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ABSTRACT

The objectives of this report are to determine
vhetheir there is a need to establish a statewide policy of early
education in Ohio, to define what priorities are implied by such a
need; and to suggest relevant recomnendations for the astablishpent
of a policy, 1f neaded. Sixteen chapters (nine-tenths' ¢¢ this revert
oresent fnforsaticn from research literature on the develoomeni of
abilities or sxills of youna children necessary for school
achievement. The effocts of environmental deprivation on learnina ere
also discussed. The revort urges that Nhio establish a policy in
early education to assure guality preschool and kindercarten proorams
for children in poverty-depressed areas. Specific reconmendations are
nade for curricular content, teacher trainina, velfare services,
adminiatration, and work in condunction with existing and needed
leqislaticn. Ribliographic references are given. Three aprendixes
contai= data on (a) estimates of children hy age fotr Ohio counties,
(b) technical grocedures for proiecting children by ag: for ohio
counties, and (c) state requlations for kinderqarten as reported in a
national :survey. (WY}
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PRESCHOOL EDUCATION

1. INTRODUCTION

Recent years have scen an upsurge in tesearch on the
cognitive processes of young children. Bloom (31), Hunt
(202), licbd (188), Bruner (44), ind others have stressed
that the amoum and nature of early experience significantly
enhances the development of the child's intellectual and
pesceprual capabilities. Deuisch (94), Jensen (371), Sigel
(351), and others have found thal, in the abseice of suf-
(icient environmental stimulation, learning disabilities accrue
cumulatively and affect significantly the performances of
children in school and in tests of intelligence.

In view of the impottance of early experience and its
effect on the development of young children, it is
spptopriste 1o examine what information is available for
developing policies concerning the early formal education of
young childien ~ that is, policies which dclineate the
school's responsibility in providing organized oducational
programs at the preschool level,

This tepott sceks therefore to define whether & need
exists for estabishing a statewide policy of early education
in Ohio. Exactly what that policy should be will be deter-
mincd on the basis of the fllowing: whether the state of
the art resulting from research and implementation programs
in this area permits the development of a sound theoretical
and empitically defined base for carly education for young
children and the extent to which a program so defined will
affect subsequent school achicvement. This latter point is
significant insofar #s it suggests that the ctiterion for measur-
ing the success of prexchool programs is the successful
schievement of childrea during the formal school years,

Objectives

The objectives of the study are to

o Determine whether 2 need exists for establishing a state.
wide policy of eatly education in Ohio

o Define what priodities, if eny, for preschool education are
implied by the need

o Soggest what recommendations sre relevant to and
spprepriate fot the establishment of such a policy.

Procedures

The procedures ivclude 2 thorough snd detaied anatysis
3" the exsting state of the st conterniag the development
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of the capabilities of young children which are thought to be
linked to subsequent school achicvement. In addition, the
ptocedures inctude an analysis of the rescarch findings to
determine if the integration of such knowledge can serve as a
base for the develcpment of a formal educational program
for pteschool children in Ohio,

Assumptions

The assumptions underlying the procedures are that

¢ The acquisition of skills and abilines sampled by
eslablished measures of tests of fri~lligence mediate sig.i-
ficantly achievement during the early fommal years of
school

¢ The availability of the skills now meawured by tests of
intelligence are the direct result of the child's priot
opportunities to learn and to experience

& The patterns of development of the skills are characterirzed
by qualitative changes over time

o The absence of certain opportunitees for leatning will lead
to a depression of the skills and, subsequently, the
development of disabilities to leamn

o The development of learning dissbiitics will be char-
sclerized by a cumulative deficit in pattemns of school
schievemer..

In othet wotds, the skidls sampled by tests of intelligence are
skills which the chidd needs in ondet Lo achieve in school. It
is assumed that the sXills can be learned,

Strategy of Anslysis

The stralegy of the analysis is 10 link (he development
of a preschool education program to mbsequent school
schievernent on a Ingical and empirical basis, The logical
analysis will include a contideration of the skill aieas which
ste sanpled by major tests of intelligence. The consideration
to be andertsken on the basis of evidence sapgests that the
Ahid's opportenity to fearn the skills messured by tests of
Intefligence has a positive and substantial refationship 10 his
school achievement. The empirical analysis will Bink the
depression of these skills 1o cummlative deficite in patterns of
school achievernent becsuse of the absence of avdirementst

ofpottenities.



b« <a.-h Questions

The report will « itself specifically to the follow-

ing questions.

Is the meusurc  tolli once of preschool children re-
loted to the enviro: ‘al experiences of the home and
neighborhood in v I hildren are reared?

The major thrus of 5 question is to examine the
evidence suggesting whe it or not the enrichment of the
eaviuonment will result 1 improving significantly the per-
formances of children © “:sts of intelligence. There i8 little
question today that th: cvel of general intelligence of 2
child as now meatured ¢ age six hay 8 positive and highly
significant relztionship to his academic achievement in
wchool. If it can be damon:trat 4 that it might be feasible to
raise the averagr level of measured intelligence of children
aged three to five, the iniplications for a sound scientific
oducational psychology «f carly experience would be quite
substantial.

What are the psych gical characteristica of the pre-
school child whi: 1 10 relate tc the level of meo-
sured intelliger.c . to whal extent are these
characteristics de. -+ i upon ccrly environmental
experiences for the'r . ~d developmeni?

Here we are prina’ i, interested in the early prescheol
development of fe:cop v cogrition processes®, language,
socialization skiis and th. selfconcept behavior*s of the
preschool child, The fntent here is to explore the evidence
which suggests the presence of a multiplicity of facton
underlying the performances of young children oo tests of
inteNigence, and to focus on the environmental experiences
which tring them into play. The major putpose is to obtain
2 wafficient understanding of the conditions at wotk in the
developimient of behaviort which are thoupht to be highly
telated to the measurrd level of general intelligence and
subsequent futute academic achievement. Altention wid also
be given 10 what happens (o these areas of development in
the absence of the desired environmental conditions. By and
large, the approsches to preschoot education (e.g., Head
Start and nursery schools) have been content simply to et
in and do something, particularly fot children rom povert
depressed aress. These approxches are thought to be good
ard probadly are, dut there has been Litile effort to pear the
programs to a wlid theoretical and emg trical base, A close
aralysis of the quality and kind of environmental
expetiences known 1o e related to the dewelopment of
psycholorscal chaacteristics which relate 0 the avecage Tevel

“Fherceptaslcognitive processes inclede such things a8 the
bty to discriminate forms, colors, ety the abdity to
classifly objects on he basis of their iatrinsic (Le,, color)
s well a8 functional (Lo, use eptures),

seeif-concept behavioes inclode sach thingy a8 “he child's
sense of competency and feelings of adequicy, particelarly
83 they telate to school activities,
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of measured intelligence of the preschooler will provide a
reasonable framework for eslablishing the theoretical and
empirical base necessary for devising action-oricnted policies
for early educational programs.

What are the basic relationships between the blological
needs of the growing child and his capacity to denefit
directly from an artive Interaction with his
environment?

Plans for the experience of learning, no raatter how
well drawn, usually piesuppose the existence of normal,
healthy, enetgetic young children. To satisfy the criterion of
s thorough and colid theoretical base foe preschool oduca-
tion, an examination must be made which takes into account
not only the cunsequences tesulting from insufficient satis
faction of the child's basic biological needs but, in additien,
any physicat impairment, pasticularly those of 8 sensoty
nature which sre linked ditectly to the learning snd abilily.
to-achieve capabilities of the preschonler.

What Is the nature of the leaming dissbilities of
children who do no! experience the conditions of the
development of behurviors contributing iv performance
on tests of intelligence?

Tne purpose of this question is to consider the
irpottance of deprivations in enviconment by comparing in
great detail the exact nature of the deprivating conditions
and the resultant learaing disabilities socrued by young
children reared in such environments,

To whei extent do subcuilures exist whkh cherecicrize
the deprived conditions relating to i%e type of
inodequete devilorment suggestal by the precedang
Question!

The purpose of this question is to isolate specific popu-
laitons uf people whose conditions of living ace clearly detri-
merial to the healthy development of the young child.

What s 11e palten of ecedemk echicrement of
children who have nct deen exposed to o heve not
iateracted with the specified emvironmentsl processes
betieved 1o be related to penersl intellipence?

The purpose of the question 1y to examine the relation-
ship of the behaviors thought to be relsted to inteftigence a4
row meamred and the acadomic abilities of children who for
one reason of snothet have beea denled the very expetiences
needed for the efficient and effective development of these
behavions.

Mt i e nahare and stahns of existing formel adwee
rionsl progrems at 1A% devel and what, if eny, evidence
&s availadle 10 smgrest what bnpect the programs heve
on the mebsoguient sdvencement in school?



The purpose of this question is to examine what impli-
cations for early education can be derived from the successes
and failures of existing institutions of early educational pro-
grams for young children.

Are there populations of preschoolaged children for
whom formal early education programs are required in
order that the maximal development of the childrens’
capabilities can be realized?

This question deals with priorities in the education of
young children and requires a careful consideration of posi-
tive advantages to the general public at large and to the
children, in particular,

What Is the extent and relevancy of present legislation
dealing directly or lIndirectly with the educational
process of the very young child?

The purpose of this question i8 to examine the extent
of control of the education of the preschooler by the Ohio
State Department of Education. An examination will be
made of the existing laws governing the standards for
nursery and day care centers in terms of their relevancy to
the educability of the very young child. Also, an examina-
tion will be made coacerning the status of kindergarten in
Ohio This status will be determined on the basis of its
coriibutory impact on the future academic success of the
young child and on the basis of whether or not Ohio is in
line with the national trends of kindergarten education.

In our effort to answer these questions, th¢ point of
departure will be to examine evidence being collected from
ressarch on the disadvantaged as well as the advantaged
child. The emphasis will be on the development of the
young child’s capabilities and subsequent achievement during
the ezrly school years. Attemnts will be made throughout
the report to link the capabilities and achievement to
environmental variables and then to compare and contrast
the availsbility of relevant early experience within both

groups,
Organization of the Report

One of the best predictors of school success is the
intelligence test. Therefore, Section II of the zeport, Intel-
ligence, will examine the effects of environment on the
intelligence of children as now measured. The purpose of the
sotion will be to identify the studies which have been
successful in delineating whai specific environmental
processes appear to be related to the performance of
children on fests of intelligence. A modern view of the
concept of intelligence will be presented in order to give
more meaning to the findings. A further purpose of the
section will be to analyze the performances of children on
tests of intelligence in order to arrive at a better under-
standing of the perceptual and cognitive abilities being
O sured. The tests employed for this purpose are those

most widely used: the Merrill- Palmer Scale and the Stanford
Binet,

Section I1I of the report, Perceptual-Cognitive Processes
of Young Children, will scek to explore the antecedent
conditions affecting the development of perception and will
examine with some degree «f specificity the cognitive
processes involving classificatory skills, formation of con.
cepts, and conserving abilities. The section will place great
emphasis on the importance of the sensory-motor activity of
the young child to the development of the efficient and
effective perceptual processes. It will also integrate the way
in which the emergence of preverbal cognitive processes
affect the discrimination processes of perception itself. The
underlying purpose of this discussion will be to emphasize
once again the importance of general experience and motor
activity of the child in the development of the perceptual-
cognitive processes which relate to the intelligence of pre-
schoolers as now measured.

Section IV of the report is entitled, Language Develop-
ment in the Preschool Child. The purpose of this saction is
to demonstrate the inter-relationship of the cognitive
processes and the formation of language skills. This will be
accomplished by focusing on how the young child acquires a
language system and how this language system facilitates
thought. Factors related to the acquisition of language will
be discussed and, subsequently, the importance of their
influence on cognition will be specified.

The generat purpose of Sections 1l and IV will be to
elaborate in greater detail the development of the abilities or
skills as applied and measured by tests of intelligence having
a high correlation with school achievement. If it then
becomes possible to drav/ inferences concerning the kinds of
experiences whick enhance many of the skills now mcasured
on tests of intelligence, a preschool program could be
planned which would have a greater likelihood of developing
skills relevant to school achievement.

Section V of the report, The Socialization Skills of
Young Children, will emphasize the ways in which children
learn to cooperate and relate to each other in play and
school activities.

Section VI, The Self-Concept Behavior of Young
Children, will emphasize the importance of the child’s
development of a sense of competence. Here, the focus of
attention will be on the home in developing the child’s
notions of identity as they relate to his own ability to
achieve and to be successful. In other words, this section will
seek to demionstrate the impact of the parents’ involvement
with the young child in relation to his achieving behaviors.
The emphasis, therefore, clearly rests on components of
development which contribute significantly to school success.

Section VII, Nutrition and Learning, will examine the
effect of malnutrition on both the ability to learn and to
achieve. The purpose of the section will be to underscore the
'mportance of physical wellbeing as a significant



contributing factor to the success of an educational pro;:eks
that seeks to bring ahout desired changes in the capabilities -
of children. 6

Section VIII of the report, Learning Disabilities: The .',';"
Effects of Environmental Deprivation, focuses attention of *»":
what happens to children who are not exposed to many of *
the environmental features either known or thought to be*
related to the normal development of perceptualcognitive “:-.
and language processes. The purpos¢ of this section is to
delineate with some degree of specificity the nature of the
learning disabilities (e.g., inadequate language development, ;i
fow achievement motivation, etc.), and how (hey are -'_
acquited. . B

Section IX, The Culture and School Achievement,. ..
sttempts to explore the patterns of school achievement of -+,
children who develop disatilities of learning. Pacticular atter- .-
tion Is given to the impact on the child's sensé¢ of : .
competence when confronted with school tasks in which he *
has little preparation for completing successfully. v o

With this examination, the analysis is complete in terms ,
of meeting our intended criterion of relating the relevance of * f .
environmental experiences to later achievement in school. .
Seciions I to VI atteinpt to explore the environmental fea- -’
tures which bring sbout the development of skills normally -~ °
sampled by the major tests of intelligence. Because of the .-’
relationship between performance on tests of intelligence and .
success in school, the relevance of the experiences are , &
logicelly related to the school setting. On the other hand,
Sections VI and 1X link the limited achievement of young
children to disabilities which accrue as a result of rot i
experiencing enviranmental features known to be related to ¢
success in school, :

v
- A’y

Section X, Cultures Characterizing Deprivation Condi
tions of JYearning, attempts to document from an’
anthropological point of view, the premise that there ae
subcultures that have more than their share of the conditions - ; 2:; '
relating to the development of learning disabilities among
young children. These subcultures are then defined — rural ..
white, white inner<ity ghetto, and black inner<ity gneuo =08
and the deprivating conditions characterizing thee pOpuh .t ’\. "
tions are documented. ,,"; -"

,‘r

-

Section XI, implications for Education, holds for
educating children in the poverty-depressed cultures. The .. " .
purpose of this section Is to suggest what implications for v "
educating children in the poverty-depressed cultures can be
derived from the research on learning disabilities and school
achlevement in the broad ureas of school-home rehuonships. | .. +
teacher values, and the testing of childrens’ progress jn .+

school. e
L
Section Xil, Organized Programs for Pmchoolers.
examines the contributions of institutionalized programs .

R )
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such as Head Start, nursery and day care centers and kinder:
garten to the sub.equent achievement of young children.
Particular emphasis is given to the degree of success which
has accompanied the programs and what has been learnec
from them in terms of making future efforts more efficient
and effective.

Section Xiil, Priorities in the Education of Pre-
schoolers, concerns itself with policy decisions concerning
kindergarten and prekindergaiten programs for the state of
Ohio. Specifically, this section will deal with establishing a
rationale for deciding what population of children might
show the greatest promise for a thoroughly planned and well
organized sreschool program and why. The “‘why™ Is par-
ticulatly important here and will be derived directly from
the documented conditions affecting the normal develop-
ment of the young child and the extent to which these
conditions are available during the course of his d”velop:
ment. In addition to defining the populations of ciildren
who may benefit most in terms of an organized program of
preschool education, Section XIIl provides estimates of their
total number, togather with a regional analysis of where they
are located in the state.

Following the discussion, there is a consideration
whether kindergarten and prekindergarten programs should
be compulsory or g2missive at the schooldistsict level in
Ohio.

Relevant to the discuscion of prioritics is the availability
of teacher manpower. Accordingly an analysis will be made
as to the present pictv.e of supply and demand in grades K
through 8.

Section X1V, Preschool Legistation, will focus attention
on existing laws or laws being proposed which deal directly
with the preschooler Particular attention will be given to
Day Care Legislation and proposed legistation concerning
prekindergarten and kindergarten programs, The laws will be
interpreted in terms of the extent to which their provisions
allow for the establishment of the priorities called for in
Section XII. In addition, an examination will be made
concerning the extent to which revisions of the laws
(existing or proposed) permit the State Department of
Education to exercise advisory leadership concerning the
nature of the educationzl experiences lawfully provided to
preschool children. Finally, statistics wiil be presented which
illustrate national frends in the area of kindergarten.

Section XV, Conclusions and Recommendations. The
purpose of this section is to recommend a policy for Ohio
concerning preschool education. Specifically, the recom-
mendations will list priorities in the area of prekindergarten -
and kindergarten and suggest guidelines concerning both the
pature and duration of experiences which should be made
available to preschoolers in a formal educationai setting.
Finally, recommendations will be made concerning the impli-
cations that the guidelines hold for teacher training.
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I1, INTELLIGENCE

Changes in the Concept of Intelligence

The selection of intelligence as an introductory topic
was largely influenced by the recent interest among develop-
mental psychcologists in the role of early experience as it
relates to the raeasured intelligence of young children, partic-
vlarly those from disadvantaged homes. The resulting re-
search activity has brought about several changes in the way
intelligence is now viewed and in turn has resulted in many
significant implications for the early education of young
children. Formerly the concept was that intelligence was a
general, fixed entity which characterized an individual
throughout his lifetime. It was thought to be fixed by
heredity in terms of amount, rate of growth, and patterns of
development. [.itelligence was viewed as something quanti-
tative whose growth over time involved, merely, the addition
of increments to a basic quality or ability. Its emergence was
thought to be predetermined in the sense that it simply
involved a kind of maturational unfolding, totally deter-
mined genetically, Burt (50) reflects this double assumption
of predetermined development and fixed intelligence held
widely by many psychologists during the era of intelligence-
test development in the 1920’ and 30%.

By intelligence, the psychologist understands inborn,
all-around, intellectual ability. It is inherited, or at least
innate, not due to teachirg or training; it is intellectual,
not emotional or moral and remains uninfluenced by
industry or zeal.

By contrast, the view generally accepted today holds
that intelligence is a network of a tightly interrelated set of
abilities whose patterns of development depend on and re-
quire an active interaction with specific features of the
environr.ient. Implicit, also, is the notion that as the child
develops and interacts with the environment, the changes in
the networr of abilities are qualitative as well as quanti-
tative. Qualitative changes are reflected by the manner in
which the child organizes his experiences and in the way he
uses that organizational mode to cope with and adapt to
even newer encounters with his environment.

Consonant with the view of qualitative changes in devel-
opment is that no distinction is drawn between the motor
behavior of the young child and his mental or intellectual
processes per se. Stott and Ball (381) characterize this point
of view as follows: .

The infant begins to know and cope with his environ-
ment through his motor responses to stimulation. His
eyes follow a patch of color. He responds to the sound
of a person’s approaching steps. He kicks and thrashes
about with his arms in a random, disorganized manner,
bringing his. hands In contact with objects within his
reach. He grasps, mouths, shakes, and bangs them, and
thus ‘experiences’ them with his various senses. It Is
quite clear, however, that, in the beginning, these

simple, sensorimotcr experiences do not involve the
awareness of the objects from which the stimulation
comes. There could be no central representation of
them, as such, .t first. But developmental change is
rapidly taking place. Soon, with further maturation and
experience, the child learns to differentiate objects, and
to resprnd to them as objects as he sees, grasps and
tastes them, and hears them fall to the floor. His motor
behavior now involves the cognitive awareness of things
and persons. His functioning, with respect to them, has
become meaningful. At his molor manipulations —
eye-hand, fine motor, and gross motor coordinations ~
appear now to be centrally mediated and are directed
toward some kind of adjustment to, or coping with, the
environment. In that sense, therefore, they are ‘intel
lectual’ in nature. In short, the motor behavior of the
young child is mental behavior.

The impact of this point of view ltas brought psychologists
to the realization that the growth of the young child’s
intelligence as now measured begins very early and requires
sufficient opportunities for a very meaningful senscry-motor
involvement with the environment.

The more significant outcome of this line of reasoning
is the opinion now held widely by psychologists that stimu-
lation from the environment during the very early years, two
through five, is crucial to the measured level of intelligence
obtained at maturity. Bloom (31), Deutsch (98), Bruner
(110} and others have presented findings recently which
suggest that the longer a child develops in the absence of a
stimulating environment with which to interact, the r:ore
difficult it becomes to help the child reach the full poten-
tiality of his mental or intellectual processes. Ausubel (133),
however, carefully plays down the notion that the absence
of an early stimulating environment implies irreversibility in
development here. The problem, as he sees it, is that the
child becomes more resistant to positive changes in the
environment as he grows olde; merely because of the dis-
abilities to learn — disabilities that have accrued in the
absence of earlier, more beneficial or favorable opportunities.

Finally, the cognitive awareness of things and persons
mentioned earlier {n the. discussion of the sensory-motor
activity of the young child implied a concept of motivation
clearly excluded in earlier definitions of intelligence. “Moti-
vation” jn this context is viewed as a kind of curiosity
beliavior. That is, the more the child has aad opportunities
for seeing and hearing, the more he wants to see and hear.
(138) It also has a cumulative developmental feature in that
the more the child sees and hears, the greater the develop-
ment of his capacity or capability for seeing and hearing.
(415) This latter consideration suggests that part of motiva-
tion involves a kind of competency :ehavior in which the
child feels capable of seeking out and exploring new aspects
of his immediate surrounding environment and that it is
because of that feeling coupled with the desire to leain more
about his surroundings that he learns more.



