianism to the }MTAI," Journal of Psychology,
XLIX (April, 1960), 333-338.

TDorothy Nelson Candland, "The Relationship Between the Domin-
ative, Supportive Dimension of Personality and Student-Teachers!
Classroom Behavior" (unpublished Zd.D. dissertation, Stanford Univer-
sity, 1956).
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The MTAT has_also been found to be an index of general
teaching competence. Teachers rated superior by their adminis-
trators in general effectiveness were found to differ significantly
from teachers rated "inferior” in their scores on the lMinnesota
Teacher Attitude Inventory. Teachers had been matched on the
amount of their education, teaching level, subject taught and size
of the school system. In a study using superior, unselected, and
inferior teachers (as assessed by their principals), Leeds and Cook
found superior teachers obtained a liean of 131, unselected teachers
a liean of 77.6 and inferior teachers a liean of -32 on the MTAI.

ghe problem of fakability of the liTAI has been a recurrent
one.3’h’ The test has been found gasy to fake ""bad* but more
difficult to fake ‘'good”. Sorenson® reports that subjects are not
able to fake unless given a cue from the instructions or elsewhere
what the inventory is about. 3tein and H’ardy7 found their subjects
could not fake good!" without being provided an explicit set.

Collection of Data

Prelimirary Testing.--The entire population of children who
met the requirenents listed above and who were enrolled in the select-
ed nursery schools were tested during a three-week period in the fall.

1James N. Popham and Robert R. Trimble, "The I1TAI As a Index
for General Teaching Competence,* Educational and Psychological
lMeasurement, XX (1960), 509-Fl12.
2C. Leeds and . Cook, "The Construction and Differential Value
of a Scale for Determining Teacher-Pupil Attitudes," Journal of Experi-
mental Zducation, XVI (December, 1947), 1L9-159.
3William Coleman, "Susceptibility of the ITAI To 'Faking' with
Experienced Teachers,” nducational Administration and Supervision, XL,
No. )4 (135,4)) 2324‘237-
Philip Rossi, Carmine Yengo and 'illiam Boyd, "A Comparison
of Methodology and the Fakability of the MTAI," Journal of Educational
Research, IIX, No. 10 (July-August, 1966), L7S.
gR. Rabinowitz, “The Fakability of the }MTAI," Educational and
Psychological lieasurement, XIV (Viinter, 195L), 657-66L.
OA. G. Sorenson, "A Note On the Fakability of the IiTAI,"
Journal of Applied Psychology, XLII, No. 2 (19%8), 7h-78.
fH. L. Stein and J. Hardy, A Validation Study of the MTAI in
Manitoba,!' Journal of Educational Research, L (1957), 321-338.
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The purpose of this testing was to determine to what extent
differences existed among the children of different groups before
nursery school education began. 1In each school, testing commenced
after the school had been in operation for two weeks. Six examiners,
including the author, trained in the use of the Stanford-Binet
Intelligence Scale, administered that test individually to one
hundred fifteen middle-class nursery school children. 4 shortened
version of the reabody Picture Vocabulary Test was also given to
establish a vocabulary score. The testers were not told the type
of school at which they were testing, but because they walked the
children to and from their classrooms, it was possible for them to
determine in which type of scnool testing was being conducted.

In each school there was some fear and negativism on the
part of the children to be tested. Generally, however; after seeing
their classmates leave with a tester to "play games*” most of the
children cooperated. The testing conditions in each school left
much to be desired in the way of screering from the noise of the
classrooms. Uhile it was always possible to be out of sight of the
children in the classroom, the childrer often had many distractions
in the form of noise. This may have had the effect of depressing
the IQ and vocabulary scores; however, this was a problem in all
schools. |

A standard procedure was used by all persons giving the
Stanford-Binet. Testing for all ages was begun at Age Level III-6,
#5 Sorting Buttons, the rationale being that most middle-class
children of three years of age would find that test interesting and
enjoyable and would probably be able to pass it. From this, the
procedure was to continue up to the ceiling (if possible) and then
to go back to the basal. It was agreed to assume a basal of III-6
(in the event of time problems) if the child had passed #5 and #6
at III-6 and had passed four out of six at age four. Fortunately,
it was necessary to assume a basal in only three cases.

The results of this testing, given only for those children
still participating in the study in the spring, are shown in Table 1.

Testing the llothers.~-The liaryland Parent Attitude Survey
was given to the mothers of children tested before and after varent-
teacher meetings, at separately scheduled meetings, and through the
mail. It had been planned originally to call special meetings at
each school to enable the mothers to fill out the iilFAS, to answer any
questions they might have about the study and to allay any of their
fears and anxieties. About one-half of the parents attended such
meetings. The procedure for motherc who did not attend was this:
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the author called each one on the telephone, explaining the purpose
of the survey and securing the cooperation of the mother in filling
out the test which she would receive in the mail. If the blank had
not been returned within three months, a follow-up call was made
encouraging the mother to fill out the form and offering to send
her another if she had misplaced the first. It was necessary to
call fifteen mothers one third and last time in lMay.

TABLE 1
PRELI" TNARY TESTING: MMEAN AGE, IQ AND

VOCABULARY BY TYPFE OF NURSERY SCHOOL
FOR EIGHTY-TWO MIDDLE-CLASS CHILDREN

Type of Nursery

School N Age 1Q Vocabulary
Montessori L6 1,0.07 119.8 31.48
Traditional 36 L,0.50 11h.6 27.9L

The following directions were given in addition to those on the
blank: "Dear lirs.e . . « t Think of yourself when the form reads
'parents' and your child when it reads 'children'. Work as rapidly as
possible and don't worry about seeming inconsistencies!"

B LA
v

Of the possible 115, ninety-two mothers completed the laryland
Parent Attitude Survey. Thirteen mothers were not contacted because
their children were dropped from the project: four from the school
which declined to continue with the study; four others because it was
discovered that these children had attended school the previous year;
five because one of the schools changed directors in mid-year and
discharged a teacher whose children had been participating in the
study. Two mothers had already moved away tcfore the maternal
attitude scales were given. One mother returned the test, indicating
that she thought it was an invasion of privacy, another was too ill,
and a third felt too threatened by the questionnaire to fill it out.
Three mothers who had agreed to take the test never returned their
blanks for reasons unknown.

Retcsting the Children.--The Caldwell Preschool Invenvory
was given tc all children still attending nursery school during a
two-week period in May. The examiners were three young women who
were not told the type of nursery school in which they were testing
or the hypotheses on which the study was based. The final sample
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consisted of eighty-two middle~class nursery school children.

The Disadvantaged

Sampling

Three preschool classes using the liontessori method were
found among the Head Start groups in the District of Columbia.
Because of treir own research, Head Start personnel assigned only
two of these classes and one traditional Head Start class for use
in this study. Two other lfontessori classes which contained both
middle- and lower-class children, and a large traditional preschool
class sponsored by the Department of Recreation were also chosen.
All these schools drew children from the inner-city poverty area.
Final achievement scores of children in the lontessori classes which
contained both middle- and lower-class children were compared with
scores of children in the Head Start liontessori classes. It was
decided to include the disadvantaged children from the classes
which contained both middle and lower-class children only if no
significant differences existed on final achievement scores between
them and children attending the lontessori Head Start classes. (If
significant differences existed, they might be attributed to the
presence of the middle-class children.)

Four of the schools used church buildings or basements, one
used a basement room of a school. There was an attempt to make all
the rooms bright and cheerful, but the two classes which were held
in basements were dreary in spite of the effort. At one school
there was no outdoor play space (the children had to go to a park)
but at the others there was a black~topped area on which the children
could play.

Collection of Data

Preliminary Testing.-~Children attending the chosen classes
were tested with the Stanford-Binet Intelligence 3cale in November
and December, 1967. The purpose of this testing, as in the middle-
class, was to determine to what extent differences existed among the
children of different groups before nursery school education began.
Four examiners, including the author, administered the test individ-
ually to fifty-two disadvantaged children. The Peabody Picture
Vocabulary Test was not given to this group because it had been used
by the Head Start Testers.




It should be noted that there were eighty-two disadvantaged
children enrolled in these classes at that time. Two Head Start
mothers declined to allow their children to participate in the study,
four children were untestable (brain-damage, lack of speech, and
fear and/or negativism). Twenty-four children were absent or had
already dropped out of the program by the time of the initial testing,
and some had enrolled only the month before! (In the Head Start
classes, testing could only be conducted at designated times, which
made it impossible to get scores for some of the children who had not
dropped out but had only been absent on testing days.)

Testing was difficult with these children. It was the first
time many of them had had a one-to-one relationship of any kind with
an adult. Their poor pronunciation, unusual speech patterns, and
shyness with the testers (in spite of long periods to establish
rapport) probably lowered their scores. However, the testing condi-
tions, though still far from ideal, were better generally than those
in the middle-class schools.

The same test procedure was used with the disadvantaged
children as with the middle-class children, beginning testing at
#3-6 Buttons.

Testing the Teachers.--During the month of February, seven
teachers, five llontessori and two traditional, completed the Minnesota
Teacher Attitude Inventory.

Testing the lMothers.--The llaryland Parent Attitude 3urvey was
administered individually in their homes to the mothers of children
attending the chosen classes by three mothers who had been trained
in the techniques of using the survey with others. Instructions to
these mothers were read and explained by the testers. If the mother
was unable or did not want to read the survey, the tester read it
for her. After completion of the survey, the mother was paid $5.00
(as required by Head Start). Two mothers refused to participate
(one claimed invasion of privacy and the other that she so seldom
saw her son or had anything to do with him that her attitude had no
effect on him). Two mothers were not at home when the tester called
(after making two appointments to be there) and did not return the
blank the tester left for them. A total of forty-eight mothers
completed the Maryland Farent Attitude Survey.
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Retesting the Children.--The Caldwell Preschool Inventory
was given to all children still attending the schools chosen for
study the first two weeks of June. In addition, the Stanford-
Binet Intelligence Test was readministered at this time. The
final sample was ccmposed of thirty-eight disadvantaged children.

sSummary

The manner in which the experiment was conducted was
discussed in the preceding chapter. The nature cf each sample
was examined and the procedural steps were reviewed in detail.
The instruments used in the study were analyzed and discussed.

The analyses of the data follows.




CHAPTER IV

ANALYSIS OF DATA

This section includes the analysis of teacher attitude
scores, maternal attitude scores and children's scores on pre-
liminary and final testing for both middle-class and disadvantaged
children and adults. Comparisons of teacher and maternal attitude
scores are made at the end of the section.

The liiddle Class

Teacher Attitude Scores

. Scores on the liinnesota Teacher Attitude Inventories were
divided at the median for high and low teacher attitudes. Table 2
shows the scores obtained by the lfontessori teachers and the tradi-

* tional teachers. The score forty-seven, though the median itself,
was considered in the low group for llontessori teachers, and 33 in the
high group for traditional schools. Numbers 37 and 33 were obtained
by teachers in the same class.

There were many more lfontessori teachers involved in the
study than traditional teachers because of the fact that each
lfontessori class had only a few children 3-0 to 3-11 who had not
previously attended school, while whole classes of twenty or more
were obtained in the traditional schools.

A llann-thitney U test was used to determine whether or not
significant differences existed between the groups. There was no
significant difference between the attitudes of teachers in the
Traditional-school-high group and the liontessori school-low group.
In effect, then, there were really three groups of teachers: having
the highest scores, liontessori-school High; the middle group;
traditional-school high and lMontessori school low; and the lowest
group, traditional-school low.




TABLE 2

ATTITUDE SCORES AND I"'EANS FOR NINE I'ONTI.SSORI AND
FIVE TRADITIONAL NURSERY SCHOOL TEACHERS ON
THE I'TNNESOTA TEACHER ATTITUDE INVENTCRY

llontessori Traditional
68 50
6l liean = 61.5 37 liean = LO
58 33
56
L7 16
L7 lean = 37.6 Mean = 9.5
L6 3
30
18
lMean = L7 | Mean = 27.8

Mann-thitney U for p = .393. (No significant difference between
Montessori low and Traditional high).

Since it was not possible to have two comparable groups of
teachers at each level, it was decided not to include the teacher
attitude variable in the analysis of variance.

In order to determine the degree of relationship between
teacher attitudes and nursery school children's achievement scores,
several Pearson Product lfoment Correlations were completed. These
yielded near-zero correlations between teacher attitude scores on
the MTAI and children's scores.on the Caldwell. For the total group,
the correlations ranged from .03 to .18.

"hen further divisions by sex were made some correlations
were significant. Boys achievement scores were correlated with
teacher's scores from .07 to ~.16. Girls correlations ranged from
.22 to .36.

Two subscores and the total achievement score reached
significance at .05 between girl's achievement scores and teacher
attitude score on the MTAI.




Maternal Attitude Scores

To obtain high and low groups for maternal attitudes, scores
on the Disciplinarian and Indulgent scales were added together for
each mother. The median was found to be li5.1. Those mothers above
L5 were considered in the high group for maternal attitudes. Those
below 45 were considered in the low group.

Children's 3>cores

It had been planned originally to match groups of students in
each type of nursery school--on age, sex, IQ and vocabulary. 'Vith
the loss of students in each school through illness, change of
residence, and changes in teachers and administrators, it soon
became evident that such matching was impossible. Therefore, it was
decided to analyze the original information obtained on each student
to determine whether or not any significant differences existed
among the treatment groups before the study began.

Results of the preliminary testing are presented in Table 3.
This included only those children who attended school through the
third week in liay, whose teachers completed the year, and whose
mothers completed the liaryland rarent Attitude Survey.

TABL: 3

RESULTS OF PRELIITINARY TTSTING--I1EANS FOR AGE (IN I{ONTHS),
IQ (STANFORD-BINZT) AND VCCABULARY (FEABODY PICTURE
VOCABULARY TEST)FOR EIGHTY-T"/O
IIIDDLS CLASS CHILDR:LN

Montessori Traditional

High Maternal Age 39.9 40.8
Attitude 1Q 121.) 11L.9

Voc, 31.8 26

N 23 18
Low Maternal Age Lo.2 L0.2
Attitude 1Q 118.1 11L4.9

Voc. 31.2 29.4

N 23 18
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It should be noted that the lHontessori school children had

a slight edge in IQ on the original testing, but this was not signi-
ficant.

Children's achievement scores were assigned to the following
groups:

1. Montessori school, Maternal attitude high
2. Montessori school, I'aternal attitude low

3. Traditional school, llaternal attitude high
L. Traditional school, lMaternal attitude low

Final Analysis of Achievement Scores.--In the analysis the
unweighted means method of solution for an analysis of variance for
unequal n's described by ‘iiner was used.- Each sub-test was analyzed
separately. An alpha level of .05 was used to determine significance.
Table L chows the significant I* Ratios and source of variation for
the tests. The complete analyses are fcund in Appendix A.

TABLZ

F RATIOS SIGNTFICANT AT 05 FRQG* ANALYSES OF VARIANCE
OF CALDWELL FRESCHOOL INVENTORY SCORES FOR
EIGHTY~T'IO "IDDLE CLASS CHILDREN

Area Tested Source of Variation F Ratio
Part I, Personal-Social Type of Nursery
Responsiveness 3chool L.12
FPart ITI, Associative Type of Nursery
Vocabulary School L.60
Total Score Type of Nursery
School 554
1

B. J. Viner, Statistical Principles in Ex erimental Design
(New York: IlicGraw HilT Book Co., 1962), pp. 103-10L and 231-231,
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The Hartley test for homogeneity of variance was used to
rule out the possibility of significant differences among the
variances, following Viner's suggestion that the Bartlett test for
homogeneity of variance is overly sensitive to non-normality of
distribution. For this reason he does not recommend it as a pre-
liminary test for analysis of variance. Using Hartley's test, no
significant differences (at .05) among the variances were found.

The Disadvantaged

Teacher Attitude Scores

Scores on the liinnesota Teacher Attitude Inventory were
divided at the median for high and low teacher attitudes. Table §5
reports the scores obtained by the liontessori and the traditional
nursery school teachers.

TABLE 5

ATTITUDZ SCORES AND " "ZANS FOR FIVE :"ONTESSORI AND TV/O
TRADITIONAL TEACHERS OF DISADVANTAGED NURSLRY
SCHOOL CHILDREN ON THE MINNESOTA TEACHER
ATTITUDZ INVENTORY

Montessori Traditional
81
60 llean = 62.67 88
L7
32 llean = 26 3L
20
lMean = L8 lfean = 61

On April 1, one of the traditional-school teachers was re-
assigned to another school. This made it difficult (if not possible)
to assess the importance of the teacher variable in this case. Be-
cause of this and the fact that the final sample was so small, it was
decided to abandon the original design for this part of the experiment
also and to use only two factors in the analysis of variance.
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Teacher attitude scores, however, were correlated with
children's achievement scores in order to try to determine the
degree of relationship between teacher attitudes and disadvantaged
nursery school children. These were generally negligible ranging
from ~.07 for boys to a high of .25 for girls.

Maternal Attitude Scores

As with the middle class group, scores on the disciplinarian
and indulgent scales were added together for each mother and the
median of each school group was found. Those mothers above L2 were
considered in the high group; those below were in the low group for
maternal attitudes.

Children's Scores

Children's final achievement scores were assigned to the
fcllowing groups:

. Montessori school, liaternal attitude high
. .‘ontessori school, l‘aternal attitude low

. Traditional school, lMaternal attitude high
. Traditional school, lMaternal attitude low

1
2
3
L

It was not possible to match groups of disadvantaged children
in each type of nursery school on age, sex and IQ. Therefore, it
was decided to analyze the original information obtained on each
student to determine whether or not any significant differences
existed among the treatment groups before the study began as in the
middle class section. This information is presented in Table 6.

As proposed earlier, a test was made between the mean
achievement scores of children attending the two types of liontessori
classes: those which had middle-class children participating as well
as lower-class and those which did not.

Table 6 shows great differences in age and IQ among the
treatment groups. Using the norms in the Caldwell Preschool Inventory
Directions for Adminis%ering and Scoring the raw scores were changed
Into percentiles and the percentiles into T scores for the analysis
of variance. This had the effect of controlling for the age differ-
ences.
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TABLE 6

PRELIINARY TESTING~-1'EAN STANFCRD-BINET IG AND AGE IN MONTHS
FOR FOURTZEN TRADITICNAL AND T7ENTY-FOUR }iONTESSORI
DI SADVANTAGED NURSERY SCHOOL C(HILDREN

Montessori Traditional
Group I Group III
lfaternal Attitude IQ 99 79.2
High Age L1.6 49.0
N 12 6
Group IT Group IV
Maternal Attitude 1Q 91.4 85.0
Low Age L7.1 L8.3
N 12 8

Final Analysis ¢. Achievement 5cores.-~The analysis of variance
for the four parts of the achievement test and the total scores were
made using an unweighted means analysis described by 'fAiner. Table 7
shows the significant F ratios over all parts of The Ireschool Inventory.
The five analyses of variance tables are presented in Appendix B as
well as an analysis of variance of the change in I scores.

Following Viner's suggestion2 the Hartley test for homogeneity
of variance was used. There were no large departures from homogeneity
of variance and the experimental hypothesis was upheld in each case.

Using a lfann-t'hitney U Test, scores of liontessori and Tradi-
tional tezchers from both middle and lower classes were compared.
The mean for lMontessori teachers was L7.9, for traditional teachers,
37.3, not a significant difference.

;Winer, Statistical i’rinciples in Experimental Design, p. 95.
Ibid.




TABLE 7

F RATIOS SIGNIFICANT AT .05 FOR PARTS AND TOTAL SCORES
ON CALDVELL FRESCHOOL INVENTORY BY THIRTY-EIGHT
DI SADVANTAGED CHILDREN

Area Tested Source of Variation FF Ratio
Part I, Personal- Type of Nursery

Social Responsiveness School 17.3
Part II, Associative Type of Nursery

Vocabulary School 9.2
Fart III, Concept Type of Nursery

Activation - School 10.4

Numerical
Total Score Type of Nursery

3chool 13.3

A1l middle-class teachers' scores were compared with all dis-
advantaged-teachers' scores using the liann-lihitney U Test. Teachers
of the disadvantaged had a mean score of 51.7, higher, but not signi-
ficantly so, than the teachers of the middle-class who obtained a
mean of L0.6.

Differences were significant between middle- and lower-class
mothers on two of the four scales of the l'aryland Parent Attitude
Survey. Lower soczioeconomic class mothers were more disciplinarian
and less indulgent than middle-class mothers. Differences on the
protective and rejecting scales were not significant. (See Table 8).

Summary
Teacher and maternal attitude scoree< were analyzed and
differences between teachers and mothers oi .middle-class and dis-
advantaged children were presented. For different reasons, it was
decided to drop the teacher variable from both the middle class and
the disadvantaged parts of the project.
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TABLE 8

IizAN SCORES ON FOUR SCALES OF THE MARYLAND PARENT
ATTITUDE SURVEY FOR EIGHTY-TVIO MIDDLZE~ AND
THIRTY-EIGHT LOWZR-CLASS MOTHERS

Disciplinarian Indulgent | Protective Re jecting

lMiddle Class

M 23. 7k 21.37 25.82 18.65
3D 5.83 6.87 5.12 6.27
N 82
Disadvantaged

I 26.71 18.03 27.79 17.13
SD 5.10 6.63 5.67 5.60
N 38

t 206775' 2.)_].87(' 1087 1027

p L .05

Correlations made with teacher attitude scores and nursery
school children's achievement scores were generally negligible with
the exception of two subscores and the total scores which were
positively correlated significantly for middle-class girls.

High and low groups for maternal attitudes were found for
each socioeconomi~ level by adding the Disciplinarian and Indulgent
scales and dividing at the median. The dividing score was higher
for the middle-class sample, with a median of L5 compared to the
L1 of the disadvantaged sample. Children's achievement scores were
assigned to one of the following groups for each socioeconomic level:
fontessori or Traditional school with high or low maternal attitudes.

The results of the several analyses of variance of achieve-
ment scores for both middle class and disadvantaged children were
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presented. Type of nursery school training was found to be
significant for two subtests and the total scores for middle-
class children and for all parts of the test and the total for
disadvantaged children.

These results, their significance and possible conclusions
which may be drawn from them are the topics for discussion in the
next chapter.

L2




CHAFTER V

DISCUS3ION

An analysis of variance of each part of the Caldwell Preschool
Inventory was made for each socioeconomic level in order to determine
areas of strength and/or weakness. The unequal distribution of
teacher attitude scores between Montessori and traditional nursery
school teachers in the middle class and the loss of a traditional
nursery school teacher mid-term necessitated a change in experimental
design and the elimination of the teacher attitude variable from the
analyses of variance. However, correlations between teacher attitude
and achievement scores were made. The performance of the middle-
class children is discussed first, after which the performance of the
disadvantaged children is examined. The correlations with teacher
attitude are considered also.

An examination of Tables L and 8 showsone factor significant:
type of nursery school training.

Type of Nursery-5chool Training--¥iddle-Class Children

Middle-class children who attended lontessori schools obtained
higher achievement sccres in all areas--Personal-social Responsiveness,
Associative Vocabulary, Numerical and Sensory Concepts—-than children
who attended traditional schools. (See Appendix C). Each area of
the achievement test will be discussed separately, considering both

the middle-class and the disadvantaged child's performance on each
part. The differences in achievement are seen as evidence of greater

cognitive maturity of the lMontessori school child. The program of the
school itself and the classroom organization which implements it also
will be examined in order to consider their contribution to the more
effective cognitive functioning.

Personal-social Responsiveness
In the analysis of Fersonal-social Responsiveness, the first

part of the Caldwell Preschool Inventory, Factor A, type of nursery
school training was significant at .05. Children attending lMontessori
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schools obtained higher scores on this aspect of the test than did
children attending traditional schools. Therefore, Hypothesis 2,
in which it was stated that the level of ability in Personal-social
Responsiveness of children attending traditional schools would be
significantly higher than that of children attending liontessori
nursery schools.must be rejected.

Personal-social Responsiveness was designed to measure the
child's knowledge of his world and to measure his ability to establish
rapport with and to respond to verbal instructions of an adult.
thile it is necessary to have some rapport with an adult in order to
be able to answer the questions and carry out the directions of this
part of the test, it seems obvious from an inspection of the items
that this is not the only attribute necessary for success. A knowl-
edge of several kinds of concepts is necessary to be able to do the
tasks required; concepts such as loudly, softly, on, under, or middle-
sized. In spite of the fact that this secticn of the test was
designed to measure practical abilities and che ability to establish
rapport, it contains a conceptual factor highly related to the general
cognitive functioning of the child.?

It is difficult to determine how many of the concepts necessary
for success in this area were taught directly by the traditional schools
because of the less structured type of curriculum employed. It is
known, however, that some of the traditional schools involved in this
study did put some emphasis on the learning of color names. Vhich
of the other concepts that were taught in the traditional schools can-
not be determined.

The reason that lMontessori children should do better on this
factor than traditional school children remains to be considered.
That children in lMontessori schools are taught directly some of the
concepts necessary to performing well on this part of the test is
probably not an important factor. They are taught their names,
concepts such as loudly and softly, and color discrimination. Generally,
they are not taught their age, birthday, parts of the body, to wiggle
or jump, which account for twelve points out of the twenty-six. Only
part of the higher scores on this concept, then, can be attributed
to direct training.

1Caldwell, The Preschool Inventory, Directions for Administer-
ing and Scoring, p. 2.
¢Caldwell, The Preschool Inventory, Technical Report, p. 18.
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Several other explanations are possible: one, Montessori
children are encouraged to do things independently; by nature of
their program, they may have become quite competent in their school
enviromment and perhaps in the larger sense of the word, in the world
in which they live. Because of these factors, they may be able to
handle new situations (i.e. testing) with greater ease and proficiency.
On the other hand, 'ontessori children may have attained a higher level
of cognitive maturity through their more extensive cognitive experiences.
This may have enabled them to attain a higher score on this part of the
achievement test.

Associative Vocabulary

For Part II, Associative Vocabulary, the difference in achieve-
ment scores is significant at the .05 level in favor of middle class
Montessori children. In carrying out actions and making associations
between words, as well as in supplying labels, iiontessori nursery
school children were found to be superior to their counterparts in
traditional nursery schools.

The difference in achievement on this factor points teo the pos-
sibility that, for the middle class children at least, liontessori ehild-
ren developed more complex cognitive structures than non-Montessori
children. This will be discussed in greater detail later in this
chapter.

Results of this study follow the pattern eemmon to other
Montessori- non-Mentessori studies, (Argy,l Fleege,2): that Mentessori
children were consistently higher in verbal abilities.

Concept Activation-Numerical

On the third part of the test, Concept Activation-Numerical
there was no significant difference between the two middle eclass groups.
In the light of the better performance by children in Montessori schools
en the other parts of the test, their poor scores here were not expected.
Montessori children are taught, directly, numerical relationships. It
is possible that the traditional schools may alse have taught counting
and concepts such as more, few, first, second, etc., and it is pessible
that the traditional schools taught them as well as the Montessori

lirgy, Rehabilitation Literature, XXVI (1965), 294~30L.
Fleege, "A Study ol the Comparative Effectiveness of Montessori
Presehool Education."
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schools. Or, the Montessori children may not have reached the count-
ing and number stage in the prescribed curriculum. (Arithmetic is

not taught until the child complete the exercises of Practical Iife
and the Sensorial 'aterials.) According to one nursery school teacher,
most of the children in the study had not used most of the Montessori
numerical apparatus as they would not normally have rezched this step
during their first year in the program.

Concept Activation-Sensory

The results of the analysis of variance for Part IV, Concept
Activation-Sensory, are also interesting in that there are no signi-~
ficant differences on this factor. One would expect that sensory
concepts, an important part of the training of “‘ontessori children,
would be one of the areas in which Montessori children would excel.
But this was not the case. The results approach significancde (.10).
The middle-class children in lontessori schools performed only
slightly better than children in traditional schools in this area.

From the foregoing, it seems that the specific toncepts
taught in Montessori schools did not contribute greatly to the
greater achievement of the Montessori child. The Montessori child
did most poorly when cempared to the traditional-school child in
that area which was taugh® directly: the sensorial. The question
remains then, why did the middle-class children in the Montessori
schools perform better in overall achievement than middle-class child-
ren in traditional schools? Table 4 shows this difference to be signi-
ficant at the .05 level of confidence. An attempt to answer this
question will be made after a review of the scores of the disadvantaged
children.

The Disadvantaged

Initial Scores

Consideration of the test performance of the disadvantaged
children must be taken in light of the original IQ scores of this
group. The mean scores, (Table 6) show great differences in both
IQ and age among the groups. The Montessori children were younger,
but they obtained higher IQ scores. The traditional school children
were older, but obtained lower scores. Surely, the "cumulative
Beficit" of disadvantaged children is not already so flagrantly in
operation!
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There may be several reasons for the differences in
original IQ scores. The one which probably merits the greatest
consideration is based on informal observation. Several of the
testers, independently, commented to the author and confirmed
her own observations that children who attended the Head Start
lfontessori schools as well as the llontessori school for both
middle and lower class children seemed to have better home en-
vironments than children from the traditional schools used in this
project. It was felt that they had more stable families, greater
participation by fathers, and parents who seemed to care more
about them and their attendance at school. Some of the observations
that led to these conclusions were: the time of arrival at nursery
school (anywhere between 9:30 and 11 for a 9~12 session compared with
schools whose children were generally there by 9 or sometimes before
9 for breakfast); participation in parents' meetings: at one tradi-
tional school such a meeting produced two mothers; at the other
school, twenty-two parents (both men and wemen) whose children
attended liontessori classes attended. It is certainly possible that
this difference in home environment may have contributed to the
differences in initial IQ.