The most signlficant aspect of this newer view however,
is the promise it holds for the educability of intelligence as
now measured, primarily because it requires the very im-
portant condition of environmental stimulation to account
for and to nurture to maturity the development of the
young child’s mental and intellectual processes.

In summary, therefore, the concept of intelligence is
characterized today by the following features:

o A network of interrelated abilitiss that have both qualita.
tive and quantitative properties

® A resolution of the dichotomy of motor versus mental
behavior of young children

¢ A meaningful interaction with specific environmental
processes, particularly during the very early years of the
child's development

e Motivationa! components of a learned competency and a
propensity to learn.

The Educability of Young Children’s Intelligence

The remaining part of the section will discuss research
findings which call attention to the credibility of the
interaction-with-environment property of this new concept
of intelligence, The procedure will be to analyze and draw
inferences concernig why some children pesform better on
tests of intelligence <han others. The central purpose of the
analysis will be to suggest a clear look at the proposed
network of abilities property of intelligence, particularly
along the qualitative dimension of development.

A more detailed qualifying remark should now be made
concerning why the authior has chosen to focus on the
intelligence of young children as iow measured as a first
step in the analysis. To avoid any misconceptions, it should
be noted at the start that it is not the position of the author
to consider changes in the measured level of performance on
intelligence tests #s a final measure of the effects of an
interventional educational program for preschoolers. Nor is it
the author’s intent 1o suggest that preschool curriculvms
themselves should rest specifically on the development of
abilities measuied by the content of the existing tests ¢!
intelligence. Rather, the emphasis on measured levels of
intelligence among growing children has three purposes:

e To analyze the types of abilities and skills the tests of
general intelligence appesr to measure as possible sources
of behavior which can be iinked to the presence or
absence of specific features of the child’s environment

e To use this information to establish a rationale for looking
more closely into areas such as the development of per-
ception, cognition, language, and motivation and (o
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exainine their antecedent conditions, as a basis for ¢s-
tablishing ‘heoretical and empirical bases for preschool
educatiot

o To demonstrate the importance of the skills basis of the
positive substantive relationship between petformances on
tests of intelligence and later school achievenent.

Also, it should be noted that the author is not content
with the measur: of intelligence that evaluational instru.
ments such as the Stanford Binet and others provide. There
is a clear need for a new body of useful normative develop-
mental information on the growth of such things as
perceptual-cognitive and language skills against which the
effectiveness of preschool work can be measured more ade-
quately, Although the measures, themselves, are absent, a
coherent blending of these types of characteristics in
children’s learning and cognitive development can be of use
to help define a theoretical and empirical base for preschool
curriculums. It is the considered opinion of the author,
therefore, that the best point of departure toward this end is
through an analysis of intelligence measures in terms of the
three stated purposes.

Cultural Disparities and Performances
on Tests of Intelligence

The performance of children from poverty-depressed
areas (urban and rural) on intelligence tests has been yuite
well documented. In general the test scores of children from
these homes have been found to be consistently and signif-
icantly lower on the average. The differences are present as
early as age three. (20, 170, 296, 31) The test scores of
these children, also, tend to decrease over the years till at
the start of adolescence the mean differences between them
and children from more affluent homes is much larger. (31,
202, 73, 165, 87, 220, 70) Studies of this type, however,
generally deal with group differences, and all children raised
in such environments do not fall below their more advant-
aged counterparts in terms of their performances on intel-
ligence tests. In fact, a number of recent studies have found
and studied poverty-depressed children who are able to
perform as well as their more affluent counterparts. (221,
259, 268) The significance of this overlap in the spread of
obtained test scores frorn among children in the two groups
is that it suggests that the more visible features of the child’s
en<ronment such as occupation of the father, source and
amount of income, and type of dwelling are not adequate
predictors of his performance on tests of intelligence. More
importantly, however, is that this overlap has led to a
consideration of a more specific set of environmental
f=atures, within a given social-class status, which relate more
directly to test scores on measures of general intelligence.

Curiously, the evidence supporting the specificity of
environmental process variables and their relationships to
performances on intelligence tests has come from two



separate directions. One such study by Wolf (426) success-
fully linked the prasence of certain features of the environ-
nient to the test scores of children from home environments
of middle- or upper<lass families in medium-sized Mid-
weslern communities. Inferences were made concerning what
would happen if the features were not present (i.e., lower
performance on intelligence tests), but no evidence was pro-
vided. However, nther studies conducted by Deulsch and his
associates (94) were able to relate the absence of certain
environmental features o the test performancs of children.
The studies also emphasized the notions of duration and
intensity of deprivation conditions in the home and found
that the longer a child expericnced the absence of key
environmental features the more pronounced its effect would
be on his test performance. An important outgrowth of this
research was that it not only supported the importance of
environment in relation to test performances of children, but
that it specified features of the environment which were
critical to that relationship.

A wide variety of environmental featuies involving the
parents’ interactions with the child were found. These
include: ’

e Expectations for the child's achievement

e Amount of information about the child’s intellectual
activities -

e Encoursgement of the child in the exploration of his
world in a wide variety of situations

o Nature of rewards for learning tasks well done
e Aspirations for the child’s future.

Several inferences might be drawn here concerning these
five features as they appear, generally, to mediate or help
develop the child’s interest in learning and exploring his
eavironment. It was pointed out earlier that the more the
child sees and learns about the environment, the more he
wanis to see and learn. First, it is possible {0 draw the
inference that parents who expect and encourage this type
of behavior on the part of the young child promote it most
significantly, Second, a close congruence between the
parents’ knowledge of the child’s intellectual activities and
the nature and frequency of rewards for tasks well done can
be extremely helpful in stabilizing the very capabilities the
child needs and uses in exploring and expanding his knowl-
edge of the cnvironment. It might be possible to infer that a
very perceptive and observant parent could be extremely
helpful in developing that feeling of competency mentioned
earlier, However, even though one might interpret these
features as promoting the motivational component of the
newer concept of intelligence, we have noted the features
themselves do not shed much light on the types and kinds of
abilities the child is developing nor how the abilities are
related to performances on general intelligence tests.
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The physical features of the environment which were
-olated to intelligence appear to be more helpful in this
regard. For example, consider the Mllowing features:

o Places to study

e Variety of objects available

o Types of learning supplies — books, periodicals, magazines
® Number of children in the home

o Trips to museums, libraries, zoos, etc.

An inference could be drawn immediately that the skills
and abilities the child develops appear to be dependent for
their development, on the quality of physical surroundings.
In other words, the relationship between the kind and
quality of the physical features of the environment and the
¢hild’s performances on tests of intelligence makes sense if
one interprels this relationship from an interactionist point
of view. Intelligence as now measured does seem, from these
studies, to be dependent upon the quality and variety of
objects and things which the child encounters.

Finally, another feature of the environment found to be
related significantly to the test performance of young
children was the quality of language models available: to the
child. This quality was analyzed along three dimensions, as
follows: ’

e Amount of encouragement in the expressive use of
language as a vehicle of communication in the home

@ Provisions for expanding and enlarging the child’s vocab-
ulary

o Provisions for helping the child achieve a syntactical struc-
tural system appropriate to the expression of his language.

It was found that the extent and quality of parental
interaction along these three dimensions were significantly
related to the child's measured level of intelligence. It is well
known that most tests of intelligence are highly verbal and
require some symbolic manipulation, and it is safe to assume
that the presence or absence of kev features of the environ.
ment which tend to promote language development, in tumn,
affects performances on tests of intelligence.

In summary, therefore, studies by Wolf and Deutsch
promote quite nicely the motivational and interactional
properties of the newer concept of intelligence since they
did successfully link specific features of the environment to
obtained measured levels of intelligence among children.
Accordingly, the probability is quite high that a deprivation
of favorable environmental features, particulzsly those con-
tributed by the parent, do have an impact on intelligence as
now measured and account for much of the disparity of
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performances found between the children from lower<lass
homes and those from more privileged home environments.
This goes a long way in explaining the results of studies
which clearly show that moving children from an impov-
erished environment to an enriched environment substan:
tlally increases the childrens' purformances on intelligance
tests. (356, 358) The most important outgrowth of this type
of research activity is that no one today would seriously
challenge the premise that the nature of the environmental
experiences afforded a growing child holds significant con-
sequences for his performance on tests of intelligene and
subsequently his achievement in school.

The most significant aspect of the research on environ-
mecntal factors as they relate to general intelligence is the
implications it holds for the interpretation of intelligence-test
performances themselves. That is, intelligence tests, per se,
could very well be interpreted as samples of learning based
upon opportunities for specific interaction with the environ-
ment, and the child’s score can be viewed as an indicator of
the variety, kind, and quality of experiences to which he was
exposed during the course of development.

Intelligence-Test Content and the Early
Experience of Young Children

A’though the specificity of environmental processes or
features and its relationship to intelligence have been investi-
gated with some thoroughness, it is not clear how the
features relate to the development of a network of interre-
lated abilities proposed by the new concept of intelligence.
To arrive at a better understanding of this relationship, one
must examine, in some detail, the content of preschcol
intelligence tests and young children’s abilities which the
tests r.aeasure, and ore must consider these matters in the
light of what is known about environmental processes. In
this way one might draw some very critical inferences con-
cerning the impact of environmental features on the develop-
ment of the abilities measured by tests of intelligence.

_ For example, items used to test preschoolers for intel-
ligenc: on the Merrill Palmer Scale and the Stanford Binet

generally require children to engage in activities such as the
following:

o Building towers with blocks
o Copying circles

o Cutting with scissors

) Ph;cing pegs. in a hoatd

o Matching colors

o Ordering objects in space

® Reproducing form patterns and other related activities.
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Tasks of this type generally require the child to make us¢ of
many perceptual-cognitive skills, For instance, the child at
age three has to discriminate visually a varicty of forms,
displace objects in space, make po itioning judgments, and
display a refined sense of hand-eye coordination. As the
tasks become more complex for children of ages four and
five, the successful completion of these tasks is contingent
upon abilities involving merory, time-sequence patterns,
quick recognition of form and patterns, reproduction of
auditorially perceived word patterns, rightleft ordeting of
objects, foresight in the perceptual ordering of objects, and
knowledge concerning the abstract as well as the concrete
features of objects (i.e., the functions they serve).

It can easily be inferred that the presence or 1bsence of
the environmental features previously discussed might affect
the development of these kinds of abilities, The development
of the cognitive awarcness of things and objects noted earlier
in the discussion of intelligence requires the existence of
these kinds of abilities or skills. Their development, however,
is contingent upon the opportunily to interact, i.e., manip-
uiate and have access 1o a variety of toys, games, colors,
form patterns and many other objects of various shapes and
sizes.

In addition to the presence or absence of certain
physical features, significant interaction with the parent is
also related, particularly, as it affects language development.
Although the tasks described in these tests are not highly
verbal, some of the items do require verbal directions and
verbal problem solving such as distinguishing sets of word
patterns and reproducing them in appropriate sequences. As
the child giows older, however, his performance on tests of
intelligence becomes increasingly dependent upon his ability
to handle verbal and symbolic materials of a highly abstract
nature. If, because of the absence of e .lier enriched environ-

‘mental opportunities, a child fails to achieve some of the

basic preverbal skills described here, his ability for
abstractive thinking or symbolic manipulation will in turn be
affected,

This inference is supported by research findings re-
ported earlier which suggest a widening disparity in per-
formance on intelligence tests between groups of children at
different leveis of socioeconomic status. This fanning-out
effect is thought o occur primarily because the upper- or
middle<lass children had opportunities for zcquiring the
basic skills essential to the development of highly abstract
thinking whereas, typically, most of the lower<lass children
did not. That is, there is an absence in the availability of
objects (toys, etc.), parental interaction, and quality language
modele, Tests of intelligence that present abstract content
and require skills in the syinbolic manipuiation of ideas,
relations, and things place these children at a disadvantage.
The tests are probably not reflecting, as previously suggested,
a capacity to learn as much as calling attention to
perceptual-cognilive and language skills which have not had
the occasion to develop at the preverbal level.



Conclusions and Summary

o The preliminary findings reported in this section and the
analysis of the tests of intelligence at the preschool level
tend to support the importance of the environmental
variables, in general, and the Interaction hypothesis, in
particuls,,

o In all tasks on intelligence tests, it is the items involved
and the child's responses to them that are recorded, and it
is always the child’s level of acquired abilities that is
available for testing.

e A child who has been deprived of an environment that
would stimulate and allow the exercise of basic skills,
particularly those of a preverbal naiure, may well perform
at a relatively low level on tests of this type.

e The low level of performance occurs not necessarily
because the child is unable to acquite the skills, but
simply because he has not learned to do the things re-
quired in the test petformances although he might well be
able to acauire the necessary skills,

o The nciwork of abilities tested at the preschool ages
appears generally to be of perceptualcognitive preverbal
variety, not very well organized, but with a tendency
toward increasing the number of items of a more abstract
or symbolic nature by age five.

e Many if not most of the behaviors measured by these two
tests of intelligence can be reasonably linked to the
presence or absence of environment. | features, particularly
those physical features to which the child is exposed
during the course of his development,

o The impact of physical features, as noted earlier, suggests
the importance of early and systematic interaction with
objects of wide variety of form, color, and size as a
necessary condition for the development of preverbal skills
needed (o perform successfully on the tests of intelligence.

Accordingly, this analysis of intelligence and its mea-
surements suggests that a closer look at vhe preverbal abili-
ties measured by these tests is needed,

Function of Preschool Education

One function of early cducation, therefore, would be to
maximize the probability of the occurrence of the broad
general experiences which promote the development of skills
needed for school success by providing them directly to the
children in a formal preschool educational program. In order
to do this, however, a more detailed analysis o>f how the skill
areas sampled by these tests develop is required. Accord-
ingly, the next two sections of the report will specify in
some detail how the child comes to acquire skills measured
by tests of intelligence.
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IIl. PERCEPTUAL-COGNITIVE PROCESSES OF YOUNG CHILDREN

Introduction

The discussion on intelligence suggests that many of the
preverbal perceptualcognitive abilities being measured by
inteltigence tests were the direct result of specific inter-
actions in the enviromment. The purpose of this section is to
examine the reser'ch findings which tend to support this
view and to suggest in somewhat more detail how the sets of
skills mentioned in the analysis of the tests are acquired.

Four basic sets of skills will be discussed in this section
as follows: perceptual processes, formation of concepts, clas-
sification skills and conserving abilities. ‘The development of
the perceptual processes is extremely important for all of the
child’s knowledge of the external world and the way in
which he organizes it, is dependen: upon and obtained from
his immediate sensory experiences.

The child needs to organize and classify the experiences
that nature provides. The first step towards this goal is the
formation of concepts such as form, color, and size. The
function of such concepts is to allow the child to sort or
classify his experiences with objects, things, ¢nd events in en
efficient and effective way. When concepts are so employed,
they reflect the availability of classification skills. Conserving
abilities, on the other hand, enable the child to understand
the invariant properties of objects such as mass, quantity,
volume, zic., as a basic first step toward logical or scientific
thinking. These four groups of skills, therefore, provide the
child with a more effective means for coping with and
adapting to his environment in an intelligent way,

The Development of the
Perceptual Processes

Although a child may be born with the tissues for
biclogical intelligence (brain), these become useful to the
child oily when he moves and acts, explores and maxipu-
lates, sees and describes, and makes use of the contents of
the world. These experiences are what Getman (i55) calls
the blocks for cultural intelligence. It is now thought that
the child learns all he knows. Very little comes with him at
birth except the basic machinery for iearning; children must
even learn how to learn, The fact that an infant must learn
how to walk and talk is fully accepted, It is just as im-
portant to recognize that the infant must learn to see, hear,
feel, smell, and taste even though the receptive equipment
for each activity Is present at birth. It is through these
perceptual processes that the child Jearns of his environment
and how he needs to function in it.

Perception can occur at two levels: it can cone either
from the external ¢nvironment or from the organism intern-
() External stimuli might be noise, light, or odor, while

EKC #] stimuli would be kinesthetic or organ oriented.

Other than the internal stimulus of Lunger, we will be most
concerned with the stimuli that occur in the environment of
the individual and how the availability of those stimuli
prompts percepiyal development; if there is no envi-
ronmental stimulus, there can be no perception. Further, we
will be concerned with the way the motor activity of the
child interacts with the environmental stimulus to fusther
the development of the perceptual processes.

The Importance of Sensory Stimulation
in the Development of
Perceptual Processes

Deprivation studies point up some interesting data with
respect to the importance of the availability of the environ-
mental stimulus to the perception development of the child.
Hebb’s experiments (187) in sensory-deprivation studies
using college students as subjects point up some interesting
findings. Subjects were deprived of a variety of kinds of
stimulation for as long as 3 days. Many experienced halluci-
nations, and some became so urcomfortable in this situation
that they resigned from the experiment. Generally, subjects
reported feelings of apathy, low energy, low motivation, and
difficulty in concentrating. The implication is that the
absence of the constantly varying stimulus environment
impaired the subject’s ability to be aroused; it resulted in
later resistance to sensory input and perceptual activity. An
analogy might be drawn to the fact that unused muscles
tend to atrophy.

Other studies involve deprivation of particular experi-
ences. For understandable reasons, when the deprivation was
experimentally induced, the research was done with animals
(except in short-term adult deprivation studies). The human
studies took advantage of cultural patterns or accidents
v i resulted in deprivation.

Riesen (26) who studied chimps reared in the dark
from birth and then placed in a normally lighted en-
vironment found that the animals were unable to learn visual
tasks, He also gives evidence that for pattern vision to
develop, there must be early pattern stimulation. Another
researchers of visual deprivation, Von Senden (404), studied
humans who had had congenital cataracts and had undergone
successful surgery to remove them. After the restoration of
sight, pattern discrimination was very difficult for the
subjects who resorted to such tactics as counting the number
of comers to identify a sguare. The quality known as
“object constancy” was also very difficult for them; an
automobile would look like an automobile when seen from
the ground but would be unrecognizable when viewed from
above. Here 2gain, deprivation of early experience resulted in
diminution of later functioning. Other visual-deprivation
swudies provide a case for sensory training before age four.
Drever (120) found that those children who became blind
before age four had imipaired space perception, while those
losing sight later had retained this ability.
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Motor Involvement and
Perceptual Processs

Another dimension of importance is the motor involve-
ment of the child. The early simple games of the child are
intended to develop his sense organs and his motor system.
The child sometimes carefully and sometimes randomly
experiments with things, looking at them, feeling angles,
smelling, and tapping to produce sound. These so<alled
games of experience are the background upon which the
young child will begin to build his ideas of the world, By
the manlpulation of things and of his own body in relation
to things, he is perfecting the sensory-motor process and is
learning to match sensory data to motor data. This adaptive
sensory-motor process which is developed will allow the
child to fit his behav. )r to a variety of situations with which
he will be confronted.

An enormous amount of such random experimentation
is necessary. (230) The child needs first to try out all the
possible muscular responses of which his body is capable in
order to find out what his body and its parts can do, and,
through this process, the child establishes neurological
patterns. He must observe how he can obtain sensory data
and learn how his body position can vary his information,
Then, he must Icarn to make the appropriate motor re-
sponse. The child must also have the opportunity to take
things apart and experiment to discover how they function.
Perhaps a later step would be the reconstruction of the
jtems. Soviet research, (434) additionally supporting the
importance of this kind of motor involvement, found that
the processes of perceptual activity are not developed in
isolation. Rather, they noted the processes are developed as
a result of the subject’s practical activity. It appcars that
perceptual processes develop in connection with the child’s
increasizigly complex motor activity.

Developmental Properties

Getman (155) states that the development of the
sensory-motor activity for most children proceeds as follows:
general movement patterns for action are the processes by
which a child learns to use his head, body, arms, legs, and
feet to move about and explore his world. The eyes become
useful in steering him about (i.e., visual discrimination). The
developmeni of special movement patterns of action is a
derivative and an extension of the previous process. The
child now learns to use his body parts in unaison to control
and manipulate the things in his world. Each part or group
of body parts with ucuromuscular patterns (bone-muscle-
nerve involvement) must be developed through use before it
can make a contribution to perception. The early, extremely
complex activity of hand-eye coordination is a prime con:
tributor to the development of perception.

The next stage involves the development of eye-
movement patterns to reduce action. Practice and experi-
ence in this process assist the child in Jearning to use vision
- obtain information about his world without the move.
‘nts previously needed for exploration and manipv’: tion.

The hands seem to be less and less involved in manipulations
for information and can be said to increasingly use informa.
tion obtained through vision. Ttis is a stage that would
occur in first- or sccond-grade children, and it is mentioned
here in order that the reader will see where the child Is going
in terms of developmental abilities. Renshaw (318) stated
the concept most clearly: “Vision develops under the
tutelage of the active touch.” Thus, vision serves the child
early in his development till the gross body movements
become refined. Then motor activity dominates and mediates
a more efficient and effective visual-discrimination process.

The Experiences Objects Provide

1t is quite possible that solid objects that are tactically
distinctive as well as visually distinctive, provide richer stim-
ulus information, because of the builtdn redundancy.
Stevenson and McBee (378) have compared the differences
in learning rate of young children when the stimuli for
discrimination were solid objects (cubes), planometric objects
{cardboard cutouts), aud patterns. The children in the group
trained with solid objects performed significantly better than
the other twu groups. For the most difficult problem in the
series, the older children (age six) were able to learn with
both solid and planometric stimuli, but not at all with
painted patterns. It is important for our purposes that this
particular problem was too difficult for the younger group.
Why were the solid objects more effective for learning the
discrimination tasks? One interpretation is that solid objects
provide more redundancy of stimulus information than ihe
other two sels of stimulus materials because the children
both nandled the stimuli and 1ooked at them. Whatever the
reasons, we must view this information as an important key
in consideiing the kinds of tools and materials that are
developed for use with young children. It would seem that
traditional workbooks and pictures of objects would not be
nearly as useful in helping the child discriminate the features
of objects as would a three-dimensional form. Rather than
looking at pictures of animals, 8 preschool child might gain
much greater understanding of what the animal is by
working with a strong motor-laden task such as building or
painting a papler-maché or clay representation.