¥hile it was felt that this factor was not directly related
to the type of nursery school in which the parents enrolled their
children, is certainly a complicating factor in the study of achieve-
ment of children attending different nursery schools. It is possible
that the children in the liontessori schools were drawn from a more

settled neighborhood with more stable family organizations than the

children who attended the traditional schools. Perhaps the original
designation of lower socioeconomic class, using Head Start standards,
was not sensitive enough a measure. The differences within this

group may still be very great. (It should be pointed out here that
an attempt was made to include participation of a traditional-nursery

school class which met in the same school building as the Head Start
lontessori classes, but this was not permitted by Head Start

researchers. )

Achievement Scores

The most striking aspect of the achievement scores of the
disadvantaged children is the fact that three groups performed
equally weil, while the third was consistently lower. Groups I
and II, both lfontessori-school children, and Group IV, Traditional-
school, maternal attitude low were similar in their performance
throughout the achievement tests. (See Appendix D).

It may be the equating of the age-If. differences which
enabled the children in the three groups to perform equally well.
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Group I was the youngest (L1.6) but had the highest IQ (99.0)
originally. Group II was older (47.l) and had a lower IG than
Group I (91.4). Group IV, older still (L8.3) had a lower IG (85.0).
Yhen the raw scores were changed to standard scores, the age
differences was controlled and the children's performance seemed

to be in line with their intelligence scores.

It should also be mentioned that one of the traditional-school
classes met for only two hours a day. However, during most of the
year, the Head Start classes had only about tw» hours class time as
the children ate breakfast at the beginning of the morning and stopped
early for lunch. (By spring, this seemed to have changed somewhat for
one center, although starting time was still late.)

Considering the great differences in age and IG in the sample
groups, it might have been better to have included the Caldwell in
the initial testing battery. In that case the score used in the
final analyses would have been a '"change" score. These problems
could be considered more seriously if the sample had been a little
larger. little of value can be said about Group III, the lowest
performing group, which contained only six children.

Change in IQ

On the change in intelligence scores, the traditional-school,
maternal attitude high and the two liontessori groups made the
greatest gains. The traditional-school, maternal attitude low group
(IV) did most poorly here. The F tests on the analysis of variance
were not significant, howcver. (See Appendix B).

Nursery Sch»ol Training

The value of different types of nursery school training for
disadvantaged children is difficult to ascertain, given the fore-
going problems. There are certain facts which should be pointed out,
however. Children in the two Montessori groups obtained the highest
IQ scores at the beginning of the study, and they made greater gain
in IQ scores than children in the traditional school groups. The
average gain in IQ for the liontessori children was 6.05 points while
the traditional school children averaged a gain of 2.61 points. These
differences were not significant, but the direction seems to follow
that of the middle class study: the children in the }ontessori
classes seemed to increase their cognitive abilities to a greater
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extent than the children in the traditional school classes.
Vhether this is due to the type of nursery school training or
the quality of their home life cannot be definitely determined
at this time.

The middle class study points toward the liontessori
classes as being the chief cause of differences in cognitive
abilities of preschool children. An explanation of the reasons
for this will be given next.

Cognitive }laturity and the liontessori-School Child

There are several reasons which may account for the differ-
ences in cognitive functioning between the traditional school and
the Jlontessori-school children. The first will be discussed in
terms of cognitive maturation. Other possibilities will be con-
sidered in terms of motivation and classroom organization.

The Development of Cognitive rrocesses

The way in which a person learns and the growth of mental
functions have long been recognized as problem areas but have never
been satisfactorily explained by traditional stimulus-response
learning theorists. The cognitive theorists, on the other hand,
have produced theories which account for a wide variety of learning
phenomena. Following their work, and more specifically that of
Fiaget, the position taken in this paper is that cognitive structures,
rather than responses, are learned, and that learning occurs as the
individual is able to assimilate new information into his existing
cognitive structures, and to adapt it to fit his existing intellectual
organization.l

Cognitive growth is possible through the continuous inter-
action of assimilation and accommodation. Ixplaining (iaget's theory,
Flavell states,

To the extent that a newly accommodated-to feature can fit
somewhere in the existing meaning structure, it will be
assimilated to that structure. Once assimilated, however,

lJohn H. Flavell, The Developmental Psychology of Jean Piaget
(Frinceton, N.J.: D. Van Nostrand Co., Inc., 1963).
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it tends to change the structure in some degree, =znd

through thii change, make possible further accemmodatory
extensions.

In addition, such structures are continually changing and reorganiz-
ing even in the absence of envir nmental stimulation.

However, the organism cannot assimilate everything in the
enviroiment.

The organisn. can assimilate only those things which past
assimilatioris have prepared it to assimilate. . . . A new
assimilating structure must always be some variate of the
last one acquired and it is this which insures both the
gradualness and the continuity of intellectual development.

Vhen the mental processes are far enough advanced that self-contra-
dictions occur, the process riaget calls equilibration is set in
motion to reorganize and transform the previous knowledge.

It follows that the child, using the Ifontessori system of
precisely graduated materials, would find it easy to assimilate and
adapt new concepts into his existing structures because progress in
each area is gradual. The variety of perceptual and cognitive
exercises in all areas and the fact that the child is allowed to
repeat an exercise until he feels ready to go on would all contri-
bute to his greater intellectual development according to this theory.
These perceptual-cognitive exercises expand his knowledge of his
environment, improve his ability to conceptualize and make him better
able to adapt to new problems and exercises as they arise.

Support for the fact that the environment performs an
essential role in the kind and rate of development of the child comes
from sources other than iiaget. Hunt, relying on the work of Hebb
and others, has pointed out that the more and greater variety of
experiences the child has, the better able he is to cope with new
and more complex experiences. Or, in his words, “The greater the
variety of situations to which the child must accommodate his

behavioral structures, the more differentiated and mobile they
become. "

;Ibid., p- L9.
Tbid., p. 50.
3Hunt, trreschool LEducation Today, pp. 25-721.
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Zffect of Classroom Organization

There are other aspects of liontessori schools which should be
mentioned here because they affect intellectual development. The
first is the fact that children in liontessori schools work individually
on things that interest them. There is no attempt to keep children
doing the same thing at the same time. In this way, each child pro-
gresses according to his own abilities. As Blank and Solomon~ have
pointed out, learning is an individual experience. 9Tf learning is
to occur, the child must involve himself actively with the stimuli so
as to comprehend their significance." This occurs less often in a
group situation, where it is possible to sit passively and not parti-
cipate, or perhaps only imitate others. Furthermore, the child in
the liontessori school is allowed to work with his choice of equipment
for whatever length of time he chooses. He may wash a table, play
with the number rods, or just watch other children all morning if he
so chooses.

In such a setting the child has an opportunity to find those
particular circumstances which match his own particular phase
of develorment and which provide the proper degree of incon-
gruity for intrinsic motivation. This may well have the
corollary advantage of making learning fun and the school
setting interesting and attractive.

Undoubtedly, this match of child to activities contributes much to
each child's learning in a liontessori classroom.

Another aspect of Montessori schools to which the greater
mental abilities, particularly verbal ability, may be attributed, is
that children of different ages, 3-6 years, are together in the same
classroom. This has the obvious advantage for the younger children
of having many models for imitation, particularly bhetter speech
models, than are present in the traditional schools (where three-year-
olds have only other three-year-olds to imitate.) This fact of daily
interaction with older children may be one of the factors which
greatly enhances the young child's ability to communicate verbally.

Ufarion Blank and Frances Solomon, A Tutorial Language
Program to Develop Abstract Thinking in Socially Disadvantaged Pre-
s%hool Children,” Child I'evelopment, XXXIX, No. 2 (June, 1968), 379-
389.

Hunt, rreschool iducation Today, p. 39.
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The motivation of the child is also increased by this grouping as
the young child wants to be able to do what the older children are
doing.

According to the hypothesis on which this study is based,
type of nursery school training is not the only important factor in
the intellectual development of the child. '%e shall turn, then, to
two other important variables: maternal attitudes and teacher
attitudes.

llaternal Attitudes

It had been hypothesized that those mothers who were warm
and nurturant as well as firm and demanding would create in their
children a high need for achievement. These high need achievers
would learn more than children whose mothers were less nurturant and
demanding. This hypothesis must be rejected. Factor C, maternal
attitudes, had no significant affect on the achievement of nursery
school children in this study. (Sec Appendices A and B). ‘

Problems Relating to the 1iPAS

In understanding this result, the first possibility to consider
is that the mothers who were most firm ard demanding and warm and
accepting might not have been s . ~: d by the process used in the study.
That is, adding the scores on the two scales and then finding those
mothers above and below the median might have included many mothers

who were very highly indulgent or very highly disciplinarian. There- ’

fore another study was made, this time finding the median of each
scale separately. Those mothers who were above the median on both
scales, then, were termed the ''high" group and those below the 'low"
groups (There were only a few parents in the high groups in each
cell.

An analysis of variance was made wi th this new criteria for g
the "C" factor. The results were similar to the first analyses with ;
one exception, Factor A, type of nursery school training was signifi- §
cant at .05 on rart IIT of the achievement test, concept activation- ‘
numerical.

The next possibility considered was whether or not proper
assumptions were made concerning the four scales of the liaryland




Farent Attitude Survey. Brody1 found a high negative correlation
between the disciplinarian and the indulgent scales on the I1PAS,
which might indicate that parents high on the disciplinarian scale
would be cold and unaccepting toward their children. This possibil-
ity is not upheld by other research. Becker, et al.? refuted by

T TR O T T R T Y I ke L ke L

factor analysis the belief that parents who are accepting are
necessarily permissive, democratic, and nonpunitive. Milton3 also
found warmth and permissiveness to be two independent dimensions.
lotelt reported that the four strongest items from her "Pressure
for Achievement and Independence Scale' correlated highly witE
three items from the Infant Varmth Scale. Baumrind and Black
reported, "Firm demanding behavior on the part of the parent was
not associated . . . with punitiveness or lack of warmth. The
opposite was true.!

Br'ody'6 also correlated scores on the llaryland rarent
Attitude Survey with the Farental Attitude Research Instrument.
She found the disciplinarian scale of the liPAS related to the
Authoritarian scale of the PARI (p .05). The indulgent scale
of the MPAS was positively correlated with the democratic scale
and inversely correlated with the hostility-rejection scaie
(p .05 for both). The lMaryland Parent Attitude Scale therefore
has concurrent validity.

Perhaps more important for the present research, Brody
tried to determine whether several maternal attitude factors could
be related to maternal behavior when the mother was observed with
her child in a standardized play situation. Her findings did not
support a strong relationship between expressed maternal attitude

1Grace F. Brody, “Relationship Between lMaternal Attitudes
and Behavior," Journal of rersonality and Social Psychology, II, No. 3
(1965), B: 318.
Becker, et al., Journal of Consulting Psychology, XXIIT, 107-118.
36. A. IiTton, "A Factor-Analytic Study of Ohild-Rearing
Behaviors," Child Development, XXIX, No. 3 (September, 1958),
Pp- 381-&92.
Florence Blades liote, "The Relationship Between Child Self
Concept in School and rarental Attitudes and Behaviors in Child
Rearing,” (unpublished Ed.D. dissertation, Stanford University, 1966.)
5Baumrind and Black, Genetic Psycholqu Monographs, LXXV, L3-88.

6Brody, Journal of Personality and Social Psychology, II, No.
3 (1965), 318.




and observable behavior in a standardized situation. However,
she did find the MPAS Disciplinarian Scale to be ielated to
behavior which restricted the child's activities.

_ Contradictory viewpoints concerning restrictive behavior
have been reported. Restrictive behavior has been found to be
related unfavorably to children's conduct? i‘avorably'3 and unfavorablyh
® intdlectud achievement. In the Baumrind and Black study, sons
whose mothers were restrictive and did not pegmit them to explore
the environment exhibited dependent behavior.” If then, the disci-
plinarian parent of the liPAS describes a parent who is not only
demanding but restrictive, this lack of freedom on the part of the
child may not have permitted maximum opportunity for tge develop~
ment of motivation or skills conducive to achievement. Further
validity studies of the scales of the ifaryland Parent Attitude
Survey would be necessary to verify this assumption.

Other farental Facters

It has been suggested that the expectations and goals of
the parents, their values and levels of aspiration, are more important
than attitudes toward discipline, etc. Harris has ‘suggested that it
may be better to study the "parent's hopes for the child, his image
of the adult the child might become." It would be - expected, however,
that parents who hold high goals and aspirations for their children

lIbid., p. 320.

W. H. Lyle and Z. E. Levitt, “runitiveness, Authoritarianism
and Parental Discipline of Grade School Children,* Journal of Abnormal
and Social Psychology, LI (1955), L2-L6.

°A. L. Baldwin, J. Kalhorn and F. H. Breese, “Fatterns of
Farent Behavior," Psychological Monographs, LVIII, No. 3 (1945), 268.
Drews and Teahan, Journal of Clinical Psychology, XIII,
No. 4 (October, 1957), 328-332.

Baumrind and Black, Genetic Fsychology lionographs, LXXV
(1967), 325.

David C. lMcClelland, et al., The Achieving Society

(Princetgn, N.J.: Van Nostrand Co., 1958), chapter 9.

Dale B. Harris, 'Conceptual and iiethodological Develop-
ments in Parent-Child Research," Child Development, XXXI, No. L
(1960), 821.




would expect and demand more from them, and that
would be evident from the disciplinarian scale.
hand qualitative differences might exist. Nichols and Holland
report that the parents' desire that his child be conforming or
possess socially desirable traits (happy and well-adjusted, etc.)
is negatively related to achievement in the child. They also
reported that when parents were not interested in an area, the

child's achievement in that area was inhibited. 1

these attitudes
Cn the other

Some parents are

more interested in physical prowess—-games and sports, for example--
than they are in reading or intellectual exercises. This type of,
attitude probably was not tapped by iilaryland rarent Attitude Survey.

There are several other aspects of parent-child interaction

which may have bearing on the achievement of the

child and which were not

detected by the }M{PAS. One of these is the involvement by parents
with their children. Durkin surmised that the most important factor
about the parent: of early readers was their presence-~and their

participation in activities with their children:

reading and answer-

ing questions, for example.? Honzik also reported the importance of
able and concerned parents and an "activating" mother which were

positively related to cognitive development.