The Necessity of Experience

Clinical research now provides evidence that a child’s
ability to discriminate differerces in sounds (tones, noises,
etc) and his ability to produce more acceptable speech
sounds are closely related to his ability to integrate the
special movement patterns of the visual-tactical mechanisms.

It is precisely at this stage that we find the preschool child

— learning to adapt himself to the vast world of experiences.
The findings of Koltsova (374) corroborate evidence suggest:
ing this trend in development. She found that classificatory
concept labeling is learned more readily when accompanied
by conditioning in tactile, visual, auditory, and kinesthetic
aress than when learned on a verbal or tactile leve! alone,
Zinchenko and Ruzskays (436) show that, where an
adequate perceptive image in small children cannot be



created by means of visual and tactile acquaintance with an
object, such an Image can be formed in the course of
practical manipulations with the object.

Although we see random experimentation with solid
objects for the child as being necessary for the development
of perceptual processes and fixing labels to objects, it
becomes more and more difficult in our present everyday
life for the child to do this, First, because the child is now
surtounded by complicated gadgets and equipment, he is
seldom allowed to manipulate and explore his environment.
Second, because these technical things are so complex, if the
child succeeded in taking them apart it is doubtful that he
could gain much understanding about how they work.
Physical danger is another aspect to the restrictions that
today’s children face. A child in a modern apartment or a
crowded city home cannot run at will, These conditions tend
to depress the opportunities for the kinds of sensory-motor
activities needed in the development of the perceptual
processes.

The Motor Development of Young Children

Knowledge of motor development is needed to match
the practical activity that the child’s motor skills can enter-
tain in order to better affect the development of the per-
ceptual processes, Thompson* and McCandless** note the
following developmental trends. The child when faced with a
new task reacts to that task with a number of general, gross
body movements and gadually moves to more specific
patterns of movement. The child also first uses large-muscle
groups and with maturation gains control over the small-
muscle groups. Another trend to be noted is the cephalo-
caudal; muscle control and coordination begins at head and
moves to the foot in an orderly fashion. In addition, growth
in motor skills seems to be proximodistal; development pro-
ceeds fiom the axis of the body outward to the periphery.
These latter two trends describe primarily the first 2 years of
life, Early motor development is also marked by its bilat-
erality; the child first uses both arms, both legs, etc., and
with increasing age begins to be able to use only one arm,
hand, or whatever independently of the other. The child in
his early actions also uses a large number of muscles £nd
then gradually a smaller number, differentiating their use to
the task involved, Tt has also been found that development
in motor skills follows an ordedy sequence. Shirley (350)
found that each stage of development was a prerequisite for
the immediately foliowing stage. Howcver, deviations are
found with the individual child who can skip a stage so that
the sequence cf development cannot be said to be rigid in its
structute, (15) Finally, McCandless®®® points out that the
child will abandon skills he does not use and continue to
refine those skills he does use, thereby developing an Increas-
ing level of adroitness in his actions,

SReferenco (390), puges 225-230, ’
() " eference (269), pages 378-380,
Mc‘efemnee (269), page 379.
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The Infant

Postural-Locomotor Abilities. Thr infant child develops
in motor skills in two primary areas: as noted earlier, he
begins to be able to move his body in relation to objects
{locomotion) and he begins to use his body, specifically his
hands, to move other objects (prehension). Development in
lozomotion follows the trends described above. The child
first undertakes antigravity movements by lifting his head,
arms, and eventually his torso, following the cephalo-caudal
pattern. Next he begins to move in prone progression accord-
ing to three stages, as described by Burnside (49): crawling,
creeping, and hitching (locomotion in a sitting posture).
Next the child develops his skill to walk, which progresses to
a deliberate stepping movement, then heel-toe progretsion,
and finally into the integration of movements that is walk:
Ing. As the child grows older his precision in watking in-
creases with deveioping length, width, and variability of step.
Once the child has begun to walk erect, his hands and arms
are free to do more-advanced manipulation activity.

Reaching, Grasping and Manual Manipulation, Before
the child walks, however, he shows advances in manual
manipulation which follow the mass-to-specific trend He
first begins to grasp objects, untid finally he opposes thumb
and finger which allows him to pe:form finer manipulative
tasks,

There are various theories of why a child turns out to
be right-handed or left-handed. Included in these are the
cerebral-dominance theory and theories on the influence of
genetic, social, and inteltigence factors, none of which have
been established unequivocally as the cause of handedness.
In any case, by the time the child is 2 years of age lie has
shown fairly well his handedness preference. Also, according
to Munn®, the 2-year-old child has developed quite a variety
of motor skills. He runs, piles six blocks, imitates vertical
and horizontal strokes; tries to make a circle, nests four
boxes, places dlocks in a row, points to an object on a card,
creases paper in imitation, and unwraps paper from candy.
McCandless® gives the following landmarks concerning the
development up to and including 3 years of age; hand
control, torso control, rolling over, sitting atone, creeping,
standing, walking, running, tricycling, and thumb-finger
opposition, With the acquisition of each skill, the child
continues to widen his perceptual field. He is able to see
more, to contact what he sees and to manipulate what he
sees,

Development of Motor Skills
During Later Childhood

Speed and Strength, Speed of response has been shown
to be highly correlated to chronological age; the older the
child, the faster the speed with which he rezcts. The upper
limit of speed is prokably reached in later childhood. (287)

®Reference (287), page 316.
¢ SReference (269), page 414,



Motor Coordination and Skills, Jones (218) has found
five stages in the development of the use of wheel toys as
follows: discontinuous play at 21 months, attention to sepa-
rate parts of the toy at 24 months, improved skill at 26
months, merging of skills at 36 months, and continuous
imaginative play at 48 months. Gutteridge (175) in a study
of 1973 children has found several norms for development in
motor skills. He found that at 3 years 50 percent of the
children could climb well and that at 6 years 92 percent
could. Approximately 42 percent of 3-year olds were profi-
cient in jumping and 81 percent were at age 5. Nearly 17
percent of the children could tricycle at age 2, and by age 4
all children could. Finally, in ballthrowing, 20 percent of
the children at age 4 were pioficient, and by the time they
were 5-1/2 years old, 74 percent of the children were skill-
ful. In writing skills, Townsend (394) found that copying
geometric figures was more related to perceiving and dis-
criminating between forms than to motor abilities as such.
As can be seen, a child’s ability to perform a motor task
increases in proficiency with age.

Factors Influencing Development

While development in motor skills is primarily a func-
tion of maturation during infancy, the integration during
later years of the basic skills acquired at the infancy stage is
dependent upon environmental influences. Munn* charac-
terizes the process as follows: development of locomotion
depends directly upon assumption of contro} of muscles by
the growiig cerebral cortex and the growth of the cere-
bellum. General environmental conditions and amount of
exercise have little to do with the appearance of the child’s
ability to walk, However, in beginning to walk the child
must rely on the following sensory cues: tactile cues trans-
mitted by the feet; kinesthetic cues from movements of
muscles, tendons and joints; and visual cues that indicate
direction, It has been found that blind children, who do not
receive visual stimulation, are significantly retarded in begin-
ning to walk. Furthermore, they are inhibited by earlier
injuries they may have received when they first tried to
stand or walk. Even at this early stage in motor develop-
ment, the amount of stimulation provided by the environ-
ment is seen to be a factor in motivaiing the child to

progress,

Similarly, in the development of prehensile behavior,
while maturation of neuromuscular coordination plays an
fmportant role, visual and tactile stimulation aze significant.
McGraw (273) finds six phases in the development of pre-
hensile behavior: passive phase, no evidence of object vision;
objectvision phase, convergence and accommodation are
elicited by an object but no hand movement is associated
with it; visualmotor phase, arm and digit movement appear
to be reflexly aroused by visual stimulation; deliberate-

l: l{llc:ferenca (2§7). pages 317-326,
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mantpulative-movement phase, object is continually fixated;
visual-release phase, look at object and start reaching
movement; final phase, reductica of muscular and visual
activities to a Jevel required for reaching and grasping. These
phases clearly illustrate the necessity of objects for visual
stimulation to elicit grasping and reaching behavior. Finally,
however, thumb-finger opposition, perhaps the most impor.
tant single manipulative skill, appear, according to Halverson
(177, to be a product of both maturation and learning.
Handedness is seen to be learned depending on training, the
task involved, and social pressures on the child to be
righthanded.*

According to the norms as established by Jones and by
Gutteridge in the use of wheel toys, climbing, jumping,
tricycling and ball-throwing, growth depends on the child’s
level of neural-muscular maturity. In addition, the child must
have attained a certain weight ard height, and he must have
been allowed to observe the play activities of other children.
Furthermore, these skills depend on the kinds of equipment
available for the child to use and the kinds of experiences he
has had at home. Overall environment is seen tc have a large
effrct on the development of motor skills after the age of
two, If a child is restricted in his opportunities to experi-
ment with and integrate his motor skills, he will remain
underdeveloped. (218, 175) In a study by Williams and Scott
(419) lower<lass black children were found to be more
advanced in motor-skill developnient than middle<class black
children — probably because of the more permissive and less
exacting conditions in the lower<lass home. At the same
time, however, the lower<class home has a paucity of play
equipment for the child so that he may not match the
middle-class child in specific types of motor skills. Neverthe-
less, some motor skills depend little on the amount of
practice, and practice is of help only when the required
maturational level has been reached and the child is suffi-
ciently motivated to act.

As we have previously noted, a child’s later develcp-
ment in writing depends largely upon his ability to discrimi-
nate between forms and then upon his level of motor skills.
(394) Motor functions also depend on certain patterns of
physical development such as amount of weight gain or loss,
growth in the lower extremities, and shifts in the center of
gravity; however, more research is needed in this area to
determine the extent of dependence on physical growth.
(390)

In summary, it is apparent that development of basic
motor skills is primarily a function of maturation although
sensofy cues and practice are also necessary. Development
after 2 years of age depends on a number of variables,
including perception, physical growth, and environment. The
latter has the most Influence on level of proficiency in
specific types of motor skills and opportunities for practical
manipulative activity.

#Reference (269), page 414.



Cognition and Its Relationship to
the Perceptual Processes

Wohlwill (423) has provided some .ngiedients that
extend the relationship between the sensory-motor activities
of the child and his perceptual development and provide a
systematic framework which focuses on the continual inter.
play between perception and the cognitive processes (e.g.,
concept formation, classification skills, etc.) of the young
child, He suggests three dimensions along which perception
and cognition can be related: redundancy, selectivity, and
contiguity.

Redundancy

As the child grows older, he not only needs less redun-
dancy in the display and frequency of a certain type of
sensory information, but also stores enough information
about the features of an object that he can recognize what
the object is and its shape on the basis of partial cues, Thus,
according to Wohlwill, the dimension of redundancy appears
to run a course of a decreasing perceptual dependency on
the frequency of sensory data of a certain type about
objects or things towards an increasing dependence on a
memory function. This is a function in which the identifica-
tion of objects and things are mediated by a kind of cogni-
tive activity which helns the child remember. The increasing
reliance on memory capability and the decreasing reliance on
perceptual cues is thought to characterize the young child’s
development and occurs as a result of an interplay between
maturation and learning.

Selectivity

The dimension of selectivity bears light on the diffi-
culty a young cliild has in his ability to disassociate relevant
fiom irrelevant information at the perceptual level. One of
the most dramatic of the major developmental changes of
the young child is the development of the cognitive pro-
cesses which allow the child to select and abstract relevant
information from the environment in a systematic and effi-
cient marner. The characterization of the child’s develop-
ment here is that his notions and ideas about the world
remain invariant even in the face of tome rather distosted
perceptual experiences. At the beginning, however, the
young child cannot accomplish this act; and until he has the
opportunity to develop cognitive classificatory functions, he
cannot deal adequately with the bombardment of
experiences which he encounters daily,

Contiguity

The third dimension that Wohlwill proposes concerns
that of contiguity. Here the spatial and temporal factors
lffectmg sensory experiences play an impomnt role in the
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perceptual life of the child. Stimulus information whish is
widely separated in space or time is difficult for a child to
handle, Concerning this point, Wohlwi | noted, however, that
reviews of the literature on perceptual development do sug.
gest that as the child develops he increases his ability or
tendency to relate objects in the stimulus field indepen-
dently of their spatial or temporal cuntiguity.

In summary, therefore, the child’s development is cha:.
acterized by the following:

o The emergence of fiemory which replaces the need for
redundancy of sensory experiences

o Cognitive processes {e.g., concepts, classificatory skills,
etc.) which provide for a more efficient and effective
pattern of discriminating the features of objects and things

e The development of time and space concepts which per-
mit the child to draw relationships of objects indepen.
dently of their spatial or temporal contiguity.

Wohiwill states:

It is of no little significance that errorless perceptual
discriminations of length, size constancy, and number in
the growing young child appear to develop in close
interdependence with the gradual developments of con-
cepts which tend to help mediate accurate discrimina.
tion of these more abstract features of objects.

Relevance to Educati~nal Planning

The relevance of these dimensions for educational plan-
ning, is to assure that the growing child is provided a
systematically organized program for helping him remember,
discriminate, and generalize his notions about the world of
objects and things by carefully permitting the blending of bis
perceptual products with a more highly refined and more
accurate accounting of his world of objects and thmp via
the more-advanced cognitive skills.

Several implications for educational planning can be
drawn concerning the way the growing child comes to inter-
act with objects or things. Early in the educational experi-
ence of the child, simple objects of different shapes, forms,
and clear distinctive feztures should be made available and
presented to the child, There must not be an overloading of
multiple characteristics, for the child is at a preconcept stage
and will be unabl- to incorporate a variety of characteristics
into a simple classification. In addition, ar understanding of
objects should not be contingent upon concepts of time and
spatial relations. The child must also be given many oppor-
tunities {o interact repeatedly with the objects at the very
early stages of perceptual development.

During the selectivity dimension, an active effort shouid
be made to help the child develop concepls of objects such



as form, color, atd size in order to facititate or mediate a
more accurate perceptual sense of discrimination and a more
accurate sclection of relevant featurss of objectives.

In summary, therefore, we see that there is a theoretical
frame of reference which reveals th: cognitive processes as
they relate to the child's perceptual interaction with objects
and things. Moreaver, we see how these processes tend to
increase favorably the chi'd’s perceptual accuracy in discern-
ing the nature of his world and how they lend to decrease
errors of percepiual judgment about his wotld of objects and
things.

The Formation of Concepts
in Young Children

During the time the child is developing the perceptual
processes through sensory-motor experiences, he begins to
develop concepts with which to organize his sersory expe-
riences. Regarding this point Sigel® siates:

Sounds, lights, lextures, shapes aze among the innum-
erable sources of stimulation consistently impinging on
our senses. For us, as adults, diversity is neither distress-
ing not chaotic, for we have created order out of the
seeming disorder. Having soquired this order, we are
able to move 1bout our envitonment with considerable
ascuracy and security. By learning to behave appto-
piately toward the many objects, events, and people
with whom we come in contact, we adapt and function
in out environment with the necessary precision and
confidence,

Sigel further proposes that the majot reason the child jesrns
to cope with his environment mote efficiently is that he is
sble to develop a system of concepts which permit # systery-
atic and efficient way of selecling and organizing the sensory
dsta (i.e., the dimension of selectivity), Concepls are Jearned
through experience and are employed to form classes or
categoties, but their main funclion is to help the chid
Mentify and classify sensory data.

The (ollowing paragraphs discoss the way in which
concepts develcp, the environmental conditions surrounding
their development, and the types of concepts which charac-
terize the child through the course of eatly develcpment,

Object Permanence

The chid fint has to Jearn to recogrdze and identily
objects. This nommally occurs duriag the  seasory-motoe
petiod 12 which his sensufy-mmotot actinties help him
learn that objects s things have 3 stabdity and are dir-
ferent one from another. Scon he learns to distingaish mot
only the object iself but the features which define it.

B l{llcrw (Jii), ptje 209
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Sigel* notes that Piaget and Wallach point out the
world of the child is egocentric and that initially, an object
is viewed by the child as an extension of himself. (321) Al
approximately 2 years of age, if the child has had appro-
priate sensory-motor experiences, he begins to conceptualize
the objects in his world as having substance, as taking up
space, and as being permanent. It is at this point that
Wohlwill's redundancy dimension becomes relevant because
it is during this stage that the child is able to remember the
object on the basis of its parts, That is, the identification of
8 part or pasticular feature of, say, the leg of a doll &1
sdequate for the child (o know what the whole object is.
The last stage of object permanence is characterized by a
child’s awateness that an object could be in any number of
places and still exist in the form that he knows it to be.

Space

In line with the development of object permanence i3
the acquisition of spaiial concepts. Piaget (304) tneorizes
that the infant’s earliest ideas are that there ate many kinds
of spaces, each of which depends on where the caild happens
to be standing. A series of stages of experience follows in
which he learns to comprehend a single odjective spade: that
encompasses objecls, persons, and events. As the child
searches for objects, he is able to perceive the spatial rela-
tionships between himself and the place of the objects. If an
object is behind the screen, he distinguishes between it and
the screen, or if it is under a pillow, he makes a similar
distinction,

Thus, the child fs beginning to show an awareness of
very primitive concepts of a distance perspective and thereby
maintains a certain notion of constancy concerning the size
of the object. Subsequently the child shows an increase in
his understanding of the relationship among the objects in
space, He begins to stack objects, pul them into containers,
etc. Sigel*® points out that both the concepts of space and
object permanence are closely interrelaled because of the
child's continual differeritiation not only of spaces, per se,
but of the objects in the spaces. (31)  Moreover, the chid
begins 10 sepatate himsell from objects and realizes that he,
too, is an object in space,

Meyet (276), postulates thite developmental stages in
spatis] concepts as follows: up to about 2-1/2 years the child
responds to what Piaget has cafled practical space, in which
objects are present only to satisfy his needs; between 3 and
4 years of ape the child responds to a subjective or empirical
spice, showing interest in the objects themselves bul he is
still preoccupied with his own activilies, though adjusting his
activities, to spatial maierials; aftee 4 years of age the child
respeds 1o objoctive space, considering himselfl 83 ohe
object among feany and sitempling to sdjust his behaviot to
the relative pasitions of all available objects.

“Reference (021), page 224,
SiReference (321), page 226.



There is some eridence that spatial relations continue to,
be coordinated to the human body even into the elementary

school years, Michacl, Zimmerman, and Guilford (277). .
found that older childten understand the elements in a. .¢
spatial pattern largely on the basis of reference to their own -
bodies (right and left, high and low, and 5o forth). N

P

I
Piaget (150) categorizes the concepl of space in three -, -

ways: topologicsl, projective, and Euclidian space. Topo-
logical space refess to such things as order, enclosuré, and |

continuity, Projective space refers to the perceptualiy invari- ;-
ant featuses of the object when the point from which itis +°

viewed changes. Euclidian space deals with such concepts as-
angularity, rectangularity, and parallelism. He notes that |
topclogical properties are distinguished rather early in life, or
al about the age-of the preschooler. Projective and Euclidian
space concepls usually oocur much later in the dev:lopmenl
of the chid.

In suppott of Lhese hypotheses, Sigel® describes a situa.
tion in which Piaget tested them: .

In one txperiment, the child was seated in front ol"n
screen behind which were objects. He could handle the
objects through an opening in the screen but could not
st them. He was asked to match the objects behind
the screen with dualicates which were visible, In a
second experiment, the child was asked to draw pic-
tures of the unseen chjects aftet handling them. It was.
found that between the ages of three and four the chid -
was able 1o discriminate objects in his drawings mainly .
on the basis of the topological characteristics. He was
sble to Kentify objects that were open compared 1o
those that were closed. The adiity to discriminate

between curvilinear and rectilinear forms oocurred latet. .

Piaget concluded that the child of 3 or 4 years can
readily distinguish an open from a closed circle, but fs
unsble 1o discriminate between the dosedcmieaod

closed rectilinear figures such as squares. The implica. . i

tion of these crosssectional studies is that the chdd *,
passes through a sequential otder in his :cqumtion or :
these space condepts.

Tt i impottant 10 note, howevet, that the dcvdopme;tl -

of a conception of space is more than a visual perceplual; it »
is a cognitive sctivity resulting from manipulative actions of
the child in space iteelf. Flavel (150) states "

Adult represes.tation of space ... result Jrom active
manipuls'ons of the spatial environment by the percep-
tual apparatus. For example, we eventually come to

]

.

"ee™ objects a8 topether ot separated da space, mwch - .-

lest a3 2 function of past vissal enregistrations of theis
proximity ot sepsrstion thaa from pasl actions of
placing objects gether and separating them.

Related to spatial concepts is the adility of chidrea to
mpoﬁd fo relationships between objects Ja space. Lauba

l: KC ference (J21), page 227.

(247), in a study of spatial concepls, describes the l‘ollowmg
experiment:

...twentyone preschool-aged children were asked to
locate a particular pill box in a series. The children saw
the experimeuter place a piece of chocolate in a box
and arrange it in a linc. A circle, a square, or a triangle
with five to twenty other boxes. The child was per:
mitled to eat the candy if afler | minute he could
select the cortect box on the fist frial. It was found
that children of all ages were most successful when the
goal box was placed at the end of a series, at the apex
of a triangle, or some other position for which position
concepts are most easily established. The fewer the
elements in the configuration, the greater the child:en's
degree of success. Some children pleaded with the
experimenter, “Please putl the checolate at one of the
ends.” Only one of the chidren mentioned counting as
a basis of cholce. Most of the children, however,
seemed to respond on a “‘general region™ basis, demon-
strating that a general position conoept was bclng used

at these age levels, O b

-
c' o‘

Smith (369), in an extension of the Leubs ftudy, l‘ound thlr -
children begin to develop a dircctional-otientation concepl
during the preschool yems.

".

Form o

»
.