Birth order may also be important. Rothbart found that
mothers exerted more direct pressure for achievement, on first-born
children and were more anxious about their performance on a picture-

naming task. Hilton, however, found first-borg
cantly more dependent than later-born children.

children signifi-~

Robert C. Nichols and John L. Holland, “
First Year College Performance of High Aptitude S
ical Monographs, LXXVII, No. 7, ¥hole No. 570 (19
‘%urkin, Children ‘/ho Read Early, p. 136.
3Marjorie—ijanzik, "Environmental Corre
Growth: Prediction From the Family Setting at Tw
Child Development, XXXVIII, No. 2 (1967), 337-36L

Frediction of the
tudents," Psycholog-
63), 1-290

lates of liental
enty-One lonths,"

Ylary L. K. Rothbart, "Birth Order and Mother Child Inter-
action," (unpublished Fh.D. dissertation, Stanford University, 1967).

Irma Hilton, "Differences in the Behavio

r of Mothers

Toward First- and Later-Born Children," Journal of Personality and
Social Psychology, VII, No. 3, Part 1 (1567, 282-250.
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The importance of family size on parent-child interaction
should not be overlooked. Lansky found that the family structure
affected the attitudes of parents toward their children.

Finally, sex difference should be considered. It is known
that attitudes of mothers and fathers and the pattern of familial
relationships varies for male and fﬁnale children. Findings of* .
Honzik,3 Baumrind and Black,% Baer, Bing,6 and Nichols and Holland?
suggest a marked sex difference in the relevant affectional millue
which related to cognitive development. Bayley and Schaefer found
marked and consistent sex differences betwgen maternal behaviors
and intelligence scores in boys and girls.

Type of Achievement Behavior Ilieasured

So far the problems relating to the instrument used to assign
parents to groups and the possibility that other parental factors may
have been important in the achievement behavior of children have been
discussed. Now we may consider another problem: the kind of achieve-
ment behavior measured. Crandall, Katkovsky and i reston have suggested
five areas of possible achievement behavior: intellectual, physical
skills, artistic-creative, mechanical and social. They further state
that achievement behaviors are not global--that they may vary markedly

lLeonard M. Lansky, "The Family Structure Also Affects the
liodel: Sex-Role Attitudes in Farents of rreschool Children,* lierrill
Falmer Quarterly, XTII, No. 2 (April, 1967), 139-150.
¢li. L. Kohn and Z. E. Carroll, "Social Cl?ss a?d Allocation
of rarental Responsibilities,! Sociometry, XXIII (1960), 110.
JHonzik, Child Development, XXXVIII, No. 2 (1967), 358.
hBaumrind and Black, Genetic Fsychology lonographs, LXXV
(1967), 358.
Daniel J. Baer and T. A. Ragaster, "Relationship Between
Perceived Child-Rearing rractices and Verbal and Mathematical
Ability,” Journal of Genetic sychology, LXXXV, No. 1 (1966), 105-108.
Z. Bing, "Effect of Child Rearing lractices On Development
of Diiferential Cognitive Abilities," Child Development, XXXIV (1963),
631-6L8.

TNichols and Holland, Psychological Monographs, LXXVII, No. 7,
Thole No8 570 (1963), 20.

Nancy Bayley and Earl S. Schaefer, "Correlates of Maternal
and Child Behavior in the Develcpment of lfental Abilities," llonographs
of the Society feor Research in Child Development, XXIX, No. & 11955;.
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from one area to another.l Harris suggested that achievement needs
may vary systematically with developmental stages, and that achieve-~
ment needs in the young child may relate more to motor Sxploration

of the environment than to any other types of behavior.¢ If children
have different achievement needs and the young child concentrates
more on motor skills, it would account for the fact that maternal
attitudes believed to be important in developing achievement need

in children had no effect on the actual achievement of nursery school
children as measured by the Caldwell rreschool Inventory.

Interactions

; No interactions were significant.

Teacher Attitudes

E The unequal distribution of teacher attitude scores between
ﬁ liontessori and traditional nursery school teachers and the loss of
f a teacher from the disadvantaged group necessitated a change in

; experimental design and the elimination of the teacher attitude
variable from the analyses of variance. However, correlations
between teacher attitude and achievement scores were made. These
as well as the unusual points concerning the teacher attitude
scores obtained in this study are discussed in the following
section.

Before discussing the effect of teacher attitude scores on
nursery school children's achievement, it should be noted that all
teacher attitude scores obtained in this study were lower than those
commonly found among nursery school teachers, and that there was no

significant difference between liontessori and traditional nursery
school teachers' scores.

lost of the teachers in the present study fell below the
fiftieth percentile on the norms reported in the Manual for graduating
seniors in early childhood education. The mean score in this study

1V. J. Crandall, "A Conceptual Formulation for Some Research
On Children's Achievement Development," Chilc Development, XXXI,
No. L (December, 1960), 790.
2Harris, Child Development, XXXI, No. L (1960), 818.
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was 47.7 as compared to the norm mean of 80.4.1 Studies by Callis?
and Fuller3 also found that early childhood education majors ranked
higher than other educational groups. The mean score for students
planning to become nursery school teachers was 102.2 in Fuller's
study. Cook" has pointed out that scores change somewhat before
and after teaching. He found that experienced teachers tended to
show lower (more authoritarian) scores than beginning or relatively
inexperienced teachers.

High scores on the 1iTAI have been found to be associated
with a tendency to select extreme rather than moderate response
positions on the items of the inventory.5 This may nave been a
factor in the low scores obtained in this study. Of course, the
small size of the sample of teachers must also be taken into
account.

The second poin% concerning the teacher attitude scores is
the difference between the Iiontessori and traditional school teacher
scores. It has been noted earlier in this study that HMontessori
teaching philosophy suggests a different type of teacher-pupil
relationship than that of traditional nursery schools. In tra-
ditional schools, the teacher often assumes the role of the mother-
substitute, giving love and affection, doing things for the child,
and encouraging a dependent relationship. Montessori teachers, on
the other hand, encourage independence and self-discipline in _
children. In addition, lontessori equipment is designed to be used

Lalter vi. Cook, Carroll H. Leeds and R. Callis, lMinnesota
Teacher Attitude Inventory lanual (New York: Isychological Corp.,
19%51), p. 9.

2Robert Callis, "Change in Teacher-Pupil Attitudes Related
to Training and Experience,’ Sducational and fsychological lleasure-
ment, X, No. 4 (Viinter, 1950), 726.
3E1lizabeth 1. Fuller, "Use of Teacher-rupil Attitude Tests,
Self-Rating and Measure of General Ability in the rFreservice Selec-
tion of Nursery-School and Kindergarten--frimary Teachers,! Journal
of Educational Research, XLIV (May, 1951), 678.

Iesmond L. ook, "A Note on the Relationship Between I1TAI
and GZTS Scores for Three Levels of Teacher Experience,” Journal of
—ducational Research, LV, No. 8 (llay, 1962), 36L.

Sh.illiam C. Budd and Lynda 5. Blakely, “Response Bias in
the 1"TAI,' Journal of Educational Research, LI (1958), 708.
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in definite, prescribed ways. These factors have led to the
belief that Montessori teachers are “"different" from traditional

. nursery school teachers: that Montessori teachers are less warm
and supportive and more authoritarian.

It can be seen from Tables 2 and 5 that these assumptions
were not upheld in this study. Montessori teachers scores ranged
from 19-68 with a lfean of 47.5 while traditional school teachers

| scores ranged fram 3-50 with a Mean of 35. In this small sample,
; Montessori nursery school teachers were more democratically inclined
| than traditional nursery school teachers.

The lack of or low correlations between teacher attitude
i scores and achievement of nursery school children may be due to
| many factors: the differences in the number of teacher per class,
the possibility that warmth may be a threshold factor, and the
fact that different teachers affect pupils differently. Gsfach of
these are discussed in greater detail.

The teacher attitude correlations may have been influenced
by the fact that in the traditional nursery schools there were two
teachers to a class for two of the three classes participating in
the study. 'hile these teachers obtained scores withii twenty points
of one another, it may be that having two teachers, one perhaps
slightly “warmer" than the other, may have dissipated the effect of
either.

Another explanation of the teacher attitude factor may be
that for nursery school teachers, warmth may act as a threshold
factor. That is, a certain amount of it is necessary in order to
establish good rapport with the children. Amounts above this may
not contribute much to the teacher's effectiveness.

Perhaps a better explanation than any of the foregoing is
that fact that teachers affect differest pupils differently. In a
study of pupil's values and the validity of the Minnesota Teacher

1David E. Lavin, The Prediction of Academic Performance:
A Theoretical Analysis and Review of Research (New York: Russell

Sage Foundation, 1965), p. 39.
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Attitude Inventory, Della fiana and Gagel found that teachers
scoring high or. the MTAI were best for pupils with strong affective
needs and orientation. If pupils had strong cognitive values,
teachers' 1'TAI scores made less difference. Traditionally we

have expected very young children to have great affective needs.

At the nursery school level as well as any other, pupils may differ
greatly in their affective needs.

Other factors, such as stimulation and expectation, mi ght
also account for the differences in the achievement of children.
lliriam Goldberg recognized this factor and pointed out, iost
teachers . . . vary in their effectiveness, depending upon the
characteristics of the pupils they confront, the opportunity to
fulfill their expectations for themselves and for their class,
the content of what they teach, and the extent to which the school
provideg them with what they perceive to be necessary faciljita-
tions."

It is in the area of expectation that we may have the
greatest difference in teacher attitudes, although these are
attitudes not measured in this study. The expectation of teachers
may have contributed to the differences ir. achievement of children
attending different types of nursery schools. The lMontessori
teachers, by training, expect that their students will learn certain
concepts, will accomplish many skills, will develop certain aspects
of behavior in the classroom. They have a long history of evidence
for this beginning with the achievements of the slum chiidren of
Rome with whom lMontessori first worked. On the other hand, many
traditional teachers, while expecting meaningful achievement in
social skills, do not expect the child to operate independently in
his environment. In other words, many traditional nursery school
teachers expect that their students will not learn or will learn
only very slowly the same things lMontessori teachers expect their
children to learn at an early age. Research in this area has shown
that the expectation of the teacher is an important variable in the
achievement of the child. It would be of interest to pursue this
further at the nursery school level.

lG. M. Della Piana and Nathaniel L. Gage, "Pupils' Values and

the Validity of the I’TAI," Journal of Educational Psychology, XLVI
(May, 1932), 702.
Miriam L. Goldberg, "Adapting Teacher Style to Fupil
Differences: Teachers for Disadvantaged Children," The Disadvantaged
Child Issues and Innovations, ed. by Joe L. Frost and Glenn R. Hawkes

{Boston: Houghton lifflin Co., 1966), p. 350.
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Summarz

Type of nursery school training was found to be significant
at .05 in a two-way analysis of variance of children's achievement
scores for both middle class and disadvantaged nursery school
children. Parts I and II, fersonal social Responsiveness and
Associative Vocabulary and the total scores of the Caldwell rre-
school Inventory yielded significant differences in favor of the
children who attended liontessori nursery schools. The differences
in achievement are seen as evidence of greater cognitive maturity
of the ‘ontessori school child. This may occur as a result of
several things: one, the liontessori system of precisely graduated
materials may allow the child to assimilate and adapt new concepts
into his existing cognitive structures. Two, the fact that the
lontessori method encourages individual activities and the freedom
to choose among these activities for whatever length of time the
child chooses may enable the child to find an activity which fits
his particular phase of develorment. Three, older children are in
the same classroom and may be used as models for speech and general
behavior.

Maternal attitudes had no significant affect on the achieve-
ment of nursery school children in this study. Several problems
concerning the use of the liaryland Clarent Attitude Scale were
discussed, as well as other aspects of parent-child interaction
which might affect the achievement of children and which were not
detected by the 1iFAS. Among these are the expectations, goals, and
values of the parents and the involvement of parents with their
children--all of which may have great effect on the achievement of
nursery school children.

Correlations were made with teacher scores from the liinnesota
Teacher Attitude Inventory and children's achievement scores from the
Caldwell Preschool ..iventory. "hile most were negligible, three were

moderate. Girls' scores on the subtests Concept Activation--Numerical

and Concept Activation--Sensory and the total score were positively
correlated (and significant at .05) with scores on the l1TAI.

The low correlations between teacher attitude scores and
achievement of nursery school children was seen as evidence of the
fact that different teachers affect pupils differently and that other
factors such as stimulation and expectation may contribute greatly
tz gheteffectiveness of the teacher and the achievement of her
students.
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CHAFTER VI
CONCLUSY ON>

In this study democratic teacher attitudes were not highly
related to the achievement of preschool children. V/hile a democratic
attitude is probably an important .iind of teacher attitudes, it is
not the only one or perhaps not even the most important one in
determining the achievement of children. ‘jarmth may act as a thres-
hold factor. Some warmth is necessary for a teacher to function
effectively with her students, but she may need also the ability o
relate to pupils with cognitive needs as well as affectional ones,
to be stimulating, and to expect her children to achieve the
objectives of the system under which she operates. The importance
of the different effects teacher attitudes may have on children of
differing abilities, personalities and sex also should not be over-
looked in future research. .

iaternal attitudes, as measured in the stuiy, had no effect
on the achievement of nursery school children. In spite of these
results, the hypothesis that parents who are demanding and accepting
encourage achievement behaviors in their children still seems tenable.
There are several possible reisons this study showed no effect for
maternal attitudes. One is the instrument used. Validation of the
scales through observation would be extremely useful. rerhaps the
disciplinarian and indulgent scales didn't really isolate those
parents who were demanding and accepting. Two, the "high" or "low"
categories might have been more definitive; i.e., using the upper
quartile compared with the lower quartile on these scales. A third
possibility is that parents were chosen properly but that the
achievement needs of their children may have been met in fields other
than the academic. HMuch more research on all aspects of parental
attitudes is needed.

Unfortunately, the study of the disadvantaged children was
beset with such difficulties that no conclusions concerning nursery
school training can be given with any degree of conviction. However,
the effects of nursery school training also were significant in the
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achievement scores of middle class nursery school children.
‘‘ontessori-school children obtained significantly higher scores
on Personal-social Responsivensss, Associative Vocabulary and on
total achievement.

The differences in achievement of children who attend
different types of nursery schools may be thought of in terms of
differences in cognitive matuiity of these children. The growth
of vocabulary may be significant in this regard. The llontessori
children have translated more of their experiences into symbolic
systems which allow meaningful mesntal manipulations to occur.

Although many opponeunts to Montessori schools have criticized
them on grounds ol the lack of conversatica of children (individual
work, the quiet room, no noisy chiidren)+ this evidence seems to
refute their criticism. The fact “hat children are free to work with
one another or individually as they wish may actually add to the
possibilities for conversction whea the child wants it. One lMontessori
teacher expressed no surprisc at thz higher associative vocabulary of
the Montessori children. According %o her, when the children finish
with their work they sit dovwn and %talk about it.

Another factor vhich ray account for the increased verbal
abilities of IMontessori children is the wide range of age and ability
in children prescnt in each classroon. This might indicate that the
practice of many nursery schools to try to arrange groups as nearly
homogeneous as possible docs not allow for as wide a range of
experiences as may be decirable.

The fact that the test for Personal-social Responsiveness
was significant could lead o interesting further research. Is it
the fact that through the exerciscs of practical life, the emphasis
on self-discipline, or some other factor of the liontessori school
that caused the Montessowi school child to do better than his con-
temporaries here? The hypothesis that the child who becomes competent
in his environment adds to his self-concept and feels greater worth as

1LeShan, Conspiracy Against Childhood, pp. 73-86.
2Constance Condrell, personal communication, September 20,
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an individual has been suggested by Reed! and Coopersmith.2 Further
research would be needed to determine whether or not: 1. Iliontessori
children really are more advanced in rersonal-social Responsiveness
apart from the high cognitive factor involved in the test used in this
study, 2. If so, whether this is due to some aspect of the iiontessori
school system, 3. If the above two are found to be true, can this be
attributed to some change in the self-concept of the individual as

he becomes more proficient in handling the problems of his environment?

Considering the emphasis put on sensorial materials in the
ifontessori schools, the liontessori children would be expected to per-
form very well in this area. Since the results of the test of
sensory concepts were not significant, we might consider the follow-
ing explanations: 1) the concepts in the test are not similar to
the sensorial materials used in the schools, 2) the sensorial
materials are not as important as previously thought in the liontessori
schools and 3) the sensorial materials are important for later speech
development (following Inhelder).

An examination of the items of rfart IV of the test leads to
the rejection of the first alternative since most of the items seem
to deal with color or geometric designs, both a part of the liontessori
program. The Ifontessori sensorial materials cover a much wider range
of activities than are covered in the Caldwell Freschool Inventory,
which would seem to reject the second alternative. However, it
should be mentioned that the Sensorial is considered to be part of
. a three-year program in the liontessori schools.

The importance of the sensory dewelopment in the mental
life of the individual is still a matter for research. Although
no one today denies the importance of sensory stimulation for early
intellectual development, whether or not it is a basis for later
verbal abilities seems to be a matter of much speculation and little
fact. The greater achievement of the liontessori children in verbal
abilities than in sensory concepts in this study only adds to this
problem, not to its solution.

1
Katherine H. Read, The Nursery School A Human Relationship
Laboratory (Lth ed.; Philadelphia: V. B. Saunders Co., 1966), p.
169.
2

Stanley Coopersmith, The Antecedents of Self-esteem

(San Francisco: ™. H. Freeman and Company, 1967), p. 38.




In spite of the evidence against the sensorial program of the
curriculum, Montessori schools seem to be doing what they say they are:
developing intellectual abilities in their children. This leads to
speculation about the traditional schools. Are these schools accom-
plishing what they purport to do: increasing personal-social adequacy
through group socialization? The evidence of several studies reported
by Bonney and Nicholsonl is that levels of personal-social adequacy
persist irrespective of group socialization experiences. More re~
search in this area is needed.

Because the total achievement of the Montessori children was
significantly greater than that of traditional school children, the
question arises, what aspects of the lMontessori system account for
this? Further research in this area, perhaps observations combined
with testing, would be helpful. Furthermore, the expectation hypoth-
esis has not been researched at the nursery school level and might
lead to some interesting conclusions. Neither dc we know much about
the emotional and social development of Montessori school children.
Some would suggest that this area is quite restricted in the Montessori
schools, but there is no research to back up that assumption. And, as
previously suggested, the effect on the self-concept of competence is
certainly a matter for more research. '

Longitudinal studies to determine whether or not this gain
in intellectual abilities was kept over a longer period of time would
be helpful also.

While more research is needed on both Montessori and tradi-
tional nursery school practices, it is important to remember that the
child is a whole being and not compartmentalized. As Berlyne has
pointed out, the child does not undergo separate intellectual and
emotional developments. "The most dispassionate pursuit of knowledge
must be driven by some motive, and the directions in which drives and
emotions impel behavior must degend on the structures made available
by the growth of intelligence."

1M. E. Bonney and E. L. Nicholson, "Comparative School
Adjustments of Elementary School Pupils With and Without Preschool
Trainingé" Child Development, XXIX (1958), 125~133..
. E. Berlyne, "Piaget's Theory of Cognitive Development,"
Behavior In Infancy and Early Childhood, ed. by Yvonne Brookhill and
Z('New York: The Free Press, 1967), p. L63.

George G. Thompson
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It seems ridiculous that today, in our present state of
enlightenment, it is necessary to reiterate the fact that in any
type of education, the whole person must be considered. The
individual develops in all areas simultaneously. Vhile the social
and emotional development of the young child is certainly important,
it should not be overly emphasized at the expense of his cognitive
abilities. It would be helpful if more research projects could be
developed along these lines, that is, studying the social, emotional
and intellectual develcpment of the child simultaneously.
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APFENDIX A

ANALYSES OF VARIA.JCE OF SCORES ON THE CALDVELL
PRESCHCOL INVANTORY FOR EIGHTY~-TVIO
MIDDLE CLASS CHI LDREN
TABLE A

PART I--PERSOIIAL-SOCIAL RESPONSI VENESS

Source of Sum of liean

Variation® 3quares af Square F Ratio
A 13.2 1 13.2 L.12°
C 6.0 l 6.0 [ ] [ ]
AC 2.0 1l 2.0 . o
Vithin Groups 866. 78 10..48 . .
Total 917.2 81
8 - Type of Nursery School
bC - liaternal Attitudes
p 7.05
TABLE B
PART ITI--ASSOCIATIVE VOCABULARY
Source of Sum of Mean
Variationd Squares daf Square F Ratio
A 90.6 1 90.6 L. 60P
C 14.2 1l 14.2 . o
AC 9-8 1 9-8 e o
Vithin Groups 1536. 78 19.69 .
Total 1650.6 81

8 - Type of Nursery School
C - Maternal Attitudes

bp > .05
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TABLE C

PART III--CONCEET ACTIVATION-NUIERICAL

Source of Sum of lMean
Variation? Squares af Square F Ratio
A 20.4 1l 20.4 1.78
C .13 1l .13 o o
AC 15.8 1 15.8 1.38
Vithin Groups 868.4 78 11.4 . .
Total 92L4.73 81
3 - Type of Nursery School
C - liaternal Attitudes
TABLE D
PART IV--CONCEPT ACTIVATION-SENSORY
Source of Sum of Jiean
Variation? Squares df Square F Ratio
A 31.2 1l 31.2 3.99
C 10.2 1l 10.2 1.30
AC .12 1l .12 o o
YA thin Groups 608 .8 78 7.80
Total 650. 32 81

8 - Type of Nursery School
C - Maternal Attitude

68




TARLE E
PART V--TOTAL SCORL

Source of Sum of lMean
Variation® Squares af Square F Ratio
A 698.5 1 698.5 5. 54P
C 09 l 09 e o
AC 2203 l 22 03 o o
Tithin Groups 9837.1 78 126.12 . o
Total 10558.8 81

8\ - Type of Nursery School
C - Maternal Attitudes

b >.08
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APPENDIX B

ANALYSES OF VARIANC.. OF SCORES ON THE CALDWELL FRESCHOOL
INVENTORY AND THE CHANGE IN STANFORD-BINET
IQ FOR THIRTY-EIGHT DISADVANTAGED CHILDREN
TABLE F

PART I-~-PERSONAL-SOCIAL RESPONSI VENESS

Source of Sum of Mean
Variation? Squares df Square F Ratio
A 1329.9€ 1 1329.98 17.28P
C 128.12 1l 128.12 1.67
AC 275.86 1 275.86 3.58
YA thin Groups 2386.LL 31 76.98 . .
Total 4120.40 3l

8 - Type of Nursery School
C = Maternal attitudes

b, .05
TABLE G
PART I1--ASSOCIATIVE VOCABULARY
Source of Sum of Mean
Variationd Squares df Square F Ratio
A 995,27 1 995.27 9.21P
C 135.93 1 135.93 1.26
AC 12.11 1l 12.11 o o
'Athin Groups 3350.99 31 108.1 . .
Total LLsL. 30 3k

&) - Type of Nursery School
C - IFaternal Attitudes

bp .05

70




TABLE H

PART III--CONCEPT ACTIVATION-NUMERICAL

Source of Sun of [ean
Variation® Squares df Square F Ratio
A 912,22 1 912.22 10.43P
C . 786 1 . 786 . o
AC 113.19 1l 113.19 1.29
YHthin Groups 2712.1:3 31 87.5 . .
Total 3738.63 3L

3 - Type cf I'ursery fchool
bC - Maternal Attitudes
P<.OS

TABLE I

PART IV--CONCEPT ACTIVATION-SENSORY

e

———

Source of Sum of Mean

Variationd Squares daf Square F Ratio
A 589. 4 1 589.4 3.75
C 13.3 1l 13.3 . o
AC 257.99 1l 257.99 1.6L

Within Groups 14,870.77 31 157.12 . .
Total Tt N4 3k

P

2p - Type of Nursery School
C - Maternal Attitudes
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TABLE J

PART V-<TCOTAL S3COR%

Source of Sum of Mean
Variation® Squares df Square F Ratio
A 12443.07 1 1243.07 13.25P
C L7.42 1 h7.h2 . .
AC 310.25 1l 310.25 3.31
Within Groups 2907.85 31 93.80 . .
Total 4,508.59 3L
a4 - Type of Nursery School
bC - llaternal At+itude
p< -05
TABLE K
STANFORD-BINZET IQ CHANGE
Source ol Sum of Mean
Variation? Squares df Square F Ratio
A 83.6L 1 83.6L . .
C L.26 1 L.26 . .
AC 139.25 1l 139.25 1.21
Within Groups 3440.9 30 114.7 . .
Total 3668.05 33

8 - Type of Nursery School
C ~ Maternal Attitudes

‘ERlp‘

Full Tt Provided by ERIC.




APPENDIX C
MEAN ACHIIVE ENT SCORE3 ON THE CALDVELL PRESCHOOL
INVENTORY FOR EIGHTY-T./O MIDDLE
CLASS CHILDREN
TABLE L
liontessori Traditional

Maternal Attitude High Group 1. Group 3
Part I & ¢ ¢ v v ¢ o o o & 21.1 19.6
Part II ... .. ... . o 15.6 13.3
Part III L] [ ] L] L] . [ ] [ ] [ ] L] L] 11.1 10.0
Part IV . . . . . . ¢ . .. 14.2 13.7

Total .+ v v v o v v o . . 82.0 56.5
N [ ] [ ] [ ] [ ] L] 2 L] [ ] L] L] L] . L] L] 23 18
Maternal Attitude Lcw Group 2 Group L
Part I ... .. ... . . 2.7 20.4
Part II ... ... .. . e 15.0 12.9
Part IJII . . . . ¢ . ¢ o o . 1l.1 10.1
Part IV ... .. e e e . 15.1 13.4

Total . . . ... .... 3.0 ~ 56.8
N ® o o o o o o o o e o o+ o o 23 18
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APPENDIX D

MPAN ACHIEVE'ENT SCORE3 ON THE CALDVELL PRESCHOOL

INVENTORY AND CHANGE IN STANFORD-BINET IC
FOR THIRTY-EIGHT DISADVANTAGED CHILDREN

TABLE M
lontessori Traditional

lMaternal Attitude High Group 1 Group 3
Part I . e e e e e e e e 19.2 13.5
Part TII . ¢« ¢ ¢ ¢ ¢ o o o o 9.8 5.7
Part TIT . . « ¢« &« o o o o & 10.0 c.8
Part IV . ¢ ¢ o o ¢ o o o @ 12.2 10.0

Total « o o o o 0 0 o o L., 35.0
IQChange « « « « « « o o + & t L.h t 5.3
N ¢ ¢ ¢ ¢ ¢ ¢ o o o o o o o @ 12 6
lfaternal Attitude Low Group 2 Group L
Part I ¢ ¢ ¢ ¢ o o o o o 18.9 19.0
Part Il « o o e 9.8 12.1
Part IIT . . ¢« ¢« ¢ &« ¢ o o & 8.4 8.0
Part IV .. ... .. 11.8 12.0

TObAL o o o o o o o o . . 148.9 51.1
IQChange . « « « « « + o « & t 7.7 t 0.6
N e o o o o e & * e o e o ° o 12 8

[




BIBLIOGRAFHY

Books and Manuals

Bereiter, Carl and Engelmann, Siegfried. Teaching Disadvantaged Children
in the Preschool. Englewood Cliffs, New Jersey: Prentice-Hall,
Inc., 1966,
Bloom, Benjamin S. Stability and Change in Human Characteristics. New
York: John Wiley and Sons, Inc., 196kL.
Brackbill, Yvonne and Thompson, George G., eds. Behavior in Infancy and
Early Childhood. New York: The Free Press, 1967. T
Butts, R. Freeman. A Cultural History of Western Education. New York:
McGraw-Hill Book Co., Inc., 1955.
Caldwell, Bettye M. The Preschool Inventorx;pirections for Administer-
_':I;ll%_ and Scoring. Princeton, N.J.: Educational Testing Service,
1967.
. The Preschool Inventory Technical Report. Princeton, N.J.:
Educational Testing Service, 1907.
Cole, Luella. A History of Education: Socrates to Montessori. New
York: John Wiley and oons, IncC., 1957.
Cook, Walter W., leeds, Carroll H. and Callis, R. lMinnesota Teacher Atti-
tude Inventory Manual. New York: Psychological Corp., 1951.
Coopersmith, Stanley. The Antecedents of Self-esteem. San Francisco:
W. He Freeman and Company, 1967.
Cronbach, Lee J. Educational Psychology. 2nd ed. Chicago: Harcourt,
Brace and Co., Inc., 1761.
Durkin, Delores. Children Who Read Early. New York: Teacher's College
Press, 1966.
Dunn, L. M. Peabody Picture Vocabulary Test: An Expanded Manual.
Minneapolis: America Guidance Service, 1965.
Flavell, John H. The Developmental Psychology of Jean Piagete.
Princeton, N.J.: D. Van Nostrand GCo., Inc., 1563.
Frost, Joe L. and Hawkes, Glenn, eds. The Disadvantaged Child, Issues
and Innovations. Boston: Houghton Mifflin Co., 1960.
Gross, R. E. and Zeleny, L. D. Educating Citizens for Democracy.
New York: Oxford University Press, 1950.
Hays, William L. Statistics. New York: Holt, Rinehart and Winston, 1963.
Hebb, D. C. The Organization of Behavior. New York: John Wiley and
Sons, Inc., 1919.
Hess, Robert D. and Bear, Roberta, M. Early Education: Current Theory
Research, and Practice. Chicago: Aldine Publishing Co., 1967.