Form is one of the most salient features of objects, and
since it serves 38 a basis for discriminating objects in spaces
as well 38 for distinguishing the differences between objects,
it has received a great deal of attention. Thompson® noes
that several investigators have found that form discrimina-
tions ate among the first, if not the first, made by the
growing child. For instance, Fantz demonstrated that per-
sistent prefetences for visual patlerns were made as early as
the fist 2 months, He presented the infants with separate
patterns containing horizontal strips and concentric circles.
He found that pattern preferences tend toward a preference
fot complexity. Ling presented two ot mote blocks differing
b shape (l.e., circle, cross, triangle, and others) lo infants
between 6 and 15 morths of age. Discrimination of the
forms was found to be present a3 early a3 the sixth month
of tife. in fact, infants were able to differentiate ttiangularity
and circulsrity from other forms, even whea the form varied
in size and color. On the basis of this study and others, the
infant at the age of 6 months appears (0 have some concept
of fonm that s ind:pendent of absolute size. Thompson
further reports that othet investigators, Long and Skeels,
hee found tHat telative position or size seems 10 have very
Litte effect on form-discrimination petformances of chidren.

It Is dering the semsory motor pernd that a consistent
and rapid development occunt in which the wafant is lestning
to make refined and precise Jadguents, such & reaching fot
and Weatilying cbjects visually and physically. A chidd can

TReference (390), pages 320324,




also identify forn’s even when the background content
within which he sees the form changes. This ability charac.
terizes his concept of object constancy. That is, the features
of the object do not change because of changes in the
surrounding background in which the dbject is placed, Thus,
in the early years, children are able to acquire concepts of
object constancy as well as object permanency.

The degree to which 2 child can generalize form con-
cepls hat not been (horoughly researched. The evidence
which ha; been collected by Long (253) suggests the
younger child does experience some difficulty here. Most
results indicate that the child can distinguish form quite
readily, but that the preschooler has some difficulty conserv-
ing the ~wneness of objects (knowing the form of the object
remains the same) when the object itself is placed upside
down or on its side. Thus, object constancy is a function of
the child's ability to conserve both in the face of changes in
the bxckground and in the way the object itself §s placed,

Color

It is also true that children are able to discriminate
color early. Sigel* reporis that many investigators have
found that, by age four, approximately 90 percent of the
children can natch basic colors and that 80 percent can
name them, Such discrimination also appears priot to any
verbalizations about coles. In the drawings of children
between 4 snd 8 years of age, Hurlock and Thomas (203)
found a steady Increase in the ability to perceive and use
colot cocrectly. Smith (365) also found that colot dis-
crimination increases steadily until an age between 20 and
30 years, after which it stowly declines. At all ages, dis-
crinination of hue and saturation is more highly developed
than that of brightness,

There s evidence that discriminations are made mote
on the basis of calor at some developmental levels and more
on (he basis of form at others. Very young children (21
months) evidently petform matching tasks on the basis of
form, not colot. Brian and Goodenough (40) suggest that
colot provides the basis for separaling things into broad
categories (gerwt classification). Tty found that children
sped 3 10 6 years prefer to discrimenate on the basis of colot
nther than form. There is wide agreement that, for children
between the sges three to six, color dominance increases for
swhile and then begins to decline (ifl, by age six, fom
Jominance again prevails and increases until malurity.

Theee may be a resson for the peeference of colot owr
sorm duting the ages three through six. In making early
differentiations and classifications, steactete (form) snd fenc-
tiok are of primary importance, and colot con smally be
ignored, Aftet the child has developed some facility i mnak-
ing Lhe form Judgments, he then makes sse of color concepts
1o further classify objects. 1y other words, a cow is a cow
regatdiess of what colot it is. Later the child petceives a red

- l{llC”m Q11), page 230,

Aruitoxt provided by Eic:

cow as being quitc a different animal from a black cow. Al
approximately age six, however, there is a gradual shift back
tu form.

Size

3ize is a less suient crganization than color ot form for
the very young child. This is largely attributad to the fact
that the size of an object is relative to an external measure
ot to other objects, v nereas color and form are judged Y
intrinsic attributes. Thrum (392), working with subjects of
apes two to five, found that this age group of children has
difficulty working with size concepts. She found the mest
difficult concept for children to select correctly was middle-
sized; the next most difficult was biggest and the easiest was
littlest. 1t appears that tlie child cannot conserve size ~ that
is, 1he child is not able to tell that the size of an object
temains invariant independently of its telationship to objects
which are larger, smaller, ot of differing distances from the
obseiver. Also, it appears that the concept of relativity is not
well established since he has difiiculty relating bigness, etc.,
of an object in terms of its relstion to other objects of
varying sizes,

Related to the size concept is the ability of the child to
respond o positioning relationships between objects and
things. Miller (279) found that young children have diffi-
cully o.dering objects in the environment because of the
Isck of the concept of middieness. 1t is not until about the
age of seven that the ability to form a generalized concept
of middleness it acquired. (169)

Hicks and Stewart (197) employed ten children in the
age groups of 2, 3, 4, and § yeart to Investigate the ability
of chideren of different ages to leatn 0 select the middie
sized of three doxet, The children were motivated to sefect
the riiddle-sized box by the experimenters always placing &
smal toy under it. After the child has kearned to choose the
middlesized box choice, ht was then presented with a new
series of three boxes in which the latgest box of the previous
serizs was dropped and a new smabest box added. Those
thirty-one childten who wete able to learn the first series (15
consecutive trials with tuccesses) weee sble to apply the
ocncept of middlesizedness (0 the succeediz g series. Only
one of the 2.yearold chidren was able to complete the
training series. it is interesting that the successful subjects
confused the middlesized with the largect box twice as often
a8 they confused the middle-sized with the smallest box.

1t may well be that celativesize contepts have simity

prerequisites o relative positioning, eg., middlentss. The
child mmat be sble to sbsteact the tire and see its relativity
(which requires the sbility 10 comsecve and relate).

Time

The adility 1o conceptualize and wse the formal dimen-
sioht of tine in dealing with objects develups slowdy for the



child, and research in this area has not been extensive.
Although research has demonstrated that infants make
responses to feeding schedules in regular intervals, there is
little evidence that they are aware of time intervals; they are
quite possibly conditioned by internal sensory cues. In fact,
other researchers (162) have demonstrated that standard
time concepts related to the estimation of very short inter-
vals appear rather abruptly at approximately 8 years of age.
There appears to be a developmental sequence which
emerges in the young child. In a study by Ames (6), with
children ranging from 1-1/2 to 4 years of age, the foilowing
trends were noted in the verbalization of the children: words
indicating the present occur first, words about the future
next, and finally words about the past. Ames states, “Thus
‘today’ (24 months) precedes ‘tomorrow’ {30 months),
which in turn precedes ‘yesterday* (+5 months)™.

tn an investigation by Friedman (152), primaty children
were asked questions related to time concepts: “Tell some-
thing that happened a long time ago™ and “a short time
sgo™. It was generally found that tesponses wete more ade-
quate with a short time ago than they were to a long time
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These findings supgest an interplay between verbaliza-
tion, memory and time which confounds the study of lime-
concept formation itsell. The child’s notion of time may be
preverbal, but his tendency to remain in the present may be
s function of the lack of langusge skills for mediating
memory of recall of events.

Serlation

Seriation is the otdering of objects based on similar
sttridutes. In the discussion of size concepts and positioning,
we noted that the child had difTiculty relating to a seriation
of objects from latgest to smallest, and in positioning.
middieness was a problem. Elkind (250) sees seristion as
having thuee distinct stages. In the first stage the chid
cannot discern the parts from the whole. In the second step,
ot at spproximately age five, he begima to understand a
concept of otder or that things can occur in a sequence but
that thete is no reversidility (i.e., smallest to larger, but not
G othet way sround). There ts much trial and etror at this
stape but he odlains an understanding provided thst the
ordered materials are perceptually present. By sges six to
seven the child can make a menlal progression of order and
does not rely on concrele experjences.

Numeration

This concept concerns the spplication of camenshs to 2
st of otjects which are simttancowsly damsified and
ordered. At age four the child does fittle mote than imitste
the sosnds of mambers. He is hot swiré that sambers ean
repeesent things, although he may be able to count. In stape
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two, at about age five, he knows that numbers can be
classifiers of things, butl he is unable to order and number
simultaneously. At sges six and sev:n, the occurrence of
counting behavior implies an understanding of classification
and ordering simultaneously. Thus the concept of numera-
tion is cotained. (252)

Classification Skills

Once tiie child has developed concepls, j: then becomes
possible for him to use the concepts to group and sort
objects on the basis of their physical and abstract featuces.
Eadier we noted that there is a close interrelationship
between the development of object conslancy and space, bul
more importantly, we saw that interaction with objects and
things in the envitonment is a necessary condition for the
development of all of the concepls. The motor involvement
was essential and was limited only in terms of development
from gross bodily movements to finer hand-eye coor-
dinations. Another important condition noled was the avail-
ability of stimuli to help develop the capabilities of sight,
hearing, feel, smell, and taste. We also noted that the child
develops certain concepts such as form and colot. Size and
the more abstract comvepts of time, seristion, and
numeration are difficult for the preschoolet to develop, but
some eventually do develop them.

The development of the child's classificstion skills
generally reflects this past experience and falls into the
following pattern: learning to form one class (45, 254), to
change the iiteria for categotization (186, 254), and to
compare the size and content of the things or objects which
have been grouped anc sorted (117, 302).

A great variety of ways to classify ot sort objects on
the basis of concepts has been viewed in the literature. They
can % best undentood when grouped under the broad
topics of tesemblance torting and functioad sotting.

Resembdlance Classificstion

Resemblance classification is a method of socting obiects
which conlains within # all the ways to compare objects
having at least cne common sensory properly. Within this
type of sorting, the pruschool child woald make use of such
concepls as color, shape, material, snd = to sothe extenl =
size and numbet.

Shape sorting, which is sometimes referted to as form
sotting, i the first concepr that & child wees 1o sort objects.
Shape can refer to Lhe peometric shape, to tdge matching, ot
to s specified part of an object. Here we might sort &li bals
together, all carcs with lrisngles on them, 0t 2 square and 2
trisngle prowped Om the observation that they both had



Color sorting dcvelops after the child learns to sort on
the basis of form. This developimental trend in sorting paral-
lels quite nicely the sequential development of form and
color concepts. Some examples of color sorting would pair a
green frog and a green vegetable, & red flower and a red
crayon, 8 blue car and a blue hst.

Material sorting is not so easy as simple shape and color
sotting. The child needs to have some background of expe-
riences with texture and tactile discrimination on which to
base his judgment. An exampls of material sorting is seen
when a dress and a towel are found to be in the same class
because both are made of collon or when a baseball bat and

a pencil are grouped.

Size as & criteria for grouping is progressively difficult
for the preschool child. [t requires that the child use as a
basis of comparison a concept of relativity which, as noted
carlier, is not a concept easily acquired by the preschooler.

Number a3 an ftem for classification also develops later
for the preschooler. An example of using number as a
method for ordering items would be the placing of three
balls into a group. Number can also be employed for group-
ing heterogeneous objects, sithough this is difficult for the
child.

Functional Classification

1t is during the preschool period of development that a
gradual shift oocurs —~ away from the tesemblance function
of classification, in which objects and things ate sotted on
the basis of one sensory property, to the ability to classify
objects on the basis of absteact features such as the function
of the object. In addition, there also oocurs an increasing use
of langusge to facilitate a more economical classification
scheme via symbols to repeetent both the physical and func-
tional features of the objects being classified.

This second type of classification, therefore, tmplies
that the prexchooler has functional concept in the sorting
and categorization of objects and things. Functional classifi-
cation, here, refers to such things s the chid's abiity to
group objects and things together because of the relationship
between them. For instance, papet and pencd would Le
grouped together because of the implied relationship be-
tween them. Another type of classification which implies the
swareness of a functional concepl would permit grouping by
similar wse. Using this classification skil, such things might
b matched as follows: pea and typewriter, dock and
calendar, eye and ear, match and lighter. Both classification
skills Imply Ut the child con learn what the function of
certsin obiects are. Most preschoolers can wse this contept
for objects with which they are familist (ie., they heve had
some expetience ia manipalating the objéct) and whose fuse-
tioh is ont wikh which the ¢hid has had some repeated
. tecognires that a spooa i wsed to eat jee
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The Dynamics of Classification Logic

A more detailed explanation (f the steps by which
children learn classification logic is offered by Inhclder and
Piaget. (207) They contend that classification begins when
the child groups two objects that are equivalent because they
look alike in some way (eg., shape, form, color, etc.).
Slowly the child begins to extend the scope of Liis grouping
from two, to more than two objects or things. He then
moves to the point where he can conceptualize that all
objects can be considered equivalent in some respect (i.e., all
objects have a shape or ali objects have color).

Experience in constructhig ore class at a time prepares
the child to recognize that objects do not belong exclusively
to sepanate and different categories. He then actively tries
out different groupings of objects (207), choosing first one
and then another, using a single altribute as the criteria fot
grouping. At this point he is unable to combine them to
form a higher class. This is strictly a horizontal classification
skill. Thus, he can shift criteria for grouping the same
objects and things but only on a single dimension. When
children begin to recognize that odbjects and things can
belong to mote than one class, they begin to descridbe the
way in which the classes overlap by using terms like “some”
or “all”, He-e lies the importance of language. It helps the
child in the construction of classes vis labeling the features
ol the objects being classified and descriding the extent of
their inclusion In a given class by a single feature of the
objects.

As his classification sbilities develop, he selects single
featutes of objects and then classifies the objects using
multiple critetia (i.e,, ocolorform combinations). The pre.
achooler beging to have difficulty in leatning to perform this
type of fask, however. Once he sccomplishes this skil,
though, the child can then experiment with the comple.
mentary procetses of joining subclasset to form a higher
order class or dividing a higher order class into separate
subclasses. Constructing a higher order class from subclasses
involves finding some common feature shated by the groups
that allow them to be grouped togethe: at a highet tevel. By
focusing on the common properties between subclasees in
ordet 10 form a higher order class, the child soon learns to
tecognize the Jogical relationship between the two levels of
classification. [t sppears that this logical openation must be
mastered first before a child can group higher order classes
that can be broken down to the subclasses which define it.
To do (his, the chid must be sdle to discciminate the
atiributes ~hich distinguish the subclatses from each othet
and from the highet order class. This emphasis on Lhe child's
ability to distinguish propérties and theredy to separsie sub-
classes lends, by the very matmie of (he lask, to depeenn hia
sbility 10 handle the concept of sameness enong objects in
forming a highet class. The child advisedly meeds trainkg in
the prouping O sameness criteria o a highet shstract hevel
priot 1o learning to sebdivide clames and thea 10 tejola
them.



Thus, there appuar to be distinct stages in the develop.
ment of classificatory logic for the growing child. Research
by Kofsky (251) indicates that several of the stages for
learning the skills fall well within the preschool child’s capa-
city to acquire. Children are able to goup and match objects
on the basis of form, colos, and function {i.e., the use of the
objects or things). They are also beginning to use size and
number, although this takes much training and probably
does not occur till around age five, at the earliest. They can
learn that groups of objects can share common featuzes (le.,
all objects are considered equivalent in some respects). Five-
yearolds can learn the comcepls of some and all as they
relate to an understanding that ubjects do not belong
exclusively to separate and diffecent categories (i.e., group-
ings of objects first on the basis of one attribute and then
on the basis of another).

As noted earlier, preschocd children, however, have dif-
ficulty classifying objects using more than one criterion, s
skill which #s a necessary condition for understanding the
complementary processes of joining subclasses with distine.
tive features to form a higher order class and then for
dividing a higher order class into subclasses.

The Conserving Abilitles of Children

There has been considerable discussion concerning the
notion that a child can be taught a principle or concept at
any age. This position has been advanced by Bruner (44)
very elogquently. Considersble research suggests that Bruner's
theory Is faulty, particularly in the area of what Piaget (150)
labels as conservation skills. This has implications for the
education of the preschooler because we do not wor’ to try
to teach the child concepts which may fall outside of his
capxity to soquire, Consider, for example, the following
study deating with the ability to conserve,

Katen Is 8 S-year-old preschooler. She is alert, commu-
nicative, and interested in what s before her. The
teacher has just fifled transparent plastic Containers A
and B with ovange juice. Both containers are the same
size and have been filled with the same amount of
orange juice. The child readily admits that both A and
B are the same size and that the amounts of juice in
them are the same. The teacher then picks vp Container
B and pours the contents Into s taller, more slender
Container C. Nothing else is 3dded 30 that we know that
the amount of juice ir. the taller Contsiner C s identical
with the smount I the wnemptied Containet A. We now

the liquid from B into C right in front of the child with
her walching at every moment.

Karen has not acquired the concept of conservation (in
this case, the conservation of quantity) because she was
unable to tell that the two amounls were the same.

Michael is a 6-year-old fiistgrade pupil. We ask Michacl
if the two amounts A and C are the same. At first he
says no. If we ask why, he might say something like,
“because your Container A is bigger” Bul if the
teacher points out that C s s taller container, Michael
might then believe that there is more juice in Container
C. And now let us make these results even more con-
fusing. If the teacher asked Michael who would have
the most juice if the contents of C were pouted back
into B (the original container) Michael would probably
answer that then the two amounts would be the same,

Michsel is simply unclear sbout whete he stands on this
matter. He realizes that both the width of one con-
tainer (A) and the height of the other container (C)
must be taken into account, but he is not able to
consider both of these aspects sl the same time. He
knows that if we pour C back into B that both
amounts will be equal. We will recall that Karer, knew
tight where she stood on the issue and that subsequent
questioning did not change her mind. She “knew” the
two amounts were diffetent.

Janet is seven.year old clementary-school child who is
taking our orangejuice test. She is convinced that the
two smounts are the same.

Teacher: “How do you know that the two are the
sameY"

Janet: “Well, because they were the same before.”
Teacher: “But the new container is higher.”
Janet: “Yes, Sut \he old one is wider ™

Janet knows that the two ere the same bessuse, unlike
Michael, she has understood the compensatory relation-
ship between height and width,

Janet has peoven that she has scquired the concept of
conservation, because sthe was not fooled when certain
properties of the two equal amounts were altered. She
temaing wnshaken dn her Deliel, but, unlke Karen, het
belief Is sccurate.

The performances ok the consttvation task by Karea,
Michael, and Janet teflect a threeatep process. First, there is
no addity to comserve (2t with Katen). Secend, there is
onapain offagrin Incoasistency (comsider Michsel). And
third, thete s the stcerate, snchanging sbility 10 comserve
(as demodratrated by Janet).



Developmental Prope;ties

There are, however, types of conservation skills dif-
ferent from the sort seen in this cxample concerning
quantity. Reviews of research in the general area have been
conducted by Wohlwill (424), Goldschmid (161), and Flavell
(150) with young childien concerning their ability tov con:
serve number, substance, weight, length, area, volume, and
distance. Definitions of the conserving ability, the age at
which they are typically acquired, and additional research
findings follow:

¢ Number. The concept of number permits the child to
understand that the number of elements in a collection
remain unchanged, regardless of how the elements are
displaced or spatially rearranged. Conservailon of nuinber
is typically acquired at 6 to 7 years of age. (250, 252,
4125, 116, 117, 406, 407)

o Substance. Aoquisilivy of the concept of vonservation of
substance penmits the child to know that the amount of 2
deformable substance such as dough, soflt clay, ot liquid
remains unchanged tegardless of how its shape is altered.
Conservation of substance is normally acquired at ages 7
to 8. (285, 143, 360, 361, 361, 363)

o Welght. Aoqulsition of the concept of conservation of
weight provides the child with an understanding that the
weight of an object remains unchanged regardless of how
{ts shape is altered. This normally occurs al ages 9 to 10,
(143, 360, 361, 362, 363)

o Length. Whet: a child scquires the concept of conservation
of length, he knows that the length of a line or of an
object temains unchanged, regatdloss of where it s posi-
tioned or displaced in space. Consemvation of length cocurs
at apes 7 to 8. (16)

o Ares. In the concept of conservation of area, 1he chid
comes to undentand that the total amount of sutfsce
covered by a sel of figures such as small squares remainy
unchanged independently of whether or not the figures
are grouped together ot spread out over a surface. This
adbility is normally soquired at ages 8 10 9. (16)

¢ Volume. In the concept of conservation of voluine, the
child has soquired an understanding thal the volume of an
object (in tenms of the water it displaces) remains
unchanged, regardiess of changes in its shape. This adility
occurs ot of around the beginaing of adolescence. (256,
143)

o Distsnce. The acquisition of the concept of the conens
tion of distance permits the child to know (hat Lhe dis-
tance between objects resmains wachanged regardless of
nbjects that gy dntecfere writh estimates of that distance.
Fot example, two dofls are placed of 3 Lable SO centi-
meters from one another. The child is asked whether thh
dolls are near each nher ot far apart. A carddoard screen

G et between them, and the child b ssked if they are stll
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as near or as far (depending on the previous response of
the child). At first the young child seems unable to
estadlish a distance relation betwien the two dolls with
the screen interposed. In the next stage of the dewvelop-
ment of this form of conservation, the child thinks that
the distance between the dolls is less with the screen
present because the space ooccupied by the screen is not
viewed as pait of the 'otal distance. And if 3 small
window is pul in the screei, tha distance seems less to the
child when the window is closed. Conservation of distance
is normally scquired at age 7. (334, 359)

Problems Surrounding the Role
of Genera! Experlence

Piaget (150) firmly believes that the concepts of con-
servation cannol be taught much earlier than the ages indi-
caled, and the evidence spparently supporls this view. He
believes, however, that general expecience is whal leads to
the unfolding of the conserving abilities. On the other hand,
he also believes that trying to teach a chid a specific
conserving ability before he is ready lo assimilate it and
accommodate to it will probably be futile. Kchiberg (239) is
in agreement with Piagel on this latter point and cites
research which tends to supporl this view. It is the position
of the authni that the research appears to be unequivocal.
We are reascnadly certain that the conservation abiities
cannot be taught (ot otherwise acquited) to more than an
extremely small percentage of childeen under four and only
for certain ones (eg., number). Where thete have been
reports of conservation sbilities at extremely early ages, the
favestigatons have probadbly becn guilty of not aking the
child to explain his conclusion. The child can state that two
things are the sane but not really understand why, as
furthet questioning would probably revesl. The reader should
see Piaget (303) for this criticism 33 applied to the work of
Brunee. Tiere are also problems related to the chil's ability
to understand such larguage concepls as more and same
(172) and the way questions are phrased in the inquiry of
the chidd {307).