75




Holt, John. How Children Fail. New York: Pidman Publishing Corp., 196L.

Hoffman, Martin and Hoffman, Lois. Review of Child Development Research.
New York: Russell Sage Foundation, 196L.

Hunt, James McVicker. Intelligence and Experience. New York: The
Ronald Press Co., 1961.

Jersild, Arthur T. Child Psychology. 6th ed. Englewood Cliffs, N.d.:
Prentice-Hall, 1968.

Kawin, E. and Haefer, C. Comparative Study of a Nursery School Versus
a Non-nursery School Group. Chicago, T11.: University of
Chicago Press, 1931.

Kirk, Samuel A. Early Education of the Mentally Retarded. Urbana:
University of Illinois Press, 1958.

Kozol, Jonathan. Death At an Zarly Age. New York: Bantam Books, 1968.

Landreth, Catherine. Education of the Young Childs A Nursery School
Mlanual. New York: Jomm Viley and Sons, Inc., 19L2.

Lavin, David BE. The Prediction of Academic Performance: A Theoretical
Analysis and Review of Research. New York: Russell Sage
Foundation, 1965.

LeShan, Eda J. Conspiracy Against Childhood. New York: Atheneum, 1967.

McClelland, David C., et al. The Achievement lMotive. New York:
Appleton-Century Crofts, Inc., 1953.

. The Achieving Society. New York: Van Nostrand Co., 1961.
ffontessori, Maria. The Discovery of the Child. Advar, ladras, India:

Kalakshetra Publications, 19L8.

. The Absorbent Mind. Adyar, Madras, India: The Theosophical

Publishing House, 19.49.

Moustakas, Clark. The Authentic Teachers: Sensitivity and Awareness in
the Classroam. Cambridge, Massachusetts: Howard K. Doyle, 1966.

Moustakas, Clark E. and Berson, Minnie Perrin. The Young Child in School.

New' York: Whiteside Inc. and William Moxrow and Co., 1950.

Mussen, Paul H. Handbook of Research Methods in Child Development.

. New York: John tiley & Son, 1960. —

Orem, R. C., ed. Montessori for the Disadvantaged. New York: G. P.
Putnam's & Sons, 1967.

Pines, Maya. Revolution in Learning. New York: Harper and Row, 1967.

Rambusch, Nancy McCormick. Learning How to Learn, An American Approach
to Montessori. Baltimore, Md.: Helicon Fress, 1962.

Read, Katherine H. Theggursegy School A Human Relationship Laboratory.
Lth ed. FPhiTadeipmia: W. B. saunders Co., 1960.

Riessman, Frank. The Culturally Deprived Child. New York: Harper &
Brothers, 1962.

Riley, Clara M. D. and Epps, Frances M. J. Head Start in Action.

Wiest Nyack, N.Y.: Parker Publishing Co., Inc., 1967.

Ryzns, David G. Characteristics of Teachers, Their Description, Com—
parison, and Appraisal:s A Research Study. ‘ashington, D. C.:
American Councgfonﬁducation, 1960.

Sears, Robert R., Maccoby, E. and Levin, H. Patterns of Child Rearing.
Evanston, I1l.: Ron Peterson, 1957.

76




3ears, Robert R., Ron, Lucy and Alpert, R. identificatigg;and Child Rear-
ing. Stanford, California: Stanford University FPress, 1965.

Siegel, Sidney. Non-Parametric Statistics for the Behavioral Sciences.
New York: McGraw-Hill Book Co., Inc., 1956.

Standing, E. M. Maria liontessoriz Her Life and liork. Fresno,
California: Academy Guild Press, 1959.
. The Montessori lethod: A Revolution in Zducation. Fresno,
California: Academy Guild Press, 1962.

Todd, Vee and Heffernan, Helen. The Years Before School: Guiding
Preschool Children. New York: Macmillan Co., 196l.

Wann, Kenneth D., Dorn, WMiriam Selchen and Liddle, Zlizabeth Ann.
Fostering Intellectual Development in Young Children. New York:
Bureau of Publications, Teachers College, Columbia University, 1962.

Viner, B. J. Statistical Principles in Experimental Design. New York:
McGraw Hill Book Co., 1962.

Articles

Allen, G. and Masling, J. "An Evaluation of the Effects of Nursery School
Training on Children in Kindergarten, First and Second Grade."
Journal of Educational Research, II (1957), 285-296.

Ames, Louise E. and 1lg, Frances L. "Search for Children Showing Academic
Promise in a Predominantly Negro School. Journal of Genetic
Psychology, CX, No. 2 (June, 1967), 217-231.

Amidon, Edmund and Simon, Anita. "Teacher-Pupil Interaction." Review
of Educational Research, XXXV, No. 2 (April, 1965), 130-139.

Anderson, H. H. and Brewer, Helen M. "Studies of Teachers' Classroom
Personalities.” Applied Psychology Monographs, I, No. 6 (19L45),
157.

Anderson, H.H. and Brewer, J. Z. "Studies of Teachers' Classroom Person-
alities.” Applied Psychology Monographs, II, No. 8 (19L6), 128.

Anderson, H. H., Brewer, J. L. and Reed, Hary F. "Studies of Teachers'
Classroom Personalities.” Applied Psychology Monographs, III,
No. 11 (19L6). i

Anderson, R. C. "Learning in Discussion. A Resume of the Authoritarian
Democratic Studies." Harvard Educational Review, XXIX (1959),
201-215.

Argy, William P. ‘“Montessori Versus Orthodox: A Study to Determine the
Relative Improvement of the rreschool Child with Brain Damage
Trained by One of Two Methods.” Rehabilitation Literature, XXVI
(1965), 29L-30L.

Ausubel, David P. "Viewpoints from Related Disciplines: Human Growth
aﬁé Dzzelopment." Teacher's College Record, L (February, 1959),
2L5-24,.

Baer, Daniel J. and Ragaster, T. A. "Relationship between Perceived
Child-Rearing Practices and Verbal and Mathematical Ability.*
Journal of Genetic Psychology, LXXXV, No. 1 (1966), 105-108.

Baker, W. C. "Consequences of Different Kinds of FParental Disciplines."
Review of Child Development Research., Idited by . L. Hoffman
and L. W. Hoffman, I (196L), 169-208.

17




Baldwin, A. L., Kalhorn, J. and Breese, F. H. YPatterns of Parent Behavior."
Psychological Monographs, LVIII, No. 3 (19L5), 268.

. Baldwin, A. L. VDifference in rarent Behavior toward Three- and Nine-
Year-Old Cnildren." Journal of Fersonality, XV (19L6), 1L3-165.
. W“Appraisal of Parent Behavior.' ggzchological Monographs,
LXIII, No. L (19L49). T
. "The Effect of Home Environment on Nursery School Behavior."
Child Development, XX, No. 1 (liarch, 1949), L6-61.

Baldwin, Clara P. “Naturalistic Studies of Classroom Learning.? Review
of Zducational Research, XXXV, No. 2 (April, 1965), 107-113.

Bandura, A. "Social Learning Through Imitation." Nebraska Symposium on
Motivation. Edited by M. R. Jones. University of Nebraska Press,
1962, pp. 211-269.

Barrett, Helen E. and Koch, Helen L. WThe Effect of Nursery-School Train-
ing upon the Mental-Test Performance of a Group of Orphanage
Children.” Journal of Genetic Psychology, XXXVII (1930), 102-122.

Baumrind, Diana. "Child Care Practice Anteceding Three Patterns of Pre-
zchggl Behaviors.” Genetic Psychology iMonographs, LXXV (1967),

2-88.
. WEffects of Authoritative Parental Control on Child Behavior."
Child Development, XXXVII, No. i (December, 1966), 887-907.
Baumrind, Diana and Black, Allen Z. "Socialization Practices Associated
with Dimensions of Competence in Preschool Boys and Girls."
Child Development, XXXVIII, No. 2 (June, 1967), 291-329.
. Bayley, Nancy. "Behavioral Correlates of Mental Growth: Birth to
Thirty-Six Years."” American Psychologist, XXIII, No. 1
(January, 1968), 1-17.

Bayley, Nancy and Schaefer, Earl S. "Correlates of Maternal and Child
Behavior in the Development of lMental Abilities.” Monographs of
the Society for Research in Child Development, XXIX, No. 6 (196L).

Becker, . C., et al. "Factors in Parental Behavior and Personality As
Related to Eroblem Behavior in Children.” Journal of Consulting
Psychology, XXIII (1959), 107-118.

Becker, Ti. C. and Krug, R. S. “The Parental Attitude Research Instrument -
A Research Review.” Ohild Development, XXXVI, No. 2 (June, 1965),
329-365.

Berlyne, D. ©. "“Piaget's Theory of Cognitive Development." Behavior Ia
Infancy and Early Childhood. Edited by Yvonne Brookhill and
George G. Thompson. New York: The Free Fress, 1967, pp. 3L0-353.

Beyer, E. "Let's Look at Montessori.” Journal of Nursery Education,

XVIII (November, 1962), L=9.

Bing, E. "=ffect of Child Rearing Practices on Development of Differen-

’gialéﬁggnitive Abilities.” Child Development, XXXIV (1963),
31-6438. :

Blank, Marion and Solomon, Frances. "A Tutorial Language Program to
Develop Abstract Thinking in Socially Disadvantaged Preschool
Children." Child Development, XXXIX, No. 2 (June, 1968), 379-389.

78




Bonney, M. E. and Nicholson, E. L. "Comparative School Adjustments of
Elementary School Pupils with and without Preschool Training."

Child Development, XXIX (1958), 125-133:
Brody, Grace F. "Regtionship between Maternal Attitudes ard Behavior."

Journal of Personality and Social Psychology, II, No. 3 (1965),
317-323. |

Bronfenbrenner, U. "The Psychological Costs of Quality and Equality in
Educat;on." Child Development, XXXVIII, No. L (December, 1967),
909-925.

Brown, Ann Wilsor and Hunt, Raymond G. "Relations between Nursery School
Attendance and Teachers' Ratings of Some Aspects of Children's
gggugtgent in Kindergarten." Child Development, XXXII (1961),

~596.

Budd, William C. and Blakely, Lynda S. "Response Bias in the MTAI."
Journal of Educational Research, LI (1958), 707-709.

Callis, Robert. 'Efiiciency of the MTAI for Predicting Interpersonal
Relations in the Classroom." Journal of Applied Psychology,
XXXVII (April, 1953), 82-85.

. "Change in Teacher-Pupil Attitudes Related to Training and
erience." Educational and Psychological Measurement, X,
No. L4 (Winter, 1950), 718-727.
Chance, June E. '"Independence Training and First Grader's Achievement."

Journal of Consulting Psychology, XXV (1961), 1k9-15k.

Chettenden, Gertrude E. 'Among %%e Youngest Scientists." Childhood
Education, (April, 1939), 351-356.

Coleman, Williem. "Susceptibility of the MTAI to 'faking' with
Experienced Teachers." Educational Administration and Super—
vision, XL, No. L (195L); 23L-23T.

Cook, Desmond L. "A Note on the Relationship between MTAI and G2TS
Scores for Three Levels of Teacher Experience." Journal of
Educational Research, LV, No. 8 (May, 1962), 363-361.

Cook, Walter W. and Medley, Donald M. "The Relationship between MTAI
Scores and Scores on Certain Scales for the MMPI." Journal

of Applied Psychology, XXXIX (1955), 123-129.
Crandall, V. 5. ang Rabson, Alice. "Children's Repetition Choices in an

Intellectual Situation Following Success and Failure." Journal
of Genetic Psychology, XCVII (1960), 161-168.
. "A Conceptual Formulation for Same Research on Children's
‘Achievement Development." Child Development, YXXI, No. N
(December, 1960), 787-97.
Crandall, V. J., Preston, Anne and Rabson, Alice. '"Maternal Reactions
and the Development of Independence and Achievement Behavior in
Young Children." Child Development, XXXI (1960), 2L3-251.
Crandall, V. J., et al. "Parents Attitudes and Behaviors and Grade-
School Chiidren's Academic Achievement." Journal of Genetic
Psychology, CIV (March, 196L), 53-66.

Cushing, Hazel M. "A Tentative Report on the Influence of Nursery School
Training upon Kindergarten Adjustment As Reported by Kindergarten
Teachers." Child Development, V, No. L (December, 1934), 30L-31L.

19




Davidson, Helen H. and Lavy, Garlard. “Children's Perception of Their
Teachers' Feelings toward Them Related to Self-Perception, School
Achievement and Behavior.” Journal of Experimental Education,
XXIxX (1960), 107-118.

Davidson, Percy. “The Prospect for the Scientific Study of ¥indergarten
Education (Vith Critical Attention to the Methodology of Dr.
liontessori).” Kindergarten and First Grade, II (ifay, 1917),
189-19L.

Dawe, Helen C. '"An Analysis of Two Hundred Quarrels of Preschool Children."

' Journal of Genetic Fsychology, V, No. 2 (June, 193L), 139-157.

Della Piana, G. l. and Gage, Nathaniel L. WPupils' Values and the Validity
of the MTAI." Journal of Educational Psychology, XLVI (lay, 1953),
699-70L.

Deutsch, Martin. "Facilitating Development in the Freschool Child: Social
and Psychological Perspectives.” Merrill-Palmer Quarterly, X, No.

3 (196L), 2L9-263.
. "Papers From the Arden House Conference Cn Preschool Enrichment.”
Merrill-Palmer Quarterly, X (July, 196L), 207-208.

Deutsch, Martin and Brown, B. 7Social Influences in Negro-lUhite Intelligence
Differences.” Journal of Social Issues, XX, No. 2 (196L), 2L-35.

Dobbin, John E. "Strategies and Tnnovations Demonstrated in Project Head
Start.” Journal of 3chool gglchologx, IV, No. 3 (Spring, 1966), 9-1l.

Dreyer, A. 3. and ells, Mary B. “Parental Values, Parental Control and
Creativity in Young Children." Journal of Marriage and the Family,
XXVIII, No. 1 (February, 1966), 83-58.

Drews, Zlizabeth M. and Teahan, J. =. "Parental Attitudes and Academic
Achievement.” Journal of Clinical Psychology, XII1I, No. L
{October, 1957), 326-332.

Edmonson, Barbara. "Let's Do lMore Than Look: Let's Research Montessori."