We are not 30 sute, however, as to the kinds of general
experiences 3 child should have 50 that he will be able to
Jearn the conserving sbilities at the time they are typically
soquired. Piaget and others have offered very little in the
way of specilying what kinds of environmental experiences
ste important at the preschood level in terms of their facilits-
tive effect on the suhsequen! development of the conserving
adilities, Piaget provides the theoretical perspeciave, bul hot
the specifics.

The state of the sl does nol appeat to be adequate to
show what specific kinds of experiences the child needs in
otder to fecilitate the development of comerving abilities
The Enk up i oaly theotetical and ot such canmot be e
potared into a preschool adwecation program. Its significance
ey, howevet, It orening W not 1o construct leathing tasks
for a child which clearly ol owtside his capacity 1o com-
pleie. We have seen the importance of success experience: in



terms of developing the child’s sense of competency. A
knowledge of the conlerving abilities and when they typi-
cally appear to be acquited will prevent the teacher from
inadvertently trying to teach a child something that he may
not be teady to acquire. This could seriously impair his
motivation Lo learn.

Summary

In the discussion of the perceptualcognitive processes
of the child, we noted the importance of sensory-molor
activities and the kinds of concepts and classification skills
the child typically acquites during the preschool years. We
also noted that conserving abilities appear to fall outtide of
_ the abilities of the preschooler, The significance of the
resaarch presented in this section was the direction it pro-
vided by developing programs which are responsive both to
the child’s readiness to Yearn and 10 the kinds of experiences
he needs in otder that he may learn the skills which will
help him achieve in school, We noted that the skills the
preschooler can scquire sre similar In kind to the skills
messuted by tests of fntelligence. There appears to be a
diect link between the child's sensory-molor activities, for-
mation of concepts, and classification skills, on the one
hand, and his parformance on the Stanford Binet. This can
be seen when one realizes how much of the test measures
the same skills and sbilities described throughout this sec-

2

tion. The Stanford Binet has items involving such skills as
stringing beads, drawing forms, manipulsling blocks, and
classifying and matching items.

The higher level of classification skills which involves a
concept of order is also seen in the Stanford Binet in the
task which requires the child to remember a series of num.
bers. Too, a child’s spatial concepts aze measured by first
showing him an object, then hiding it and asking him to find
it

The list of item2 can go on, bul the rapottant point to
note is that intelligence, as now measured at this level, rests
heavily on the child’s ability to manipulate objects and to
organize and clasify their features on the basis of the
concepts and classification skills noted in this section. We
have altempted to demonstrate the importance of experience
in bringing about the development of the very skills that
now characterize children as being Intelligent.

The significance of this point lies in the fact that tests
of intelligence such as the Binet at this level provide evi-
dence of earty school success. In fact, the curriculum of the
early grades rests on the assumptions that many of the skills
are developed price to enlry into the first year of school.
The logic is simple. Il conditions are established whih
enhance the peobabllity of a chlids developing fully the
skills sampled by mecsures of Intelligence, the probability
that be will succeed fn school will be similarly enhanced.
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i " IV, LANGUAGE DEVELOPMENT IN THE PRESCHOOL CHILD

Introduction

. The preschool-aged child is able to acquire the concept
that words can represent things and objects. Several condi-
tions that appear to be important before the child can fix
labels to objects are

o He must have had past experiences which permit the
maximal development of auditory discrimination skills; he
must have heard sounds and he must have learned that
sounds can be distinguished one from another

¢ He must also be able to rejproduce the sounds he hears

o He must have developed the concepls previously noted as
well as the basic classification skills.

In other words, the child must be abk to hear and
reproduce the sounds of the labels being attached to the
features of the objecis and things —~ features which have
been Jearned through sensory-motor experiences and which
have resulted in the development of concepts and classifica.
tion whemes, Once the child has these skills at his disposal

he can begin the development of language vis labeling,

In addition, the chil of three is also at the stage whete
he beging to form rules tegulating his verbal expressions and
can benefit from experiences directed toward bringing about
the development of correct langusge structure,

Accordingly, i is the purpose of this section to explote

how these two wery importanl aspecta of language aee
scquired and how their soquisition mediates thought iteelf,

Fundamental to a discussion of ‘ingusge in the pre-
school age chid is a determination of patierns of develop-
ment charscterizing notma) children. Language development,
however, is not an area which one csn discuis in absolute
terms, Different cultores have developed such 2 larpe variety
of linguage and speech patterns that one is forced to
acknowiedge the intrinsic fluctuations of language. Language
cannot be charascterized as & static sysiem; it i in reality, o
vital process that is constantly undergoing change, It does
fulfil one constant function « communication, Certala
stable structures and rules in language regulate its generation
W such o way that language can be used to faclitate patterns
of communication betweea two o more people, This, in

fact, spproximates the definiion of taaguage o1 & will be
wted in this section:

The fitst area of investigation is o examine how, under
normal conditions, such a symbolic system develops in the
very young child and 1o provide an analysis of kow the
sytiem mediates and interacts with the development of
petceplualcognitive processes and other forms of abstract
thinking of the child. Following the analysis concerning the
normal patiern of development of language skill, a delinea.
tion will be made of the langusge differences which chat-
sctesize children who do not develop comparable systeins.
We are not speaking here of the handicapped child; we refer,
instead, to the hild whose physical development is relatively
unimpaited but who, for some reason, has failed to develop
his language skills to the same degiee as the normal child of
the same age. It is not enough, however, simply to see whete
this child differs from the norm. Why he differs s a matter
of more concern. Accordingly, the third area of this section
will delineale, in some detail, features of the child’s enviton-
ment which may have brought about iinguageskil
4 ficiencies. By specifyiny features which are absent in the
environment of this chil, 'we are, in effect, underscoring the
central role environment plays as well as isolating the condi-
tont which are critical in the norma! development of
languape skills in the very young child,

The telalionship between patterns of language
deficiency and children’s performances on tests of intel.
ligence will be examined. The purpose here will be 1o call
sltention to the importance of language 31 a mediator of
intelligence as now messured.

Patterms of Language Acqubsition
Charscterizing Normal Children

1t is impottant to note here that the child's develop-
ment in languige skifls can progress only (0 the extent that
his preverbal abilities = viz,, perceptual, conceptual, and
classificatory  skifls « have doweloped. Thus, language
desslopment rests initially wpon the amosnat of preverbal
sens0ry-motor expetience & chid has had,

First, he must have had enough experience with sound
s0 that be knows that sounds can te distinguished one from
another =~ Le., ht must have reached a certain Jevel of
woditory discrimination ki, Second, his vocslemscelat
dewlopment must have advanced to the point where (he
child con reproduce the vocsl soends he hesrs. Fimally, he




These skills are of great importance in two areas of
language development:

o The labeting process, in which the child attaches a verbal
label to an object or event

o The syntactical system, in which the child forms
genenalizing rules that permit the formation of simple
sentences,

How do such processes develop in the very young
child? The first atea to be considered in the analysis of
language acquisition is the prelinguistic stage, the period in
which the child’s utterances have no grammatical ot
semantical regularity. Following this discussion will be a
treatment of the linguistic stage in which the child develops
in phonology and grammar, which includes syntax and
semantics. A final discussion will concern the interrelation:
ship between the development of thought and language, with
a special emphasis given to the concept of verbal mediation
as the basis for explaining how thit interrelationship becomet
estab'ished.

The Prelingulstic Stage

The prelinguistic stage usually takes place from 4 to 10
months of age. The sounds a child makes at this point in
time ate not thought to be keatned and do not function as a
system regulated by rules fot communication; that is, they
have no senantical or grammatical regularity accotding to
Carroll*, and Iacobton (209). Here the infant ulters both
vowels and consonants as in the familiar conxonsnt-vowel
consonantvowel pattern — eg., "dads,” “mama,” (Ervin-
Tripp)*®. Althovgh these patterns are largely unlearned,
there s evidence that suggests that their occurrence may be
influenced somewhat by imitation and reinforcement.®

The significance, however, of the prelinguistic period is
that it marks the beginning of the process of increasing
differentiation among sounds, In other words, the chid
beging 10 filter out Lhe sounds that he can make and that
have some correspondence (o the sounds around him. He
picks from what amst seem o him an incesaant buzz and
roar around him those sounds which he can produce. This is

a phenomenal siep for the infant child, for with this
"minute beginning of finding a few constants in vhe chaos of
sound sutrounding him the child beging the development of
his language.
¥

Befort this pattern of incressing difTerentistion of
sounds caa oocwr, and the tamition mede 10 the tom-
mehicative stage, ceitsin conditions Wt be presesl 2
follows. The child mmst be able 1o prodwie soends. His
vocalchannel facllities wmst be developed to articwlate
properly, and his swditory capebilities mmst fuction (o

SRelference (143), page 147,
"§efm (322), page $8.
¢
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petceive differences in sound. (46) Then, he must have the
opportunity for an active involvement or interaction with
the adults surrounding him {154). A child is able to refine
and increase the number of sound un ts he produces only if
he is guided by an adult model repiesenting the standard
language of a particular environment. Here it should be
stressed that the child does not merely imitate and Yearn 1o
articulate sourds more accurately: because of the involve-
ment with ihe model, he also begins to learn that sounds
may be symbolic in the sense thal they convey a kind of
communication to snother person. In othe: words, sound
units (phonemes) are now boginning to be combined into
units with meaning thus creating a bond between listener
and spesker, This obviously entails more than imitation; it
involves an active inleraction detween child and model. The
final condition affecting this increasing differentiation of
sound and, subsequently, the development of meaaing is the
establishment of the internalization of the conventional
grammatical rules of the language system.® Grammatical
rules are requited because the variability in articulation is so
very greal in a given language system. For example, when
one hears the sentence “Look at that men,” he probably
perceives “men” as “man” uvecause grammatically the
modifier “that™ precedes a singular noun. The young child,
however, i8 nol aware of this grammatical rule and witl
consequently perceive “men™ as “men™ resulting in con-
fusion when he later produces it himself.

The Linguistic Stage

During the prelinguistic period discussed sbove, the
child is learning primarily the phonetic (sound) aspects of
the language. As he dewlops in his discrimination of sound
types through mote highly developed wocal and auditory
skills, increased interaction with adults, and the beginning of
strusture in sound he starts to determine the connection
between sound and extesnal references (objects, etc) and he
beging to learn the symbolic function of sound -~ the
phonemic aspect of the language. A phoneme it a construc:
tion Lhat denotes formal contrasts betweea wotds. For
exampie, the phonemes /& and [t/ are contrasted in the
wotds "dime” and “time™. Phonemes combined may form
wotds in a particular language system 30 that, when the child
contrasts sounds, he comes often to contrast words. Thus,
the childs utlerances become something more than a
random, mechanical reproduction of sound. Once a chid
realizes the symbolic aspect of sound, he can begin to wee it
2% 2 mote efficient 100l in extending his language kifls. But
he mest learn the symbols and their referents just as he must
leath the situations in which they ate applicable in order to

socomplish this objective,

The developmert of comprehension o the chid
pataliels his  development ©of phoneme  discrimination.
Evidence appests that showt that the child comprehends

*Refereht (322), page 36.



symbolic gestures, intonations (i.e., pitch differences), and
word and phrase structure at the age of 8 to 12 months.*
Unfortunately, comprehension appears to precede the child’s
own systematic production of the langusge, so0 we know
little about the degree of comprehension at this stage
through the use of present techniques of measurement.®®
The evidence indicates, however, that the ciild progresses
from an understanding of latge units, such as wotds and
phrases, to smaller units, such as similar words distinguished
on the basis of minimal phonemic diffezences (fin and pin,
for example)***

Finally, at the age of one to two, the child begins to
make systematic ut’erances that convey meaning in a regulat
fashion to thote around him. This is the beginning of the
linguistic period. It does not peoceed in any clesrcut
developmental stages from this point on. The child’s progress
is %0 rpid that §t js almost impossible to divide into
sequential phases — so overlapping and swift are the various
developments that make their appearance at this time,

Hence, rither ihan altempt to break up the continuity
of development into stages, it is mot¢ fruitful to analyze the
various aspects of development by examining how they
spprodch a maturedangusge tystem. We will investigate,
therefote, how, from the age of approximately 1 year, the
child progresses in phonology and grammat.

Phonology. Phonology, as it will be discussed here, s
muwmwmnmmmmm

of language. [t includes both phonetiks and
As previously stated, phonemic discrimination in
child proceeds in the direction of increasing differentia-
The child seerms first to contrast vowe] with consonants
in his CVCV construction. The exact ordee of the develop-
this phonemic discrimination pattern in the young
not known, Howevet, from the work of Ecvin and

§

tions in the order of phoneme discrimination that may prove
to be universal. For example, the child estly learns the
differences in sound between wowels and consonants. In
sddition, exly consonant conirasts perceived are those that
are articulated in the initial position in the mouth, eg., /p/,
Imd, 117, tather than those sriiculated further back in the
mouth, eg., /¥ and [o/. A c+dd is able lo discern the
difTetence between those vowels articulated high and bow in
the mouth, eg., the “i" ja "bit" contrasted to the "1" ia
*bat”, befoce he can perctive the difference between vowehs
scticoleted in froast and beck positions I the mowth, eg.,
the =i I “bit™ contrasted to the “v” In “pet™, Fot a more
detaded Sst of such sound discrimination the sevious student
should refer to Ervia-Tripp.**** This section it not & detailed
Nnguistic discwssion; its nportance i that the child begins

SRaference {143), page 747,
"Reference (322), page 39, 60,

[KC'm«m (145), pages 24, 248,
e Referesce (312), pages 68, 69.

to distinguish between sounds in an orderly fashion,
approaching finer and finer disctiminations among sounds.

In addition to the order of basic phonemic discrimina-
tion, several other chanacteristics of the child’s early
phonologicsl system can be stated. Because the phonological
system of the child is relatively simple, homonyms such as
“pool” of water and “pool”, the game, are frequently found
in his speech. The child also develops various substitution
rules (i.c., rules that children use in replacing an adult
uiterance with one they are mote able lo produce) which he
uses to apply what he has already developed to newly
encountered words. For example, if the child can utter the
consonant-vowelconsonant-vowel construction nind if he has
mastered the phonemes [t/ and by, his substitution rule
would be likely to teplace the sdult woeds "dog™ with ‘ta ta'
and “father” with “ba ba”. Systems of substitution give an
indication of the child's individual structure for the language
and are not simply carbon copies of rules passed on to him
by adults. Howevet, there i 0o universal substitution system
foc children since the phonological representation itself is a
condition affecting the child’s sound discrimination and,
thetefote, varies according to the individual child and the
natute of the conditions prevailing.*

In the phonological development of the child, steess
(the amount of emphasis a word receives resulting in celative
loudness) and intonation (variations in pitch) play a tole, It
has been shown that the child early develops sensitivity to
patterns of stress and intonation in adult speech and conse.
quently adapts them to hit own system. (280) Children seem
to adapt the tiess patterns of adults, and this adaptation
may influence phonemic development in that different
substitution rules are used fot stressed and unstressed
syllables. Moteover, children begin early to follow aduh
intonation patterns as in questions.

It is relevant to emphatsize al this point the importance
of the development of phonology in the young chiM.
Essentially, if a child does not learn to distinguish between
s0unds at this level of development, he will have difficulty in
distinguishing between words. The ¢hild does not have »
completed grammatical system untd the age of six although
he does have a tather highly developed one sl age three snd
s half. As Chomsky (60) has pointed out, English speakers
rely to a large degree upon the gramematical order of words
to distinguish them, espechlly when they sound simia:. But
since the child does not have this strongly Jeveloped gram-
matical rystem he mest rely on sounds 1o di tinguish words
to o hage extemt. If the child does not distingsbh between

in fot trouble, He will



In summary, this section has discussed how the child's
phonology develops: the pattern of incteasing differentiation
and a few characteristics of his early phonological system.
The importance of the development of a sound phonological
system is seen to lie in the fact that this system establishes
the foundation upon which the child begins to distinguish
between words as combinations of sounds formally, and
eventually between words as meaningful units,

Grammar. In the sbove treatment of the phonological
development of the child it was seen that, by contrasting
sounds, the child comes eventually to the point where he
distinguishes words,

+  But sound is often not enough to distinguish between
words as one can vbserve by trying to understand a regional
dialect with which he is not familia. In the sentence 1 will
see you lomottow at the sea™, how does one differentiate
between “see’ and “sea™ if not on the basis of sound? Tire
answer is usually obvious to the adult. He replies that
through context he knows which meaning to apply to the
respective wotd, Mote specifically, he probably means that
through his experience with language he has drawn up
certain rules (perhaps not formalized to him) that state
which words go where in a sentence, how they function, and
in what various guises they may appear. This is his grammar,
which is a set of rules that generates all possible sentences
but never any impossible ones, (62) For English, grammar
helps to identify classes, 1o specify relations between vords,
and 10 point out contrast in meaning®. Grammar, from this
definition is much more than simply knowing rules such as
where commas should be placed in a sentence. 1t involves, in
linguistic terms, syntax and semantics. The discussion of the
child’s development of graramar, then, will be treated as 2
function of those two areas. Significant research regarding
the acquisition of grammar by the young child has been
carried out primarily by Brown, Ervin-Tripp, McNeil and
Miller, The following discussion will be an attempt to com:
bine the results of the research into one cohesive unit,

In genenl, all grammars seem (o be made up of two
classes of words; the cc tent classes, which contain nouns,
verds and adjectives; and the marker classes, containing
prepositions, conjunctions, artcles and suffixes. In the
sentence “We ate going (0 the grocery stote and bank,”

", "are go”, and “grocecy™ are conlent words, whetews
“ing”, “'to”, "the™, and "“snd™ are market words. The con-
teal tlastes catry most of the information and Inclede a
greal many members I each class, The markers ate mote
dilTereatisted 30d operate wpon the content classes, Prosody
= that is, the pitch, sccent and voice modelation given to an
witerahce ~ slso has a siphificant bearing on gramear, Note
the twn interpretations of the same sentence when one word
B stres o I Ohe seatence and Jefl unstressed i the other:
“Thet wras ceally o witty teark” and *That was roolly o
O  remark™, Questions, where pitch rises at the end of the
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classes, the functions that markers serve, and the effects of
piosody are treated in all grammars. In English, where order
seems to be the main support for tae grammar and where
markers are of lesser importance, syntactical ability seems to
appear in children before they are able to distinguish
between variations in word formation due o case, number,
gender, tense and mood.*

Syntax. It has been stated that syntax is fundamental
to grammar, but a discussion of the chiid’s development of
syntax requites 8 mote precise definition, Syntax is that past
of grammar that deals with the way in which words are put
together to form phrases, clauses, and sentences. The
development of synlax, then, can be seen as a development
of structute and order for words; in English, for example,
syntax involves the placement of verbs and nouns, the pusi-
tion of an adjective or clause to inodify a specific noun, ete.

The first evidence that the child has acquired some
rudimentary form of syntax in his language is the appearance
of pivol and open classes in his speech, which has been
documented by Ervin and Mitler (280), Brown and Fraser
(43), and Braine (38). The child's syntactic structure consists
of two classes: the pivot ot fixed class and the open of
free-varying class. The open-lass words are many and vary in
position around the pivot words. Thus, a typical sentence
may take the structural form S([sentence] = (P)|pivot word)
+ Olopen wotd). For example, a pivot word fot a child in
Braine's study was “aligone™, around which various open
wotds such as "sock™, “boat”, and “Daddy™ varied, produc.
ing “sentences” such as “allgone sock”™, “boat allgone™, ele.
It can be seen that the chid at this staye, from 2 to 2-1/2
years, has rediced adult speech 10 wotds which seem (0 him
10 carry the most information (43), in this care the pivol
classes, 1xd then used words from open classes to signily
varistions in meaning. This is clearly an advancement from
the holophrastic stage, in which one wotd may convey a
whole complex of ideat and waries nndomly with the
situation. In general, however, promdy or the situation sti¥l
define the child's utterances moce than otder does. Nested
constructions, that is, modifiers on various pivot words, e g,
“that rabbit™ and “that limmy rbbit™ are found In the
child’s speech at this point, indicating that the chid is
beginning to develop 2 phrase structure. “Slot™ gramemars
also begin (o be present in (the child's speech at this time,
Here the pivol word is still in a fixed position but more
highly developed structures are seen 10 vaty acound B, Fot
exmaple, the mesning is the sune ot the stiersnces “treck®,
“there treck™, and “there's 2 treck”™ and they may appesr at
the same time, but the posion of the pivotl wad i fixed
and thete is the preseace of a more developed stractere
the opea<lass wotds®?,

With the base strectete of this phot- and opecian
pamimat, however, (he chid can advaice only 10 far in his
natacticl dewlopraent. The mumber of special cases that

begin 10 be demanded of him I ordet Lo commmunicate his
nteds and desires mecessitates 3 ferthet tefnement of his

18 ifemtma (1) oo U

EMCM. provide another example of the effect prosody has
armmrn ¢ whderstanding of an utterance. The logical ordering of




E

syntax (154). The English language provides the marker
classes which aids this refinement to a considerable extent.
The child first begins to undcrstand markers if they have a
meaningful place in the sentence. Then he varies different
forms of markers randomly and finally contrasts forms of
markers to contrast meaning*. For example, the sentence
“The boy jumped on the box™ might be contrasted to “The
boy jumped in the box” in order to acquire the two markers
“in” and “on”. In the end, the child encounters enough
experiences with markers that he can begin to generalize
rules governing them and apply these rules to unfamiliar
forms and contexts. Therefore, some patiern operates in the
child’s linguistic activity.

What the child has accomplished at this point in his
acquisition of language is quite significant. He ¢an now apply
his new rules to all the previous knowledge of language he
initially had and formulate entirely new utterances or
c¢laborate upon old ones. (43) Phrase structure and frans-
formational rules have been found to be absent at the
3.year-old level, but after that age they begin to appear and
operate to increase sentence length (275). Transformational
rules are those rules which allow one to change a basic
sentence such as “The man bought the book™ to a passive
sentence, “The book was bought by the man”, or to a
negative sentence, “The man did rot buy the book”,
depending upon the rule used. The child can now see that
words have different functions and can categorize them
accordingly (e.g., as nouns, pronouns, etc.},

Through maturation and increased experience with
words, the child can comprehend more of the detail in adult
speech, continue to expand and revise the rules he has
devised for the generation of his own language, and
ultimately become capable of a wider range of meaning. (43)

In this discussion of the development of syntax, we
have seen that the child first develops a base structure of
pivot and open classes. He then begins to add markers
through random variation, contrast, and, finally, generalizing
rules. Those riles facilitate the adoption of other rules of
phrase structuse and transformation which in turn begin to
expand the structure of the child’s sentences. A discussion of
how a child actually formulates these rules, what motivates
him, what forces act upon him and what specific capacities
he has will be discussed after the section on semantics.

Semantics. While semantics, the study of the develop-
ment of word meaning, involves a set of linguistic skills,
these skills are unlike those of syntax and phonology in that
their development in inextricably bound up with concept
formation. Just how semantics is connected to concepl
formation will be discussed under the section on language
and thought,

The treatment of semantics here will be primarily one
Q  ord meaning as a denotative rather than connotative
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function — that is, word meaning will be viewed as having to
do with a specific object, one that is visible or tangible
rather than word meaning having to do with intangible
concepts like time and distance. However, even in its denota-
tive function, word meaning can be seen as having a
hierarchial structure in terms of classes and hence, have an
abstract nature but not in the same sense as concepts, per se.
For example, a dachshund belongs to the category dogs
which belongs to the category of animals.

Roger Brown (313), the linguist, takes the position that
meaning for the child is first acquired by the naming
practices of the surrounding adults. Adults usually apply the
name most commonly used and the one that signals its
utilization in a particular context most accurately. Brown
continues by stating that with the child, a vocabulary may
be built sometimes from abstract to concrete, somatimes
from concrete to abstract, but always in the direction of
increasing differentiation, That is, the child may first learn
the word “beagle” and then ““dog”, or he may learn first the
word “car” and then “Ford”, depending on which words are
used most frequently by the adults the child interacts with
and on the purpose with which the word is used. But no
matter which word is learned first, the child's vocabulary
grows by making finer and finer discriminations between
words. Let us examine how this process takes place.

The child first gives a label to an object. As Vygotsky
(406! theorized — and Bruner (46) concurs — the label first
appears to the child as a sum of the characteristics of the
object he is observing. According to Joln and Guldstein
{105), he matches the word to the requirements of an object
as he visually perceives it. In addition, the child first pes-
ceives the contrast between words as contrasts in sound not
meaning. The child is still most able to find contrast on a
direct sensory basis, and will not readily do so when he lacks
sensory stimuli,

How a child criginally perceives an object e
all the circumstances involved with an object: t!.
inflections, the people attending it and the qu.!:
chiid’s sensory modalities. The first words a «
seem to have a global characteristic. That is, w
salient in the objects to which a child gives a la’
what that label means to the child. For the yo.
single word generally has references to many «
many features of a simple object. Hence, the w
can apply to a button, a round object, an objec
an object attached to a garment or all of these ft
meanings attached to single words are characte ¢
following:

® Inst4bility, a tendency to change with the situar
® Concreteness, for nouns, their reference to « .. .

sizes and contours; and for verbs, their ’
human and animal movements.*

*Reference (332), pages 62, 63.



Thus, the child’s first words are tied in with his basic
perceptual processes at this stage of development.

At tlis point the amount of experience a child has with

a word begins to broaden. He hears the word used in |, t

associ.tion with a variety of other words and events often
lacking association with a visible referent. The importarce,
then, of visual perception begins to recede, and the variety
of verbal contexts in which a child hears a viord pre-
dominates in the development of the child’s ability to
discriminate between words.* With an increase of
experience in the growing child comes an increase in the
number of items the child comes to know.** By now the
holophrastic system has outlived its utility, for the child’s
memory span and/or cognitive processes at this stage has not
developed enough to cope with the massive amount of words
and experiences he has to handle. (154) )

Fortuitously for the child at this time, he is acquiring
the basic syntax, S = (P) + O discussed earlier, such that he
can begin to order his words into classes and then store
them. Nouns, verbs, and interjections seem to be the most

typical classes of words found in the child’s vocabulary.* *

)

The child is using his basic syntactic structure to categorize
his words at this point. Words are becoming more specific

and relational rather than remaining as another physical
attribute of an object as in the early stages of semantic. -~ '

RS

development.*** Fundamentally what the child has done is to -
symbolically encode, through the use of words, a set of
experiences into a structural system, his syntax, governed by
rules which he can use to extract those experiences for use
outside of the time and situation in which he first en-
countered them, Additionally, with the aid of his syntax he
can vary sentence order and produce an original utterance
while conveying a meaning consistent with the initial
experience. .

Now the child is at the period of his syntactical '
development that he begins to acquire markers. Part of the
force behind his acquisition of these markers is the continu.
ing need to free his memory from the burden of too many
interpretations for one sentence (154). With an ever-
increasing amount of experience, the child feels the pressure
to econolaize and at the same time approach a higher degree
of differentiation and expression in the use of his words, '
This he can do, according to McNeil, by compiling an
internalized dictionary with the aid given by his developing
syntactic rules. The fact that the child’s vocabulary greatly
increases at the end of his third year gives evidence that he
forms such a dictionary (see Table 1}).#*** Finally, with the
acquisition of a full set of markers the child has progressed
from the holophrastic sentence, to a base-structure sentence,
to differentiated sentences with markers and phrase struc-
tures. Instead of defining words in a global fashion, he is
able to use a large vanety of words in a variety of situations. .

*Reference (322), page 61,
"Reference (322), pages 62, 63.
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TABLE 1. VOCABULARY GROWTH(390)

Years-Months Number of Words Gain

8 0 1

10 1 ]

1 0 3 . 2

1 3 19 16

I 6 22 3

1 9 18 96

2 0 272 154

2 6 446 174

3@ o 896 450

£ 1C) R 1222 326

4 Q 1540 318

4 6 1870 330
5 ] 2072 202
. 5 6 2289 219
' 6 0 2562 273

(a) In Thompson adapted from $mith, M. E., “An
Investigation of the Development of the Sentence
and the Extent of Vocabulary in Young Children",
Univ. lowa, Child Welfare, 3 (5) (1926).

Note: This table is valuable only as a tentative guide
to evaluate the growth of individual children
and to show developmental trends.

.
M

It has been shown that an increase in vocabulary

," depends on two other developments in the child: his per-
*+ ceptual abilities and the syntactical structure he is developing

for his language. The child’s linguistic growth, apart from
vocabuiary, depends on the variety of objects he encounters,
the number of verbal cortexts in which he hears the word,

“and the ways the word is used, in other words, the number
of experiences the child has with a word. It has been shown
that hy age three the child’s vocabulary begins to expand
rapidly and that by age six he has, on the average, a
vocabrlary of around 2562 words. (390)

Language and Sensory-Motor Experience

While growth in language skills is important in and of

" itself, it cannot be divorced from the child's preverbal

growth in  perceptual-cognitive processes. Indeed, early

sensory-motor expesicnce is necessary for the development
of language skills.

As previously noted, the child must have developed his
auditory skills so that he can distinguish between sounds and
eventua'ly between words. He can develop this auditory skill
only il he is exposed to a rich variety of sounds and sound
types. This is not o say that the child must be bombarded
with sound. On the contrary, an environment which provides
only noise has been found to lead to inattention in the
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child, a tuning nut of sound rather than 2 selection of
different - unds. (91) Especially for language development,
sounds should be experienced in a situation which fosters
attention and excludes ircelevant or interfering noise. In such
a sitnation, audilory experience will enable the child to
detect variations in sound to an increasingly finer degree.
Once able 10 do this, the child can isolate vocally produced
sounds and begin to produce them himself.

At this point the child’s level of maturation is
important, for it is only vhen the child has mastered control
of his vocalic muscular structure that he can reproduce the
vocal sounds he hears.

It has been pointed out that, once the child can dis-
criminate between sounds and produce them himself, he
advances to labeling objects, and with a supply of words, can
eventually begin to order these words with the basic
sentence structure S = (P) + O. Once again, preverbal
sensot ' .otor expericnce is vital to the growth of labeling
and syntactic skills, The only way a child learns about the
external world is through his senses of sight, touch, taste,
smell, and hearing. These sensory modalities define an object
for the child by isolating significant features of the object —
how it looks, smells, tastes, and reels. An object is further
defined by the kind of motor activity the child undertakes
with it. In addition, along with sensory-motor experience
comes the formation of crucial preverbal concepts which
include object permanence, space, form, color, size, seriation
and numeration. With the acquisition of these concepts, the
child can further define the objects he encounters. Thus,
when he is supplied with a label for an ubject, that label
becomes a symbol for all the features his s:nsory modalities
have given him. Research has shown that as sensory-moior
experience increases so does the child’s ease of learning
labels and understanding them. Katz (223) found that labels
are more easily learned if given with the referent object and
in a variety of situations. Jensen® found that ease of learring
labels is facilitated if the child can play with or touch the
object being labeled. Finally, Luria (257) states that, if a
lzbel is applied and the referent object is peiceived at the
same time, the essential features of the object are isolated,
and that these conditions facilitate understanding,

In addition to concept formation the child also
develops classificatory skills at the preverbal level. In order
to classify, the child must have highly refined perceptual
processes and the concepts necessary for classification. It has
been found that preschool children can learn to group and
match objects on the basis of color, form, and function.
These children can also learn that objects have features in
common, With such a skill the child can begin to organize
the world around him, and when he acquires labels he can,
in turn, apply a label to the group he has formed.

Even in the acquisition of syntax, the child’s growth
depends upon his earlier sensory-motor experience. Quite
obviously, it would be impossible to construct a sentence

“Reference (371), page 128.
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without a supply of words. Therefore, all of the conditic.s
necessary for libel leatning hold also for syntax learning.
Moreover, the importance of fine auditory discrimination is
again underlined, Having moved beyond mere initial
phoneme discrimination, the child has to distinguish between
words and various word forms as they appear surrounded by
other words in sentences as produced by adults. It is neces-
sary for him to contrast various words in order to contrast
the functions they serve in sentences, a skill which depends
basicaily on how the child perceives sounds. In addition,
using the classificatory skills he has developed, the child can
group words according to the function they serve in a
sentence. This grouping produces the general classes of pivot
and open words discussed earlier which make up a child’s
basic syntactical structure and which are his first generalizing
rules governing the <catences he utters. Thus, we see that the
most basic skills involved in language learning are dependent
for their development on the sensory.motor experiences and
the subsequent i-.rmation of concepts and classificatory skills
the child acquire:.

In the light of this information, it is possible to
delineate several considerations to be made in encouraging
language development in the child. First, the child’s sensory-
motor capabilities must be estimated to determine how far
he can advance in language with the level of skills he has
acquired. For example, a child with low auditory skills can
be expected to have difficulty in distinguishing between
phonemes and in forming logical sentences. Second, the level
of concept formation a child has attained should be deter-
mined. Without concepts of form, ¢olor, size, etc., the child
can be expected to be retarded in classificatory behavior,
and this circumstance would impede his syntactical develop-
ment, Moreover, his labeling behavior is likely to be affected
since essential features of objects will not be isolated or the
basis of these concepts.

Developmental Dynamics

It is appropriate to begin this section with a quotation
from Jerome Bruner’s Studies in Cognitive Growth (46, p.
44). He states that language itself is not imposed upon
experience, but rather “It is by the interaction of language
and the barely symbolically organized experience ¢ the
child of two or three that language gradually finds ixs way
into the realm of experience™. The important word here is
“interaction™, for it is essentially through the process of
interacting with his environment, through sound, form and
touch, that a child begins to form an idea of reality and,
eventually, a systein of dealing with that reality through
language.

The child begins to use verbal signals to fulfill his needs
and desires and to avoid the things he does not want. He
learns to detect the signals of people around him that
facilitate the fulfillment of his goals.* In the words of
Fowler (126), the infant “having repeatedly encountered

*Reference (145), pages 747, 748.
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certain patterns of stimulus changes, tries actively to retain
or regain them.” Gradually the child becomes bored with the
familiar patterns and seeks new ones. As Piaget (150) puts it,
“The more a child has seen and heard, the more he wants to
sec and hear”” This is the basis for what Fowler terms
“growth motivation”. Ervin-Tripp* upholds this statement
by suggesting that the more diverse a context in which a
contrast between forms of words is neard the easier it is for
the child to acquire these contrasts.

In this manner, then, through variety of context, in
sound, sight, and touch, the child comes to differentiate
between aspects of his environment, In the case of language,
where meanings were initially global and the use of the
holophrase predominated, the child now sees variety in
meaning, In syntax, he progresses from the basic structure S
= (P) + O to phrase structure and the usc of tzansformation
rules in order to convey the variety of urderstanding he is
becoming capable of through his diiferentiating process.

At first the child begins to discriminate between items
un the basis of random contra;i**. He learns through a
trial-anderror method, as Carroll terms it. But with the aid
of early concepts and classificatory skills, he can begin to
develop a syntactical system with generalizing rules that
cover a wider range of experience with words. He begins to
generalize and formulate his words into classes that have a
definite structure. McNeil (154) postulates that the motive
behind the child’s development of generalizing rules to
regulate structure in his speech is the need to economize and
to siate precisely what he means. With the increasing amount
of differentiation between words and the expanding range of
experience that the child encot.: ters, he must evolve a more
suitable system to accommodate ail this, in order to decrease
the pressure it puts upon his memory skill at this stage of
devetopment.

To a certain extent researchers have explained the
child’s acquisition of these processes through the technique
of imitation; that is, the child hears sounds around him and
imitates them, gradually becoming more and more skillful.
But imitation can be of aid to a child only to a certain
extent. Imitation is commonly observed in the early stages
but is no more grammatically difficult than what the child
spontaneously produces, hence, it introduces no new forms
and cannot advance the child’s grammar. The child may
imitate what he neither understands nor uses, and he would be
likely even to imitate errors. Hence, it can be seen that
imitation itself is influenced by the child’s memory span, his
comprehension of graminar, the generative programming
rules and limits of complexity the child has attained. Imita-
tion is truly valuable in aiding the growth of the child’s
grammar only when the child can reconstruct a long
sentence by first recoding it corcectly and recognizing and
remembering errors as well.***

Q@ “Reference (322), page 61.
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Since imitation appears not to be a satisfactory system
of introducing new forms into the cl ild’s understanding and
production of grammar, an alternative should be sought,
McNeil ptoposes that adult expansions of the child’s
utterances are the primary route along which new forms
enter the child’s understanding. The adultpresents a correct
model of language by operating upon a sample offered by
the child himself. From an example given by Slobin in
McNeil (154), the child makes ihe statement “Papa dame
Papa”, and the adult takes the same utterance and completes
it by saying “Papa’s name is Papa, uh-hum.” As can be seen,
the parent takes what the child says and expands it to
include structures that the child has not mastered. In this
manner, new structures are directly introduced into the
child’s speech with a corrective model avzilable for reference.
Combining the adult expansion with the element of
frequency could very possibly lead to continued differentia-
tion on the part of the child and ultimately to growth in
language skills.

In summary, the first language expression the child uses
is the holophrase, Then, with the aid of his base-structure
syntax, he begins to be more specific in his utterances. With
the acquisition of markers, he can structure his vtterances to
give finer and finer discrimination between words. To this
tool is added increased vocabulary and experience. The child
appears to be motivated to constantly seek out the new in
familiar contexts and to be able to represent concisely what
he experiences through langusge. In the early stages of
development of speech, the child inay simply imitate the
sounds heard around him. But in order to comprehend what
others are communicating and to reproduce an utterance
independent of surrounding aduits, the child needs to develop
and internalize a sct of generalized tanguage rules to govern
his speech.

Using a statement of Braine as reported in Ervin-Tripp*,
“The learning of higher-urder structures is a kind of per-
ceptual learning, involving gradual differentiation.” But what-
ever the basis, which is still to be unequivocally established,
we do know that children “make inductive generalizations
which go beyond what they hear, accounting for their
persistent idiosyncratic grammatical patterns.”*

Language and Thought

Vygotsky (406) states “Absolute correctness is achieved
only beyond natural language, in mathematics.” Anyone v/ho
has ever tried to express a thought is poignantly aware of
the difficulties encountered in trying to convey his thought
to someone else with any degree of correctness. The tool he
must use is most often language, and the utility of this tool
depends on three factors: the structural system of the
language that is available to the person, the set of connota-
tions of meaning which the person has acquired for his
words, and the manner in which he is able to use words to

*Reference (322), page 81.



mediate his thought processes. In turn, a person's ability to
acquire labels or words and a sound syntactical system de-
pends upon his early sensory-motor experience. Hence, even
at the carliest stages in a child’s development the level of
thinking he will attain in the future is being determined by
the amount and quality of his sensory-motor experiences,

It should be clarified here that, while a person must
make use covertly of the above described language skills in
thinking, this is not to say that language fosters thought and
that a highly articulate person is extremely intelligent or vice
versa. Ervin-Tripp* points out, to the contrary, that concepts
and gencrai thought processes take place in the young child
before he has a language system to express them. Neverthe-
less, the acquisition of language does help the mind to scale
to kigher levels of abstraction. (239}

In order to sce how language aids in (transforming
thought, this section will consider how this process occurs in
the very young child. With this examination, perhaps, it may
be possible to determine how thovght and language interact
with one another, what factors centribute to their inter-
action, and to what degree these factors depend upon one
ancther. In this manner, it is hoped that it will be possible
to formulate part of the criteria needed for judging the
normal growth of inlellectual processes in the young child,

Verbal Mediation. In the discussion to follow, various
paradigms will be used as examples to describe how the child
learns to mediate his thoughts with verbal cues. These
paradigms are used only in an explanatory sense and are not
meant to describe actual neurological events.

Development, The learning of lunguage is like the learn-
ing of any behavior. Characteristic of fanguage Icarning, how-
ever, is that it gradually becomes regulatory behavior; once
learned, language becomes a tool to govern other forms of
behavior. (24)

In the beginning of lcarned behavior the child is stimu-
Jated externally, which evokes some kind of response. The
child at the preverbal level is most stimulated by objectives
and events which appeal to his senses of sight, touch, smell,
taste, and hearing.*®* The objects he encounters are most
often represented to him by the actions he undertakes with
them — sceing and handling them. (46) Bruner calls this the
enactive system of representation.

Following the enactive stage, the child learns to
represent the world to himself through images. He can begin
to abstract an object through an image of it away from the
direct environmental stimuli. (45) According to Bruner (46),
the image becomes rtelatively free of action around the end
of the child’s first year.

Q  cference (322), pages 84, 85.
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At about 1 year of age the child pays more attention to
other forms of auditory sounds. This stage is commonly
called the labeling period, in which the adult gives common
names to objects in the environment. The child begins to
respond to these verbal stimuli more than to other sound
stimuli.

From the time he is two until he is three, the child
begins to make his own verbal response to stimuli. However,
this early verbal behavior is little different from other kinds
of motor respoirse since he uses the verbal response to
communicate but not to regulate his own behavior.

Next, at the age of 3 to 4 years the child uses words
voluntarily to control his own behavior. l{e utilizes the set
of verbal instructions learned when adults used them to
regulate the child’s behavior. (257) The child of age three to
three and a half can begin his behavior by verbal control but
cannot stop it. (257) This is the point at which the child
responds to the words as a “signal of a signal”. He is no
longer responding directly to the stitnuli immediately pro-
duced by the environment but rather to the whole class of
nonverbal stimuli evoked by the word. (24) The environ-
mental stimuli produce a verbal response in the child which
may be either overt or covert and which then governs his
motor response. This verbal response is what is meant by
verbal mediation. While it is originally overt in character, it
becomes gradually internalized — that is, it is no longer
spoken aloud. (405) The motor response governed by the
verbal response may then be followed by another verbal
response, the verbal confirmatory response, which acts as
feedback to positively or negatively reinforce the motor
response. It may take the form of such words as “good”,
“that was nice, or *“*bad",

As the child develops, there is an increase in the
number of events that will stimulate verbally mediated
behavior. That the use of verbal mediation is a develop-
mental process is evidenced by the mediation deficiency
found in young children when compared to older children.
According to Reese {317), this lack of use of verbal media-
tion may reflect limited development at an early stage, in
either concept formation or maturation. As noted before, a
child’s verbal abilities depend upon his maturational level
and preverbal level of concept formation.

At about age 4-1/2 to 6 years, the child's internal
speech becomes more spontaneously produced, whereas
previously it often had to be prompted by adults. In a true
sense, then, he begias to regulate his behavior by speech, and
this self-directed speech becomes gradually internalized (i.e.,
thinking) as the child develops. According to Piaget, as cited
in Whiteman and Deutsch (108), the sensory-motor schenata
derived from physical interaction with the environment in
the early years becomes internalized through verbal inter-
action and the development of language skills so that the
mental structure can cope ‘with the different kinds of stimu-
lation and problems it encounters.



Finally, after a child has acquired some experience with
words, he develops a verbal response to the verbal stimulus.
He learns that one word — e.g., apple — is closely related to
another word, possibly fruit. The child is beginning to
develop an interconnecting, hierarchical network of words.
He learns how words relate to one another and, hence, how
they can be used together in sentences. Through this process
the child, in Bruner's (46) words, “learns the constraints on
the words® conceptual rather than perceptuul range’.

Factors Influencing Development. In Hunt's (370)
opinion, the chitd is motivated to retain the patterns of
stimulus and response he has encountered in his environ.
ment. This interest is most aroused by the discovery of
soms thing new in a famaiar situation. This motivation, then,
would be easily aronsed by verbal stimuli which follow
regular patterns but provide variety through the use of
different words. This may be a reason for the saliency of
verbal stimuli above other sounds for the child. It, most
significantly, points out the necessity of verbal variety for
the child’s growth in a desire to learn.