Journal of Nursery Education, XIX (November, 1963), 36-L1.

Zdwards, Allen L. "The Social Desirability Hypothesis: Theoretical Impli-
cations for Personality lMeasurement." Measurement in Personalit
and Cognition. Edited by Samuel Messick and John Ross. New Yor%:
John Viley and Sons, Inc., 1962, pp. 91-108.

Elkind, D. "Piaget and Montessori.” Harvard Educational Review, XXXVII,
No. L, 535-545.

Fngel, Rose C. "Curriculum Practices or Research, Vihich is Ahead?"
Childhood Education, XIIV, No. 9 (lfay, 1968), 531-5LO.

Foster, Florence P. "Ihe Impact of Early Intervention.” Young Children,
XXI, No. 6 (September, 1966), 354-360.

Fowler, William. “Concept Learning in Early Childhood.*” Young Children,
XXI, No. 2 (November, 1965), 81-91.

WCognitive Learning in Infancy and Early Childhood."
Psychological Bulletin, LIX, No. 2 (March, 1962), 116-152.

Freeberg, Norman L. and rayne, Donald T. ‘“Parental Influence on Cognitive
Development in Early Childhood: A Review.” Child Development,
XXXVIII, No. 1 (March, 1967), 65-87.

80




Fuller, Elizabeth Ii. "Use of Teacher-Pupil Attitude Tests, Self-Rating and
Measure of General Ability in the Preservice Selection of Nursery-
School and Kindergarten —Primary Teachers. Journal of Educational

Research, XIIV (llay, 1951), ©75-686.

Furst, Edward J. "Validity of Some Objective Scales of Motivation for
Predicting Achievement.” Cducational and Psychological Measure-
ment, XXVI, No. L (Winter, 1966), 927-933.

Gaebler, Robert. "Project Head Start in Chicagos 1965." Journal of
School Psychology, IV, No. 3 (Spring, 1966), 21-25.

Gage, N. L. and duci, George: 'Social Percepts and Teacher-Fupil Relation=-
sgips;" Journal of Educational Psychology, XLII (March, 1951),
14h-152.

Goldberg, Miriam L. '"Adapting Teacher Style to Pupil Differences: Teachers
for Disadvantaged Children." The Disadvantaged Child Issues and
Innovations. Edited by Joe L. Frost and Glenn R. Hawkes. Boston:
Houghton Wifflin Co., 1966, pp. 3L5-362.

. "pProblems in the Evaluation of Compensatory Program for Dis-
advantaged Children." Journal of School Psychology, IV, No. 3
(Spring, 1966), 26-36.

Goodenough, Florence L. YA Preliminary Report on the Effect of Nursery
School Training upon the Intelligence Test Scores of Young Children."
Twenty-Seventh Yearbook of the National Society for the Study of
Bducation, Part I. Bloomington, T1l.: Public School Publicity Co.,
1928, pp. 361-369.

Goodnow, Jacqueline J. and Bethon, G. WPiaget's Tasks: The Effects of
Schooéing and Intelligence.” Child Development, XXXVII (1966),
573-562.

Corman, V/. E. "Programs for the Culturally Disadvantaged." Teaching
the Cultural;szisadvanta ed Pupil. Edited by J. M. Beck, and
R. V. Saxe. opringfiel_—ET_Rd, Tllinois: Charles C. Thomas, 1965.

Gray, Susan W. and Klaus, Rupert A. "The Early Training Project: An Inter-
vention Study and How It Grew." Journal of School Psychology, IV,
No. 3 (Spring, 1966), 15-20.

. "An Experimental Preschool Program for Culturally Deprived

Children." Child Develomment, XXXVI, No. L (1965), 887-898.

Green, Elsie H. "Group Play and Quarreling among Preschool Children."
Child Development, IV (1933), 302-307.

Greenacre, Phyllis. "Infant Reactions %o Restraint: Problems in the
Fate of Infantile Regression." Personality in Nature, Societ
and Culture. Edited by C. Kluckholn and H. A. Murray. New ork:
Knopf, 19L9, pp. 390-L06.

Greenberg, Judith V., et al. "Attitudes of Children from a Deprived
Environment toward Achievement - Related Concepts." Journal of
Educational Research, LIX, No. 2 (1965), 57.

Haigh, Gerard V. and Schmidt, Varren. "The Learning of Subject Matter
in Teacher-Centered and Group-Centered Classes.” Journal of
tducational Psychology, XLVII (1956), 295-301.

81




Harris, Dale B. "Conceptual and lMethodological Developments in Parent-

%hilg Research."” Child Development, XXXI, No. L (December, 1960),
17-822.

Harvey, O. J., et al. "Teachers' Beliei 3ystems and Freschool Atmospheres."
Journal of Bducational Psychology, LVII, No. 6 (December, 1966),
373-381.

Havighurst, Robert. 'Who Are the Socially Disadvantaged?" Journal of Negro
Education, XXXIII, No. 3 (Summer, 1964), 210-217. B

Heckscher, Bridget T. "Household Structure and Achievement Orientation in
Lower-Class Barbadian Families.” Journal of liarriage and the
Famil¥, XXIX, No. 3 (1967), 521-526.

Heffernan, Helen. "3ignificance of Kindergarten Education.' Childhood
Education, XXXVI (March, 1960), 313-319.

Hendrickson, Lois N. and Muehl, Siegmar. "The Effect of Attention and
Motor Response Pretraining on Learning to Discriminate B and D
in Kindergarten Children." Journal of Educational Psychology,
LITI, No. 5 (October, 1962), 236-2L1.

Hersey, John. "Education: An Antidote to Poverty." Young Children,
XXI, No. 2 (November, 1965), L67-L8O.

Hess, Robert D., Shipman, Virginia and Jackson, David. 'Early Experience
and the Socialization of Cognitive Modes in Children. Child
Develomment, XXXVI (December, 1965, 869-886.

Hetherington, . H. and Frankie, Gary. "Effects of Parental Dominance,
Varmth, and Conflict on Imitation in Children." Journal of
Personality and Social Psychology, VI, No. 2 (June, 1967), 119-125.

Highberger, Ruth. "The Relationship between Maternal Behavior and the
Child's Early Adjustment to Nursery School.” Child Development,

XXVI, No. 1 (1955), L9-61.
Hirsch, J. G. "Individual Characteristics and Academic Achievement."
Teaching the Culturally Disadvantaged Pug%l. Edited by J. M.
Beck and R. W. Saxe. Springfield, Illinois: Charles C. Thomas, 1965.

Hoffman, Martin L. "Power Assertion by the Parent and Its Impact 6n the
Child." Child Development, XXXI, No. 1 (March, 1960), 129-1L3.

. "Child=Rearing Practices and Moral Development: Generaliza-
tions grom Dmpirical Research.” Child Development, XXXIV (1963),
295-318.

Holland, J. L. “Creative and Academic [erformance among Talented Adoles-
cents." Journal of Zducational Psychology, LIT (1961), 136-1L7.

Holland, J. L. and Astin, Alexander . "Tg; ediction of the Academic,
Artistic, Scientific and Social Achievement of Underprivileged
of Superior Scholastic Aptitude." Journal of Educational Psychology,
LIII, No. 3 (June, 1962), 132-1L3.

Honzik, Marjorie P. "Environmental Correlates of Mental Growth: Prediction
from the Family Setting at Twenty-One Months.” Child Development,
XXVIII, No. 2 (June, 1967), 337-36L.

Hunt, J. McVicker. "The Psychological Basis for Using fre-School Enrichment
as an Antidote for Cultural Deprivation.” Preschool Education
Today. Edited by Fred M. Hechinger. Garden City, N.Y.: Doubleday &
Co., Inc., 1966, pp. 25-721.

82




Huttenlocker, Janellen. ‘'Children's Intellectual Development." Review
of Zducational Research, XXXV, No. 2 (1965), 11h-121. -

"Is Kindergarten'sgﬁiéy Day Over?” Grade Teacher, LXXXV, No. 5
(January, 1968), 113-116.

Kahl, Joseph A. '"Some Measurements of Achievement Orientation."

American Journal of Sociology, LXX (Hay, 1965), 669-681.

Kamii, Constance K. and Radin, Norma L. "Class Differences in the Social=-
ization Practices of Negro Mothers.” Journal of Marriage and the

Kell, Leone and Aldous, Joan. #The Relation between Mothers' Child-
Rearing Ideologies and Their Children's Ferceptions of Maternal
Control.” Child Development, XXXI, No. 1 (March, 1960), 1L5-156.

Keller, Suzanne. "The Social Vorld of the Urban Slum Child: Some Early
Findings." American Journal of Orthopsychiatry, XXXIII, No. 5
(October, 1963), §23-831.

Kilpatrick, William H. Montessori and Froebel." Kindergarten Review,
XXI1I (April, 1913), L91-L96.

Kingston, Albert J. and Newsome, George L. "The Relationship of Two
Measures of Authoritarianism to the MTAI." Journal of Psychology,
XLIX (April, 1960), 333-336.

Kohm, M. L. and Carroll, Z. Z. "Social Class and Allocation of Parental
Responsibilities.” Socicmetry, XXI1II (1960), 372-392.

Lane, Mary B. "Forces Underlying Fai%urea: Adults.” Childhood Education,
XLIV, No. 3 (November, 1967), 1L6-1L7.

Lansky, Leonard M. "The Family Structure Also Affects the Model: Sex-Role
Attitudes in Parents of Preschool Children." Merrill Palmer
Quarterly, XIII, No. 2 (April, 1967), 139-150.

Lantz, Donald L. "Relationship of Minnesota Teacher Attitude Inventory
Scores to Certain Biographical Data." Journal of Educational
Research, LIX, No. L (December, 1965), 160-163.

Leeds, carroll H. A 3cale for Measuring Teacher-Fupil Attitudes and
Teacher-Pupil Rapport.” Psychological Monographs, LXIV, No. 6
(1950), ‘thole number 312.

. "eacher Attitudes and Temperament 88 a }Measure of Teacher-Pupil
Rapport.” Journal of Applied Psxcholoﬁ¥, XL (1956), 333-337.

Leeds, C. and Cook, 7. "The Construction and fferential Value of a Scale
for Determining Teacher-Pupil Attitudes.” Journal of Experimental
Education, XVI (December, 1947), 149-155.

Levinson, Boris M. npParental Achievement Drives for Preschool Children,
The Vineland Social Maturity Scale and the Social Deviation
Quotiegt." Journal of Genetic Psychology, XCIX (Spring, 1961),
113-1208.

Levy, David M. and Bartelme, Phyllis. ‘'Measurement of Achievement 1in a
Montessori School and the Intelligence Quotient.” Pedagogical
Seminary, XXXV (March, 1927), 77-89.

Lewin, K., rIpp¥tt, R., and Vhite, R. K. "Patterns of Aggressive Behavior
in Experimentally Created 1Social Climates.'" Journal of Social

Psychology, X (1939), 271-299.
83

e R e s e o L e T W b g e el 4




Loewenberg, F. '"ho Did Not Attend Head Start?" Childhood Education,

XLITI, No. 5 (1967), 309-310.

Lyle, W. H. and Levitt, &. E. "Punitiveness, Authoritarianism and Parental
Disci pline of Grade School Children." Journal of Abnormal and
Soci: 1 Psychology, LI (1955), L2-L6.

licCarthy, Dorothea. “Language Development in Children." Manual of Child
Psvehology. 2nd ed. Bdited by L. Carmichael. New York: John
fAley and Sons, 1954, pp. 37L-L58.

McNassor, Donald. "Reflections ¢n Childhood Identity and the School."
Prevention of Failure. Vashington, D.C.: Dept. of Elementary-
Tindergarten-Nursery Zducation, NEA (1965), pp. 16-32.

Mackie, James B., Maxwell, Anabel and Raffety, Frank T. "Psychological
Development of Culturally Disadvantaged Negro Kindergarten
Children: A Study of the 3elective Influence of Family and School
Variables." American Journal of Orthopsychiatry, XXXVII, No. 2
(1967): 367'368-

Margolin, E. B. and Leton, D. A. "Tnterest of Kindergarten Pupils in Block
Play." Journal of Educational Research, LV, No. 1 (September,

1961), 13-18.

Martin, W. ‘Rediscovering the Mind of the Child: A 3ignificant Trend in

Research in Child Development." Merrill-Palmer Quarterly, VI,

No. 2 (January, 1960), 6776«

. "Conceptual and Methodological Developments in Parent-Child
Research.” Child Development, XXXI, No. L (December, 1960), 823-826.

Maw, Wallace H. and law, Tthel V. "Children's Curiosity and Parental
Attitudes.” Journal of Marriage and the Family, XXVIII, No. 3
(1966), 3L3-3L5.

Mayer, M. '"Schools, Slums, and Montessori." Commentary, Xxxvi1 (196L),
33-39.

Medinnus, Gene R. "The Felation between Several Parent Measures and the

Child's Early Adjustment to School." Journal of Educational

Psychology, III, No. 3 (June, 1961), 153-156.

Bonald W. "Teacher Personality and Teacher-fupil Rapport."

Journal of Teacher Education, XII (June, 1961), 152-1656.

Mills, WIlliam H. and NcDaniels, Garry L. mMiontessori--Yesterday and
Today." Young Children, XXI, No. 3 (January, 1966), 137-1Ll.

Milner, Esther. ' Study of the Relationship between Reading Readiness
in Grade One School Children and the Pattern of Parent-Child
Interaction.” Child Development, XXII (1951), 95-112.

Milton, G. A. A Factor-Analytic study of Child-Rearin Behaviors."

Child Development, XXIX, No. 3 (September, 1958%, 381-392,

Moore, Omar Khayyam. "The Preschool Child Learns to Read and Tirite in
the Antotelic Responsive Enviromment." Behavior in Infancy and
Early Childhood. Edited by Yvonne Brackbill and George G.

Thompson. New York: The Free Fress, 1967, pp- 340-352,

Mukerji, Rose. "Roots in Early Childhood for Continuous Learning." Earl¥
Childhood - Crucial Years for Learning. viashington, D.C,s Associa-
Tion for Childnocd zducation International, 1966, pp. 16+21,

8L

Medley,




Munn, N. L. "Iearning in Children." Manual of Child szg&olggz. 2nd ed.
Edited by L. Carmichael. New York: John 'iley & Sons, 195,
pp. 37L-L58.

Muthayya, B. C. "Autocratic-Democratic Attitudes and Achievement Motive."
Journal of Psychological Research, II, No. 1 (January, 1967), 32-35.

Nichols, Robert C. and Holland, John L. "Prediction of the First Year
College Performance of High Aptitude Students." Psychological
Monographs, LXXVII, No. 7 (1963), VWhole number 570, %—29.