When the child has advanced to the Jabeling stage, he
must have acquired certain abilities in order to learn the
labels properly. The child must be able to focus his attention
selectively. He must be able to select the element common
to all instances of a label to aid in the formation of
categories. (105) According to Bruner (46), during the fisst 2
years of a child’s life, his perception is focused only on the
surface features of an object, not on the deeper structure
that may be base(s on features common to a variety of
objects. Only when the child is able to perceive that deeper
structure is he able to label objects correctly, to show how
objects are different or the same, and how they form
categories.

Research has shown that verbal labels are more easily
Jearned if the labels are given with the referent object and in
a variety of verbal contexts. (223) This seems to verify
Luria’s (257) contention that a label directly connected with
perception of an object isolates the essential features. 1t has
also been shown that the Jabel is more quickly learned if tle
child himself acts with the object being labeled by playing
with or touching it* and if perhaps at later stages, he
verbalizes the label himself (413).

When the child reaches the stage where he should make
a verbal response, he must have developed his vocal and
auditory skills so that he can make scunds, and he must
have developed an adequate pt snological system to represent
these sounds as words.

When the child advances to the stage where he can
regulate his behavior by his own verbal responses, he must
be equipped with the inclination to label objects and events,
and he must have developed to the point where he can,
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through speech, control his overt responses. According to
Hunt, in Whiteman and Deutsch (108), the mental structure
is able to solve a problem only when there exists a match
between the internal schemata and the external problem.
Hence, the importance of a well-differentiated structure for
verbal mediation to be used in problem sclving is evident
even at this early stage of devclopment.

The child’s ability to meaiate will rest ultimately upon
how well he can relate spontaneously word to action. (231)
A child’s ability to spontaneously use verbal mediation
increases with his chronological age and measured intelli-
gence, He must, first of all, have acquired correct veibal
mediators — that is, a set of words applicable to a variety of
situations. Next, he must be able to produce spontaneously
these mediators when confronted with a problem.

Lastly, a childs ability to verbally mediate depends
upon how well he can relate words themselves to one
another. The strength of connections between words will
depend upon the degree of difierentiation he mastered when
learning labels and, ultimately, upon the set of circumstances
accoripanying the words when the child first hears them —
i.e., his total expvrience with the words. The strength and
number of conneclions between words are determining
factors on how well concepts are formed and utilized by the
child, as will be shown in our subsequent treatment of the
associative network.

Moreover, there is an extremely close connection
between the ability to form categories and to attach meaning
to labels and the development of a personal-value system.
This connection is not shown in child-development studies,
but rather is made very apparent by the careful delineation
of the structure of value systems and the role of language in
developing the capacity to make judgments concerning
whether a thing is good or fair or bad, according to
Hartman, (181)

Advantages of Verbal Mediation. Verbally mediated
behavior has several advantages over the simple stimuli-
response behavior. First, if the child can respond with
different labels for different objects, it will be easier for him
to discriminate between them. At the kindergarten level,
Kendler, Kendter, and Carrick (232) report that, in a test of
inference ability, children were better able to respond
correctly if required to give labels to common critical
elements of two segments,

Second, when faced with a new lask, the child does not
have to learn a completely new behavior if he has developed
a sufficient set of labels and can control the required motor
response. He is more able to generalize his response in
different situations. Even in nonverbal tasks the child is able
to identify critical invariant features through vesbally
mediating his response. (105)
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It has bzer. shown that a verbal label is easier 1o
semember than the visual image of an object* pethaps
because it may be accompanied by reinforcement (24).

Also, the child learns to furnish his own verbal
reinforcemnent, allowing for efficiency in learning. (24) For
example, in building a house with blocks, a child does not
have to build the complete house to see whether it will
stand. During stages of its structure he can judge the
position of blocks, saying internally ‘‘y=s" or *“no” and
proceed along the cotrect path. Here, verbal mediation helps
the mind orient itself when presented with a task; it does
more than just accompuny action (406). In young children
{and lower animals) this process is limited but it develops
with age in the child, It is necessary that the child acquire
this fonn of verbally mediated behavior for reinforcement
since higher forms of learning depend on reinforcement that
is not directly connected to the physical environment.

In general, verbal mediation allows the child to act
more vigorously and rapidly and increases his ability to
receive information from the environment by recoding and
stesing this information. (24)

It has been shown how verbally mediated behavior
develops in the child: the child first responds to the tactile
and kinesthetic aspects of his environment, and then he
responds to verbal stimuli, He learns to produce a verbal
response, uses this response 1o regulate his own bebavior,
and eventually provides verbal stimuli within himself to
regulate behavior. These internal verbal stimuli are to a large
degree governed by the network of sssociation that the
mediating words comprise. In addition to pointing out some
factors influencing the development of verbal mediation, this
section has stressed the importance of verbal mediation for
learning, At this point, the interrelationships between the
development of the associative network and the syntactical
structure of the larguage system and the development of
verbal mediation must be more closely examined.

The Associative Network. The associative network a
person forms is the network that connects words that mey

" not be directly related but which are more categorically

related. For example, an oak tree znd a rose do not directly
correspond to one another, but they find a common
categery — plants. As can be seen, a gore elaborate
associative network can relate words to a vesy fine degree,
connecting them by what are commonly referred to as
connotations. A rose may be associated with a young girl in

_that both share the connotation of being young and

blooming. Luria (256) sees a word as a unit that passes on
ths experience of generations as that experience is expressed
in a language system. With the acquisition of a word, the
child also acquires a set of connectives useful as a tool for
“introducing forms of analysis and synthesis into the child’s
perception”.

“Reference (211), page 135,
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Importance in Problem-Solving and Concept Formation.
Jensen® states that the formation of an associative network
1> important in all areas of prob ém solving and conceptual
thinking,

In problem solving, a person is better equipped to
verbally mediate if he has a strong associative network.
Stimulus words are reorganized according to the verbal
associations they arouse in a person. If labels are related in a
subordirate fashion, as in the associative network, research
has shown that recall is facilitated. Previous verbal stimuli, if
incorporated into the network, can affect the direction that
subsequent stimuli will travel when they are introduced.
Fowler states: “All ensuing concepts formed serve as
cumulative constraints determining which Ligher order paths
to abstraction and which set of representations of reality we
come to comprehend.” It is clear that with such chains of
mediators more than one verbal association can be made
with a stimulus word.**

As it was defined, the associative network connects
words in a hierarchical fashion. Hence, the topmost level of
the chain of words would embody the property or set of
properties ccmmon to all the words below it. This
corresponds to the definition of a concept — an idea that is
generalized from specific instances. Thus, a person who has
developed a strong associative network of words, that is, one
that has a large number of connections and one that has
connections that are closely related can be seen to have
developed a strong set of concepts.

Development. Research using the word-association test
has shcwwn that a person’s associative network is a function
of age since, with age, the structural aspects of grammar
develop and help to form ihe associative network and a
person thereby has an increasing amount of experience with
words which tend to enrich his network.*** As Jensen®**
states it, ““Since the associative network is built up only through
verbal stimulation, its richness, complexity, strength of
connectives, and hierarchical elaboration — and consequently
the effectiveness of its mediating and facilitative functions —
will be deternined in large part by the quality of the
person’s verbal environment.” Ervin-Tripp*® ** states that from
3 to 4 years of age reactions are generalized between words
and referents but with little discrimination. Maltz (262) adds
that consistency in the meaning of concepts is not reached
until about the fourthgrade level, so that word meaning
does seem to be a function of amount of experience. The
linguist Roger Brown (42) states that meaning for a word is
the sum of all the general dispositions a person has for a
word and that these dispositions are a function of the
experiences the person has had with the word in association
with the referent.

*Reference (211), page 149.
$%Reference (211), page 152.
sssReference (211), page 153.
ss?sReference (322), page 84.
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When a child is able to relate objects on a nonsensory
basis, abstracted from direct perceptual experience with an
object, he is then able to match more closely the meaning
applied to an object or cvent as it is given by the adult, and
not merely match the objective reference of an object. (46,
406) Once able to do this, through increased experience with
words, the child is able to usc his developing associative
network in problem-solving and concept formation.

Syntactical Mediation. According to the hypothesis of
Wemer and Kaplan in Bruner (46), “language provides a kind
of inclination to form concepts of objects and events that
have a structure comparable to ti:ose contained in words,
form classes, and sentences’. If this is so, then our concepts
should follow a hierarchical pattern similar to that used in
language. The Soviet researcher Luria feels that once a child
has acquired a language he can, with his new tool,
restructure what he experiences according to the structure of
the language. His expericnce can now be systematized,
categorized, and stored. Let us examine, then, how the
structural system of a language, its syntax, helps mediate
thought processes and reorder experience.

Jensen® holds that the syatax of a language becomes an
underlying process that helps govern a person's verbal
behavior. Syntactic level does have an effect on learning, but
research has not as yet uncovered the means by which this is
accomplished.* However, it is known that a well-developed
syntactical structure increases the speed of paired-associate
leaming. It has also been shown that, if words are given a
syntactical rather than random or nonsyntactical organi-
zation, paired-associate learning will again improve. (85)
Words not in syntactical order seem to have no effect on
paired-associate learning, (329) The type of syntactical
connective and degree of difficulty was also seen to facilitate
learning.*

The effect of syntax on learning seems to be slight at
the kindergarten level but increases with age up to the sixth
grade. Thus, it is vital that the child continue to master his
syntactical tructure to inciease his learning ability. It has
also been shown that children structure their mediators
according to syntax although that syntax may be, as yet, less
varied and complex than that of older children.

In the section on grammar, the development of syntax
in the child was traced. We saw, there, its importance in
relation to speech, and now we see its importance in relatiorn
to thought processes. Hence, factors influencing the growth
of syntax — experience with words, and ad-it expansions of
utterances in the young — will eventually influence the ease
and skill with which the child uses language to think. In
addition, the child will be able to do syntactical mediation
only to the extent that he has formulated a set of verbal
mediators; the more mediators he possesses, the more skilt-
fully he may use syntax in organizing thought and the more
correct his language will be in expressing thought.

'Reference (211), page 155.

Language Deficiency

In the previous section the development of language
skills in the normal preschool age child was outlined and it
was seen how these skills facilitate intellectual processes in
the child, This section will be concerned with delineating
areas of weakness in the development of Janguage skills.

Research conducted on the level of language skills has
consistently found that lower class children are deficient in
the development of language skills when compared with
middle-class children. The results of research also indicate a
consistent pattern in type of deficiency. In addition to
differences in phonological development and specific crrors
in conventional usage and grammar, investigators agree that
gencrally the lower class child and particularly the lower
class black child have not developed the level of syntactical
skill and the level of abstract and categorical use of words
that the middle-class child, black or white, has developed
(John in Bloom-72; Deutsch in Weaver and Weaver410;
Deutsch-91; Ausubel-133).

Phonology

Even at ihe stage of phonological develcpment,
differences appear between lower class and middleclass
children. Trevin in Bloom (72) found that young children
from lower class homes produced fewer sound types than
children from higher socioeconomic status homes. He also
found that with children from 1-1/2 to 2-1/2 years of age
there was a difference in phoneme frequency when groups
differing ir occupation of the breadwinner were compared.
In a study by Trevin, reported in Cazden {125), it was found
that, when lower status children were compared with higher
status children in phonology, the difference in development
first appeared at 18 months of age. In general, Weaver in
Bloom (72) reports that a study of lower class black children
shows that they are weak in auditory-vocal channeis and
strong in visual-motor channels.

Conventional Usage and Grammar

Specifically, several elements in the usage and grammar
of the lower class and the black child can be stated.
According to a study by Bailey (13) the lower class black
child has difficulty with verbs, Tense is only optionally
expressed, and when it is indicated, it is done by the context
rather than inflection of the verb. In addition, this black
child racely uses the verb *“to be”, and when he does, here
again, either it is not inflected or only one inflection is used
to indicate all tenses. Loban (249), from a longitudinal study
on childrex from kindergarten through sixth grade, found
results similar to Bailey’s. He found lack of agreement
between subject and predicate in the speech of lower class
black children, indicating noninflection of the verb. The verb
“to be" appeared to be 12 times more difficult for black

|- R | CReference (211, page 157.



Southerners to use: than for white Northermers. In addition,
Lcoan found that lower class children commonly make less
use of the linking verb. Bailey also found a deficiency in the
use of markers., Lower class black children did not use
possessive markers if sentence order indicated possession and
they did not use plural markers such as “s” if a cardinal
marker such as “three” or *“‘eight’ was expressed in the noun
phrase. Once again lack of agreement between subject and
predicate can be seen as the result of nonuse of inflections
and markers. Indeed, Henry (193) points out that “'standard
English™ and *“ghetto English’ differ in forms of predication.

In relation to vocabulary, John and Goldstein (105)
found thai lower class children had the most difficulty with
action words such as gerunds, words related to rural living,
and, in general, words whose referents were perhaps rare in
the low-income horae.

These deficiencies in usage and grammar seem to
indicate that the lower class child and particularly the lower
class black child will be quite limited in giving correct
expression to bis words.

Syntax

Deutsch (91) has stated that the level of syntactic
organization is the primary area of difference between the
language skills of middle class as compared to lower class
children. Loban (249) found that there was little difference
between groups as far as structural patterns were concerned.
However, within structural patterns — i.e., in the flexibility
and frequency of use of noun and modifying clauses,
infinitives, and verbals — differences between high- and low-
status groups were significant, with the lower status group
performing consistently below the high status group. In
addition, the lower group was found to wusc fewer
subordinating clauses and connectives than the higher groups.

Bernstein (25), the English sociotogist, has emphasized
the inflexibility of lower class speech by pointing out the
rigid syntax characteristic of lower class speech and the
limited number of possible variations which this speech has.
As McCandless in Bloom (72) has found, the lower class
child becomes more and more concrete and inflexible in the
use of language as he grows older, Cazden (125) adds that
the child from a group characterized by a nonstandard
dialect (e.g., the Negro) does not use the full range of words
and structures available, even in his own dialect. With only a
limited number of patterns and variations available, it seems
clear that the lower class child will develop only a rigid,
strictly defined syntax that will subsequently limit the
variety he is able to give to his expression and the flexibility
with which he will be able to use his language to verbally
mediate.

Labeling and Categorizing
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verbal mediators was pointed out. The dependence of label-
ing skill upen the ability to discriminate betv. .en objects on
the basis of features common (0 the objects was also
emphasized. Research has indicated that the lower class child
and particularly the lower class black child does not develop
labeling skills to the same degree as his middle<lass
counterpart.

John and Goldstein (105) found that lower class black
children paid close attention to the unessential features of
objects and had not learned how to locate the important,
common features of abjects with the same nams. According
to a study by Spain, as reported in Cazden (125), the black
child tends to give a concrete and idiosyncratic reaction and
lower class children at all age levels most often give func-
tional definitions. In a study of first- and fifth-grade black
children, John (2!5) found that, indeced, <he lower class
children classified objects according to the function they
served and were only indirectly able to state an underlying
concept, whereas middle-class children were able to group
objects on the basis of categories that had class names.
Ausubel (133) states that the child from the low-income
groups tends to be more responsive to the ‘‘concrete,
tangible, immediate, and particularized properties of objects
and situations”.

It appears that this child is still responding to stimuli
on the basis of perceptual rather than verbal saliency. The
child who has not learned to latel objects on the basis of
essential, invariant features — i.e., the child who has not
learned to recognize the deeper structure of objects, as this
lower class child appears not to have done — will be less
skillful in classifying objects. Unable to categorize objects
and events on the basis of deep rather than surface structure,
the lower class child will be limited in the development of
the associative network, and consequently his ability in
problem-solving and concept formation will be affected.

This section has delineated a certain population of
children, the lower class and especially lower class black
children, who are consistently deficient in the development
of language. 11 was seen that these children are deficient in
auditory-vocal skills, conventional usage and grammar,
syntax, labeling, and categorizing. The importance of-the
development of these skills in order to provide tools for
expressing variety in speech and flexibility in verbal media-

- tion was also stressed,

Factors in the Environment of the
Lower Class Child Which Influence
the Development of Language

It is clear Lhat the lower class child has not acquired a
set of language skills that will provide him- with the same
opportunity to achieve that is afforded the middle<lass
child, who represents the norm (and presumably the
majorily) and for whose developmental levels the typical

school curriculum is ordinarily devised. This paper contends
that the reason for this inequality in opportunity is the

o In e pievious discussion on language and thought, the

E mc‘porllnce of the labeling period in providing the child with



inequality in environment experienced by these children.
This section will focus on specific characteristics of the
lower class environment that tend to influence the develop-
ment of language in the very young child,

Bloom (32) has suggested several variables in the
environment that may have an effect in intellectuai growth
as a whole, These are:

e The stimulation an environment provides for verbal
development

o The degree to which affection and reward motivate
verbal-teasoning achievements

¢ The amount of encouragement given to a child to get him
to interact with a problem, explore the environment, and
learn new skills

o Adult attitudes relative to schioel achievement: the
significance education holds as a means of personal
advancement and achieving a better role in society.

The most consistent findings that present research has
to offer in relation to the above variables deals with the

amount and type of verbal interaction between child and

adult. Deutsch (98) states that the lower class environment
does not provide the child with “adequate and continuous,
sustained, connected and relevant verbal communication™.
John and Goldstein (105) find that, when learning labels, the
child does not have the chance to take part in active
dialogue with adults. John and Goldstein emphasize that it is
perhaps the use of language rather than its quality which
differs most between high- and low-economic-status groups.
They postulate that action words are difficult for lower class
children to learn not because they have not experienced the
action but because language has not been used to represent
the action symbolically. Furthermore, Ausubel (133) points
out that the lower income class child is not provided with
corrective feedback by the adult when he learns rules of
enunciation, pronunciation, and grammar.

The atiitudes of the surrounding adults themselves seem
to be determining factors in how the child behaves verbally.
Shipman and Hess (349) found, in a study of black mothers
and their 7-year-old children, that the mateinal attitudes of
limited options and limited individual power were passed on
to the children. They found that the behavior in low-income
groups is mediated by authority rather than by verbal cues.
Consequently, the child behaves on the basis of immediate
reward or punishment. Strodbeck (139) finds that the pre-
vailing atmosphere in the low-income home is a sense of
threat, Too ofters the father of the family is not present or,
if present, his authority is undermined by his lack of ability
to provide substantially for his family. As a result he finds
he must exert his authorily through physical disciptine with
his family. As a result, the child learns that proper behavior
means keeping out of the way of adults by being physically
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and verbally inactive. (139) Indecd, a study done by Terrill,
Durkin, and Weisley (388) found tiat lower class children
were most rotivated to learn by imimediate, material reward
(e.g., candy oi toys) whercas middleclass children learned
more quickly when supplicd wiith a nonmaterial symbolic
incentive (e.g., grades or vcrbal praise). This may be due to
two factors in the environment of the lower class child: the
lack of development in verbal skills and the resultant failure
to find significance in symbolic motivation; and the failure
of low-income adults 1o provide encouragement for *learning
for learning’s sake” beyond any immediate, tangible goals.
This has obvious effects on the child’s later achievement in
school, which operates primarily on the basis of symbolic
motivation,

Ausubel (133) points out that a variety of objects and
events in the environment stimulates the persons in that
environment more than a monotonous environment will
stimulate them. Here, too, thz environment of low-income
groups fails. 1t does not furnish the child with a large variety
of objects to use as referents in label learning. (133) There is
also little excursion outside of the environment, and thus
circumstance limits the number of new experiences the child
may encounter. (98) Jerome Bruner (110} states:

In general, an impoverished environment, one with
diminished heterogeneity and a reduced set of oppor-
tunities for manipulation and discrimination, produces
an adult organism with reduced abilities to discriminate,
with stunted strategies for coping with roundabout solu-
tions, with less taste fos exploratory behavior, and with
a notably reduced tendency to draw inferences that
serve to cement the disparate events of its
envirenment. . ..

Deutsch (98) states that the detrimental effects of these
environmental factors have the most damaging results
through their cumulative interaction. Deutsch along with his
associates at the Institute for Developmental Studies in New
York City found a significant correlation between verbal
skills and a set of environmental variables which compose
their Deprivation Index. (108) The Index lists six variables
on each of which a child is rated 1 or 2 — 6 being the
lowest possible total score and 12 being the highest. Low
scores on the Deprivation Index were accompanied by low
scores on tests of verbal ability. A child with 2 Deprivation
Index of 6 would be rated to have the following factors in
his enviconment:

{1) Less than sound condition of housing on the block
where the child lives, with complete plumbing but
in poor condition

(2) A parent that aspires to a college or less educa-
tional achievement level for the child

(3) Three or more children under the age of 18 in the
child’s family



(4) Nonparticipation in dinner conversation by the
child

(5) No anticipations of cultural experiences by the

child, e.g., visiting relatives, family, museums,

library, zoo, outside New York City, school or his

wolk, for the coming weekend

(6) Nonattendance of the child at kindergarten.

These factors combined as they were on the Depriva-
tion Index, had a significant correlation with low perfor-
mance by children on tests of verbal ability.

Considering the envitonment of the low-income<lass
child, one will not find it difficult to see why the child has
not developed 2 broad vocabulary, correct usage of grammar,
a flexible syntax, or a system of abstract categories for his
words and concepts, at least to the same degree as that of
the middle<class child of the same age. His environment
provides little stimnlation in the way of a variety of objects
and events; thus, deprivation results in a low level of dis-
crimination between objects, and little incentive to seek out
the new in a familiar context. Of the lower cldss child,
Piaget might have said: the less variety a child sees and hears
the less he wants to see and hear. In such an environment, as
there is little verbzl interaction between the adult and the
child, the latter is not exposed to a wide range of words.
There is little correction of the child’s speech to alleviate his
difficulty in formulating rules of syntax and in dis-
criminating between objects on the basis of significant
invariant features. Finally, the child is given little motivation
to learn or to find the significance in nonmaterial symbolic
incentives. Such factors seem to have little to do with the
day-to-day problem of surviving.