Ohnmacht, Fred W. "Teacher Characteristics and Their Relationship to Some
Cognitive Styles.!" Journal of Educational Research, LX-LXV
(January, 1967), 201.

Osborn, D. Keith. "Some Gains from the Head Start Experience." Childhood
Education, XLIV, No. 1 (September, 1967).

Parsons, T. WFamily Structure and the Socialization of the Child." Famil
Socialization and Interaction Process. Edited by T. Parsons and
R. F. Bales. Glencoe, Ill.: The Free Press, 1955, pp. 35-131.

Pitcher, Evelyn G. "An ZIvaluation of the lMontessori Method in Schools for
Young Children." Childhood Education, XLII (1966), L89-L92.

. "“Learning Academic Subjects in the Kindergarten.” Journal of
Nursgzxﬁducgtion, XVIII (September, 1963), 250-252.
Pitts, Vera L. '"An Investigation of the Relationships between Two Pre-

school Programs on the Adjustment and Readiness of Disadvantaged

Pupils." Childhood Education, XLIV, No. 8 (April, 1968).
Polnantier, Paul C. and Ferguson, John L. '“Failing the MTAI." Zduca-

tional and Psychological Measurement, XIV (1954), 657-66L.

Popham, James N. and Trimble, Robert R. "The MTAI as an Index for General
Teaching Competence." Zducational and Fsychological Measurement,
XX (1960), 509-512.

Pumroy, Donald K. "Maryland Farent Attitude Survey: A Research Instru-
ment with Social Desirability Controlled." The Journal of
Psychology, ILXIV, No. 1 (1966), 73-78.

Rabinowitz, R. "The Fakability of the MTAI." =ducational and Psycholog-
ical Measurement, XIV (Vinter, 195L4), 657~68L.

Radin,: Norma and Kamii, Constance. "The Child-Rearing Attitudes of
Disadvantaged Negro lMothers and Some Educational Implications."
Journal of Negro Education, XXXIV, No. 2 (Spring, 1965), 138-1L6.

Radin, Norma and Glasser, Faul H. !"The Use of Parental Attitude Question-
naires with Culturally Disadvantaged Families." Journal of
Marria_iie and the Family, XXVII (August, 1965), 373-382.

Read, K. H. "Parents' Txpressed Attitudes and Children's Behavior."
Journal of Consulting Psychology, IX (19L45), 95-100.

Reichenberg-Hacket, Wlally. ‘'Influence of Nursery Group Experiences @én
Children's Drawings." g%ycholggica} Reports, XIV (196L4), L33-<L3L.

Rexinger, Lena. 'Which Teacher Are You?" Childhood Education, XLIV,

No. 3 (November, 1967), 159-161.
Roeper, Annemarie. 'Nursery School--A Plan to Adjust or a Plan to Learn."

Child Study, XXXVI, No. 2 (1959), 3-9.

85




Rosen, Bernard C. "The Achievement Syndrome--A Psychocultural
Dimension of Social Stratification." Motives in Fantasy,

Action and Society. Edited by J. W. Atkinson. New York:
Van Nostrand, 1958, pp. L95-508.

Rosen, B. C. and D'Andrade, R. "The Psychological Origins of Achieve-
ment and Motivation." Sociometry, XXII (1959), 185-218.

Rossi, Philip, Yengo, Carmine and Boyd, william. "A Comparison of
Methodology and the Fakability of the MTAI." Journal of
Educational Research, LIX, No. 10 (July-August, 1966), LT75.

Scanzoni; John. "Soclallzation, n Achievement and Achievement Values."
American Sociological Review, XXXII, No. 3 (June, 1967), LL9-LS6.

Schaefer, Earl 5. and Be 5 Richard O. "Development of a Parental Atti-
tude Research Instrument." Child Development, XXIX (1958),

339-3610
Schaefer, Earl. "A Circumple: Modul. for Ma‘ernal Behavior." Journal of
Abnormal and Social Psychology, LIX, No. 2 (September, 1959,

Scobt, J+ "Critical Periods in Behavioral Development." Science,
CXXXVITI (1962), 9L9-955.

Scott, Ralph. "Head Start before Home Start?" Merrill-Palmer Quarterly,
XIII, No. L (October, 1967), 317-321.

Sears, Pauline S. and Dowley, Edith M. '"Research on Teaching in the
Nursery School." Handbook of Research on Teaching. Edited by
N. L. Gage. Chicago: Rand McNally & Co., 1963, pp. 814-864.

Sears, Robert R., et _al. "Some Child-Rearing Antecedents of Aggression
and Dependency in Young Children." Genetic Psychology
Monographs, XLVII, No. 1 (1953), 2-3I."

Sechrest, Lee B. "The Motivation in School of Young Children: iome
Interview Data." Journal of Experimental Education, XXX, No. U4
(June, 1962), 327-335.

Seidel, H. E., Jr., Barkley, Mary J. and Stith, Doris. "Evaluation of
a Program for Project Head Start." Journal of Genetic Psychology,
CX (June, 1967), 185-197.

Sewell, W. H. "Infant Training and the Personalit of the Child."
American Journal of Sociology, LVIII (1952{ 150-159.

Sheldon, ¥. Stephan, Coale, Jack M. and Copple, Rockne. "Concurrent
Validity of the 'Warm Teacher Scale.'" Jouraal of Educational

Psychology, L (1959), 37-L0.

Shaw, Mervilie C. "Note cn Parent Attitudes toward Independence Train=-
ing and Academic Achiovement of Their Children." Journal of
Educational Psychology, LV, No. 6 (196L), 371-37h.

Shaw, M. C. and YcCuen, J. T. "The Onset of Academic Underachievement
in Bright Children." Journal of Educational Psychology, I,
No. 3 (June, 1960), 103~108.

Sherman, Mandel. “The Afternoon Sleep of Younyg Children: Some Influencing
Factors." Journal of Genetic Psycholo XXXVIII (1930), 11L-125.

Shoben, J. R., Jr. 'Ihe Assessment of Fgrenﬁxi Attitudes in Relation to
ghngb gd;)ustment." Genetic Psychology lionographs, XXXIX (19L9),

01" °

86




Shure, Myrna Beth. "Psychological Ecology of a Nursery School." Child
Development, XXXIV (December, 1963), 979-992. -

Skeels, Harold M. and Fillmore, Eva A. "The lMental Development of Children
from Underprivileged Homes.” Journal of Genetic Psychology, L =~
(1937), L27-L39.

Skeels, Harold M. "Some Iowa Studies of the Mental Growth of Children in
Relation to Differentials of the Environment: A Summary." Thirty-
Ninth Yearbook of the National Society for the Study of Education,
Pagt I1. Bloomington, I1l.: Public School Publishing Co., pp. 281-
308.

. "Adult Status of Children With Contrasting farly Life Exper-
jences." Wonographs of the Society for Research in Child Develop-
ment. XXXI, No. 3, serial No. 105 (1966), 1-65.

Slaven, James. "Montessori Head Start." Audiovisual Instruction, IT
(September, 1966), 5L6-5L9.

Sorenson, A. G. "A Note on the Fakability of the MTAI." Journal of
Applied Psychology, XLII, No. 2 (1958), 7L-78.

Sorenson, A. G. and oheldon, M. 3. "A Further Note on the Fakability of
the MTAI.” Journal of Applied Psychology, XLIT (1958), 7L-78.

Sprigle, Herbert A., Van De Riet, Vernon and Hani. "A Sequential Learning
Program for Preschool Children and an Evaluation of Its Effective-
ness with Culturally Disadvantaged Children.” American Journal
of Orthopsychiatry, XXXVII, No. 2 (1967), 332-333.

Stein, H. L. and Hardy, J. "A Validation Study of the MTAI in Manitobap¥'
Journal of Educational Research, L (1957), 321-338.

Stevens, Ellen Yale. ‘"Montessori and Froebel--A Comparison." Elementary
School Teacher, XII (February, 1912), 253-258.

Stodolsky, ousan 5. and Lesser, Gerald. "Learning Patterns in the Dis-
agvantaged." Harvard Educational Review, XXXVII, No. L (1967),
546-593. ,

Stogdill, R. M. "The lMeasurement of Attitudes toward Parental Control and
the Social Adjustment of Children." Journal of Applied Psychology,
XX (1936;, 359-367.

Strodtbeck, F. L. "Family Interactions, Values, and Achievement." Talent
and Scciety. Z£dited by McClelland. Princeton, N.J.: D. Van
Nostrand Co., Inc., 1958, pp. 135-19L.

Teigland, John J. "Relationship between Measured Teacher Attitude Change
and Certain Personality Characteristics."” Journal of Educational
Research, IX, No. 2 (October, 1966), 8L.

Thompson, G. G. "The Social and Emotional Development of Freschool
Children under Two Types of Educational Programs.” Psycho-
logical Monographs, LVI, No. 5 (19LL), Whole No. 258.

Thompson, W. R. and Melzack R. "Early Environment." Scientific
American, CXCIV, No. 1 (1956;, 38-L2.

Tolor, Alexander. “An Evaluation of the Maryland Farent Attitude Survey. "
The Journal of Fsychology, LXVII (September, 1967), 69-7h.

87




Trapp, &. P. and Kausler, D. H. ‘Dominance Attitudes in Parents and
Adult Avoidance Behavior in Young Children.” Child Development,
XXIX (1958), 507-513.

Tyler, Forrest B. and Vhisenhunt, James . "ifotivational Changes during
fregﬁzool Attendance." Child Development, XXXIII (June, 1962),

1 27-4l2.

Van Alstyne, D. and Hattwik, L. A. "A Follow-Up Study of the Behavior of
Nursery School Children." Child Development, X (1939), L3-70.

Watson, G. "Some Personality Differences in Children Related to Strict or
Permissive Parental Discipline." Journal of Psychology, XLIV
(1957), 227-2L9. |

Wellman, Beth. "IQ Changes of Preschool and Nonpreschool Groups during
the Preschool Years: A Summary of the Literature.” Journal of
Psychology, XX (19L5), 3L7-368.

. "The bBffects of Preschool Attendance.' Child Behavior and .
' Development. Edited by R. G. Barker, J. S. Kounin and K. H. F.
Tright. New York: McGraw-Hill, 19L3, pp. 229-2L3.

White, R. W. "Motivation Reconsidered: The Concept of Competence."
Psychological Review, IXVIII (1959), 297-333.

Wilk, Roger E. and Edson, William H. '"Prediction and Performance: An
Experimental Study of Student Teachers.” Journal of Teacher
Education, XIV (September, 1963), 308-317.

Williams, Ruth M. and Mattson, Marion L. "Social Influences on the
Language Usage of Preschool Children." Behavior in Infancy
and Early Childhood. Edited by Yvonne Brackhill and George G.
‘Thompson. New York: The Free Fress, 1967, pp. 368-377.

Winterbottom, Marian. "The Relationship of Need for Achievement in Learn-
ing Experience to Independence and Maturity.® Motives in Fantasy,

—

Action and Society. Edited by J. Atkinson. Princeton, N.J.:
Van Nostrand, 1958. |

Vitmer, Helen L. "Children and Poverty." Children, XI, No. 6 (November-
December, 196L), 207-213.

Wohlwill, J. F. and Lowe, R. C. "An Experimental Analysis of the Develop-
ment of the Conservation of Number." Child Development, XXXIII
(1962), 153-167. |

Violman, Thelma G. “A Preschool Program for Disadvantaged Children--The
New Rochelle Story.” Young Children, XXI (November, 1965), 98-111.

Zuckerman, Marvin, et al. “Normative Data and Factor Analysis on the
Parental Attitude Research Instrument.” Journal of Consulting
Psychology, XX, No. 3 (June, 1958), 165-171.

Zuckerman, Marvin and Olfean, M. 'Some Relationships between Maternal
Attitude Factors and Authoritarianism Personality Needs, Psycho-
pathology, and 3elf-Acceptance.” Child Development, XXX (19L9),
27-36.

Zunich, Michael. “Child Behavior and Parental Attitude.” Journal of
Psychology, LXII, No. 1 (January, 1966), L1-Lé.

88




Reports, Dissertations and Abstracts

Amet jian, Armistre. "The Effects of a Preschool Program upon the Intellec-
tual Development and Social Competency of Lower-Class Children." Un-
published Ed.D. dissertation, Stanford University, 1966. Disserta-
tion Abstracts, XXVII, 105-A.

Candland, Dorothy Nelson. "The Relationship between the Dominative, Sup-
portive Dimension of Personality and Student-Teachers' Classroom
Behavior." Unpublished Ed.D. dissertation, Stanford University, 1956.

Collard, Bster D. "Achievement Motive in the Four-Year-0ld Child and Its
Relationship to Achievement Expectancies of the Mother." Unpub-
lished Ph.D. dissertation, University of Michigan, 196l.

Crowley, Rose lMarie. '"A Comparative Study of Three Established Methods
of Educating Children in the Kindergarten and Primary Grades."

- Unpublished Master's dissertation, St. John's University, 19L3.

Ellison, Louise. ™A Study of Maria Montessori's Theory of Discipline
Through an Examination of Her Principles and Practices and an
Experiment with Pre-School Children.' Unpublished Master's
dissertation, Tufts University, 1957.

Fleege, Urban H. A Study of the Comparative Effectiveness of Montessori
Preschool Zducation.! Unpublished report, Cooperative Research
Branch, Office of Education, June, 1967.

Hoyo, Pearl. "Comparative Study of the Views of Maria Montessori and
Susan ®. Blow on the Training of Children." Unpublished Master's
dissertation, The Catholic University of America, Yashington,

D.C., 19LkL.

Mackie, James B., et al. "Effects of Teacher Style on the Academic
Achievement and Psychological Development of Culturally Deprived
Children.” Unpublished manuscript, Baltimore, Md. 1968.
(Mimeographed).

Mote, Florence Blades. 'The Relationship between Child Self Concept in
School and Parental Attitudes and Behaviors in Child Rearing."
Unpublished Ed.D. dissertation, Stanford University, 1966.

O'Hern, BEdward Philip. '"The Montessori Method: Its Value for Teaching
Religion and Morals in the Catholic School." Unpublished
Master's dissertation, The Catholic University of America,
Washington, D.C., 1932.

O'Neil, John F. "Clara Z. Craig's Adaptations of the Montessori Methods
at the Rhode Island College of Education.” Unpublished Master's
dissertation, The Catholic University of America, ¥ashington, D.C.,
1937.

Richardson, Mary Faison. "The Relationship of the Montessori Method of
Preschool Education to Current Nursery School Theory and Practice
in America." Unpublished Master's dissertation, Vassar College,
1940.

Starkweather, Elizabeth K. "Preschool Research and Evaluation Project."
Unpublished manuscript, Oklahoma State University, 1966.

89