Recommendations for Education

It is evident by now that the lower income class child
does not develop in the area of language to his full capacity,
primarily becaus: of factors in his environment. Many
educators and researchers feel that it is imperative to reach
this child at the preschool-age level to ameliorate his diffi-
culties, especially in the area of language acquisition, since
language is a cumulative skill, its quality dependent upon the
quality of previously acquired atilities. (108, 112, 133, 410,
§5)

These researchers not only advocate preschool educa-
tion for lower class children, but 2also stress that the program
must be highly structured and aimed at developing specific
skills in the child before he is confronted with the formal
school situation,

First, compensatory education in language must identify
for the individual child the level of competency he has
reached and proceed from there. (133) Since language
“ o s itself a developmental process, a program for
IC
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teaching language must be graded according to difficulty of
skill to be taught. (370, 98). Furthermore, the most bene-
ficial results of preschool compen:atory cducation erc
derived from providing education in :nterrelated areas not
just one. (108) Judging from the previous discussion of
language acquisition, one can see that a single-focus piogram
is almost ludicrcus since language is highly related to
development in the areas of perceptual and cognitive skills
and motivation for learning.

The need for an education in interrelated areas is
emphasized by the programs outlined by researchers for the
preschool lével. Fisst, the child should be presented with the
opportunity to develop perceptual skills in order to be able
to discriminate between objects and events. {133) The child
should be provided with, and encouraged to use and pley
with, a variety of objects to enjoy the experiences that are
perhaps ordinarily not found in his home environment, in
order to facilitate growth in discrimination and gradual
adjustment to the school situation. (112, 134) It is hoped
that through increased active participation with otjects the
child can begin to relate and abstract ideas. (133)

Second, correct verbal communication must be en-
couraged. There is an obvious nced for increased interaction
between the adult and the lower class child, and this inter-
action must include corrective feedback from the adult to
the child. (108) This is absolutely imperative since it is only
the adult who can providz the child wit!; the generalization
and discrimination required for the acquisition of language.
(105) Since in a preschool program, the teacher is the adult
with whom the child must interac. :t is necessary to insure
that teachers are properly and thoroughly trained in what to
expect of the lower class child and in how to handle the
problems these children encounter in language learning. (193,
112) The teacher should understind the differences between
standard and nonstandard English and give value to both.
(129) Lioyd (131) advocates that the teacher use normal
speech patterns and familiar materials at the beginning and
use words in context rather than in isolation. In addition to
having constant and connected verbal interaction with an

" adult, the child needs to have his syntactical system

correc: ;. . . refined. (133)

Finally, a preschool program should not overlook the
probiem of teaching the lower income class child to want to
learn. According to Ausubel (133) these children need
teachers that are personally involved and enthused about
their work and able .0 communicate this excitement to the
child. They need teachers that can respond to each child as
an individual in order to foster the growth of a strong
selfconcept in each youngster. (112) The. child must aiso
learn that he can explore his environment and expect reward
rather than punishment for this exploration. (112) It is
hoped that through increased development and use of
language the child will be more able to sce the significance
of symbolic motivation in relation to himself. By providing
reinforcement for verbal tasks performed correctly, the
teacher can advance the child’s appreciation of symbolic
motivation to a large degree.
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Later Effects of Early
Language Deficiency

As the child progresses through school, he is faced with
increasingly  difficult tasks that require refinement of
previously acquited skills. If the child has not acquired the
skills requisite for a task or has acquired them but nct to a
degree that he can be said to have mastered them, he will
not be able to handle the tasks he encounters regardless of
the environment in which he finds himself. lLearning is
cumulative in development. Especially in language, as has
been shown, learning depends on the gradual acquisition of
skills over a period of years. Hence, a child who is deficient
in language skills at the preschool level can be predicted to
be deficient in ihese and related skills as he advances
through school. More than this, the increasing difficulty and
interrelatedness of tasks predicts that this child’s language
deficiency will become more and more pronounced — that
is, a cumulative deficit will result.

Indeed, Deutsch and his associates (107, 90) found a
significant verbal deficit, as shown through tests of verbal
ability at the first-grade level, that correlates with the
Deprivation Index, socioeconomic status, and race. At the
fifth-grade level this verbal deficit was seen {o have in-
creased. In addition, on test of verbai ability (WISC
Vocabulary Test) the deficit correlated not only with the
Deprivation Index, but also with socioeconomic status, and
race; whereas, the nonverbal test (Lorge-Thorndike 1.Q.)
showed no significant correlation between socioeconomic
status and cumulative deficit. However, once the factors that
are given in the Deprivation Index are controlled, the
cumulative deficit associated with race tends to be
ametiorated. The older child with a low score in the Depriva-
tion Index shows more verbal deficiency than the younger
child with a low score on the Deprivation Index. In another
study, Deutsch (91) found that, while at the first-grade level
only three scores on tests correlated with low sacioeconor:ic
status and race, by the fifth grade twelve tests used cor
related with low socioeconomic status and race. Deutsch
summarizes that what results from an impoverished environ-
ment, plus minority-group status and 4 years of school
experience, are children who have less ability to handle the
intcilectual and linguistic tasks in school than less dis-
advantaged children of the same age. On the whole, Ausubel
(133) finds that the consequence of early language

Q
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deficiency is a retarded and less complete change from
congrete to abstract thinking.

John and Goldstein (105) rcport that an carly
deficiency in verbal skills produces a later deficiency in
covert verbal skills (i.e., verbal mediation) In addition, Recse
(317) found that if a child does not learn correct labels at
an early age, subscquent concept formation will also be
inadequate. A poorly established concept will result in re-
duced verbal mediational ability. Deutsch (98) adds that, as
the level of difficulty of tasks increases, the requirements for
accurate labeling and categorizing skills also increases. Hence,
the child will encounter difficulyy in matching new ex-
periences and tasks to the inadequate abilities he has.

Deutsch (112) has found that early failure in school
results in lowered self-concept for the child. Once a child
becomes aware of his deficiency, he is less apt to respond to
a challenge he does not think himself capable of fulfilling.
He withdraws from active verbal participation, and the value
of language as a tool for problem-olving recedes, with the
result that the child fails to see tne .aiue of school — a
system which operates on the basis of symbolic motivation.

Summary

This section attempted to describe how language is
acquired and its relationship to thought. Also included was a
discussion of how the development of language is tied up
with the sensory-motor activities, concept formation and
classificatiirg behavior of the growing child. The important
point is that language plays an increasing role in the child’s
success in school because it is at age six that the <hild begins
to break away from a reliance on an intuitive concrete form
of relating to his environment to a more symbolic, abstract
one.

Iniportant as these considerations of the first two sec.
tions are, however, in terms of the child’s success in school.
two other areas hold similar importance and they are the
child’'s motivation for learning and the condition of his
health.

Accordingly, these two topics will be considered in
some detail in the succeeding section.



V. THE SOCIAULIZATION SKILLS OF YOUNG CHILOREN

Introduction

Socialization can be defined as “The pcocess by which
an individual learns the alternative modes of behavior avail-
able in various social settings and the consequences of
adopting each mode."* When the child is very young he can
do little for himsell and is dependent upon adults for the
satisflaction of his needs. Realization that his parents are
necessary and fear of losing their love motivate the child to
conform to their demands. Parents often make use of a
child’s dependency to channe! his bchaviors into socially
acceptable forms and to teach him necessary social skills.
2m1)

Betwcen the ages of aboul 2 to 3.1/2 years children
begin to pass into a stage in which they resist adults, assect
themselves, and become more independent. (271, 288, 3120)
The overt dependency behavior decreases in frequency as the
chitd matures for a number of reasons:

o Fiom past expetience, the child becomes less afraid that
his parents will cease lo love him

¢ His parents begin to reward independent rather than de.
pandent behavior, while continuing lo salisly the child's
dependency needs

¢ The development and acquisitions ol sensory-molor,
ccgnative, #nd language skills help him to cope with the
environment and his successes strongly reinforce
independent behavior

¢ With increasing opportunity fot contact with other
child-en, peers become mote important, and they, too,
encoursge the development of independence. (271)

With increasing age (and experience) children, also,
begin to behave in scvordance with sex-appropriate toles.
(288, 391) Children learn sex roles partly through observa-
o of, ard Kentification with, the same-sexed parent, and
partly through subtle reinfotcement and ptessure, which
cones from peers as well o adults. (288, 310, 223, 391) By
the age of Iwo lo four, girls show mote inferest in people
than do boys (288), and learning of sex roles continues at
Yeast theough the ninth y»ar {331).

Soclalization With Othee Chiddren

i ‘vopersiive Play

At apgroximately the age of 2 1/2 to § years the chid
becomes more cooperative and friendly (271, 288, 391),
snd, due to his increasing opportenity for groap particips-

Q & becomes mote imierested I his peers (319).
ERICwe G page 222,

IToxt Provided by ERI

Children, 2 and 3 years old, can maintain active ¢« 1t = K
only one person at a time, but in later presche. yeors
children usually play in groups of two to five. (¢ %
With increasing age children progress from idlenes ‘
play and onlooking behavior to parallel play®, as

group play, and cooperative activity for mutual b. . ..
(288, 391) Cooperative play is organized for some goal and
makes use of division of labor, differentiation of roles by
group members, and an organization of activity such that
children's efforts supplement one unother, but there is little
true leadership. (288) With increasing age, interest in formal
groups increases. (391) Older preschoolers show a greater
desite to win the approval of others and avoid their dis-
approval. (288) Their social sensitivity and responsiveness
in.reases; they express more consideration, kindness, and
tympathy and do so on more appropriate occasions. (288,
391)

Aggressive Behavior

With increasing age, social inleraction of all types -
both coopetation and aggression — increases, bul cooperation
becomes more predominant proportionately. (320) Young
children learn to control the aggressive fmpulses in the
course of socialization (323}, but their low frustration level
and immediate need for gratification often handicap them.
There is more quarreling over play materials and less quarrel-
ing duting dramatic play in which social roles are well
defined. Older children are less frustrated and engage in
conflicts less frequently (288, 391), but the conflicts last
longer. The older children do l=ss crying and screaming,
however, and more use of language &5 made in controlling
the aggressive acts of others. (288, 320)

Children become more competitive as they mature.
Two-year-olds, indifferent to the social situation of competi-
tion, are predominantly interested in the play materials.
Three- to 4.year-olds exhibit some rivalry, but it distracts
them and dirninishes theit work outpul, and their main
concern is still with the materials and cooperative activitics.
Cotnpetition becomes pronounced, however, in chilren 4
years ol and above, at which age it increases their work
output. (391, 288)

Soclalization Skdts of
Poverty Depressed Children

Parents from poverty depressed cultures usually are
mote suthotitatian snd restrictive in the rearing of their
children. They explsin tules fess, and make wee of fewet
symbolic rewards and more wse of physical punishitent,
Chibdren from woch hames tend to show slightly pooret
persoual and social sdjustment. (323, 324) Explaining rules
could offset these elfects, bul, in the Jower sociotconomic

"Playing slong Bide another child bul ot with him.




class and in large familics, parents do not usually do so. .

Punitivencss, also, increases children's hostility and aggres-

siveness. (323) Use of pliysical control as opposed to punish-
ment by withdrawal of love motivates the child to try to

escape punishment instead of developing inner controls, -

which are more effective in regulating behavior. (271)
Children from more lentent, democratic homes probably have
a relative social advantage here because such rezring, though
il encourages aggressiveness and persistence, tends also to
promole friendliness, active social participation, and con-
structiveness (323) which are, however, positively correlated
with popularity. (319, 320) Thus, the social acceptance of
the lower class children coming from large families may be
hindered by underdeveloped interpersonal skills, too much
hostility or aggression, underachievement, and poor verbal
skills (perhaps due to less opportunity for interaction with
patent in large families) (323), all of which are negatively
correlated with popularity. (391, 320, 324)

Social<lass membership itselfl may be a handicap. Thete

is a strong tendency for children to choose friends of their -
own socioeconomic status partly because of proxinity of .

homes and possession of similar values. (319) When children
seek fricnds outside their own class they usually choose
those of higher status, whereas young children ranking quite
low may be rejected. (324) Lower class children may also
feel less secure because their fathers possess less social power
(271), and the resultant anxiety, too is negatively correlated
with popularity (324).

Summary

The preschoolers who are most successful in relating to s~

other children are those who have already r..astered the basic
interpersonal skills. (320) Unfortunately, those who are most
in need of social experience starl at a disadvantage and are
likely to meet rejection. Since they have few sncial skills
they geaerally resct with aggression or withdeawal, either of
which incteases their slienation from their peers and further
limits theit oppotlunities to learn the socially appropriate
behaviors. (324)

Implications for Teachi. g

As noted earlier, the teacher usually reacts negatively to
children with low social status, further lowering the child's
sell-image. (319) He tends to criticize the boys, increasing
their hostility. (324) However, if he becomes aware of this
situation he can help to reverse it by changing his actions

- toward the child. This would encourage the group to follow

L)

his example. (320) Disciplining a child for negative behavior
tovsard the low-status child might also iniluence the other
children to treat the latter more kindly. (324) If he directs
his class democratically, there will probably be less scape
goating. (319) The teacher’s praise increases the social
acceptance and perceived competency of the child whom he
praises. (319, 324) His attitude also helps to determine
children's response toward persons of other races in mixed
groups. (314) The lowstatus child may actually change his
behavior to meel others' new expectations. (319) tlowever,
il a child’s social position is changed solely as a tesult of the
teacher's manipulation, it may revert when his influence
ceases. (324)

The teacher can assist the child by helping him to
develop skills that incrcase his confidence and naise his
ascendancy. (320) He can also arrange situations that will
provide him opportunities to increase his social awareness.
(329) Placing children from poverty-depressed areas into the
same group will give them more oppottunity to practice
leadership than they would have had in groups with more

. dominant children. (320) He can steengthen children's pat-

ticipation in the group by having members share materials,
givirg them a concrete task (329), and rewatding and punish:
ing them as a group (J19). A group member's response to
the group will be more positive if he is cewarded. (319)
When conflicts develop the teacher can help the childien
learn how to deal with them by interpreting each other's
position to one another, explaining tights, and suggesting
possible solutions.
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VI. THE SELF-CONCEPT BEHAVIOR OF YOUNG CHILDREN

Introduction

A significant development in the young child is the
awareness of himself as an object among other objects in
space. (276) It is at this point in time that the child begins
to form hypotheses about his identity and attempts to test
them against reality. He develops knowledge of himself in
much the same way that he conceptualizes the world about
him. Horrocks (201) summarizes this process as follows:

From birth the human organism has the long develop-
mental task of building an identity with which it can
interpret and cope not only with its social and physical
environment, but also with itsell as a functioning
physical organism. This is a gradual process occurring
over a long period of time, never really ending during
the life of the individual, although in its formative
stages the first two decades of life are the most < rucial
and xctionfraught. During these years an identity is not
only hypothesized, it is related to the surrounding
world of persons and things. The hypothesized identity
has to be tested against reality and must be modified
and changed as reality ptoves i* to be inappropriate ot
illconceived.

This is a very important development step (or the young
child and the extent and efficiency by which he is able to
differentiste himsell (rom other objects in his world is
cleaity dependent upon whether of not he has had the
opportunities to develop the perceptualcognitive ard sume
aspects of the language processes which would permit him to
distinguish the features of objects and then to compate and
contrast those features against his own.

Thus the beginning development of the child’s identity
is clearly a cognitive matter. Once the chidd reaches a clearly
defined Wenlity of himself as a physical entity, he begins to
form ideas about what it is he is able to do (i.e., the
functional relationship as himsell as an object). This expres.
sion of identity is soon characterized in terms of an ability
to schieve ot to do something successfully and the chid
s00n characterizes this properly as having 3 “belongingness”
to him »s 2 physical entity. There appear 1o be two sources
which contribute grestly 1o this sense of achievement
Wentity in the young child, namely, parental interaction and
2 kind of discovery learning on the part of the child. As
noted eatlier, the ¢chidd has a cariosity behaviot and ihrough
triat and error he soon learns that he is able (o do certain
things and a3 a result develops first a propensity to learn and
then 3 sense of awareness that he can and does learn. In
addiion, the nature of parental interaction soon begins to
play a significant role a3 they involve themselves in the
child's world of explotation and learning. They encourage
him to learn, they help him to labd objects, exwmine
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features, relate ideas, elaborate on his sentences; this
generally results in establishing a set of skills which in turn
peimits him to benefit more directly from his encounters in
the environment.

More importantly, however, is the impact this dual
influence has on the child’s identity concerning his “ability”
to achleve or do something successfully. White (289) char-
aclerizes this notion of feeling capable in terms of a develop-
ing sense of competency. He states '

Sense of competence can be secen as a cumulative
product of one's history of cfficacies and inefficacies. It
comes to operate in new behavior as 8 kind of set; we
judge whether or nol we can jump over a brook of
carry cut a proposed task. It also comes to be much -
cherished, so that we [eel truly elated at new proofs of
our ability and deeply humiliated when we cannot do
something we supposed was wu.in our power. The
sense of compelence thus has motivational backing,
doubtless from a variety of sources.

As Lazarus (244) points out, the ability to accommodate
and assimilate in response Lo demands can be thought of as
White's competence, snd the feeling of satisfaction-
dissatisfaction in tecrms of a perceplion of what one is able
to do is clearly tied up with this notion of 8 sense of
compelence. Success experiences, therefore, for the young
child ate critical to this sspect of his identily development
and ate, accotding to Hunt (138), a function of a maich
between current levels of abilities and the situational
challenges the youag child faces. Accordingly a mismaich
might become so overwhelming as to have the tesult of
depressing the notion of an atility to achieve or a sense of
compelency.

In summary, therefore, the child's development of
Wentity of “who 1 am™ is characterized by a developing
sense of “what can | do and how well am 1 at doing it".
Thus, we have the beginnings of what appears to be &
pattern of achievement motivation (i.e., a drive to succeed)
which clearly influences the course of learning and is, ftsell,
he result of successful past experiences in dealing with or
adapting lo specific encounters with the environment.

The Development of Achievement Behaviot

As McCandless® notes, an individual has as part of
his identity, data c.i beh-viors with which he is successful;
he seeks situstions whetein seccess is probable and he tends
1o avoid those wherein success is not probadle: “success™ is

"Referemce (269), pages 353 to 392,



idiosyncratically defined, and ideas concerning *‘probability**
of onc’s success are largely determined by an individual’s
general conception of himself in terms of key patterns of
what he can do. As Strom (115) notes, individuals do not
choose 1o compete when they do nol sce possibilities for
success. 1t can be seen, then, that achicvement behavior and
identity development of a scnse of comyctency are in con-
stant interaction; Crandall’s repori of closer relationships
between expectancy of success and actual intellectual success
than between 1.Q. and actual intellectual success bears
testimony to this fact. (111) If, therefore, the child has been
rewarded and encouraged for his achievement behaviors and
has therefore continued in his performance, and as the child
simultancously becomes more aware of hiinself and his capa-
bilitics, he — through practice — becomes more adept at
these behaviors and, concomilantly, is given favorable feed-
back; the nel result is that the child begins 10 see himself as
competent (which is, in and of itself, rewarding) and thereby
acquires a certain store of internal achievement motivation —
his achieving becomes somewhat self-sustained.

An area of increasing research interest concerning condi-
tions which affect the achieviig behavior of children are the
parenia} reactions, attitudes, and values associated with high-
achieving children. Davis and Havighurst (88) noted that
middle<lass parents place a very sttong emphasis on assum:
ing responsibility for oneself and making individual achieve-
ments. In accord with the middle<lass value on children's
achievements, the middle class is less permissive with its
children than is the jower class, becoming involved in and
concerned with the childeen's schievements and making eady
demands on the child for better achieving behaviors. (88,
331, 332) In the typical American middle<lass home, the
future is scen as a bright time, delayed rewards are valued as
worth the time and effort (339) and individual achievements
are respected (88). :

Parental training practices are generally consistent with
these values in the middle<lass home; mothers of high-
schicving children are actively involved with setting high
goals for the child and are willing and helpful in the realiza-
tion of the goals. When these goals are achieved, approval is
given; when not schieved, the mother tends to be rejectant.
Fathers of these same childien are approving of successes,
but generally yield greater independence of goal setting 1o
the chiid. (332)

Rosen and D'Andrade (331) repott that parental ¢con-
fidence in theit children is associated with the achievement
of the chidren. This is clearly in Line with the study of
Rosenthal-Jacobson (373) suggesting the impotlance of
teacher expectations as they telate to schievemeny.

In addition to learning to achieve through rewards,
punishiments and parental ralues and success experiences
some schicvernent behavior is thought also to be imitative.
Research st the Fels Institete shows patents’ attitudes
towards theik own achievement behaviors (o be related to
their children's achievements. (138) Rosen and D'Andrade
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(332) note that high-achieving sons' mothers are themselves
compelitive and striving. Furthermore, Crandall (138)
observes that socioeconomic status is de-ermined in part by
the achievement behavior of the family' breadwinner; it is,
therefore, possible that the lower achicvement of the child is
partially resultant of imitative behavior of adult figures who
are not achievement oriented. Ausubel and Ausubel (134)
note the significance of imitative behaviors of young children
to the adult, particularly in the tnore matriarchial family
structure of blacks. A very rea) identification problem exists
for the young male child because of the absence of an adult
male figure, successful or not.

In a summary of the rescarch and literature in the area
of achievement motivation, Crandall (111) reports that that
which appears to create high achievement molivation in the
child is a high level of ctossssex, parent<child interaction
laced with some degree of pushing behavior from the parent,
especially the mother. Additionally, Crandall, ct al. (76),
state that general maternal reactions are not necessarily
predictive of child achicvement (e.g., affection); whereas
direct rewards of specific achievement behaviors is predictive.
That such patterns develop early in life are shown in
longitudinal studies reviewed by Crandall (58); although
children's achicvement behaviors until age three were not
necessarily telated Lo later behaviors, by the early elemendtary
school, the achievement behavior of children was quite
stable.

A comparison can now be made between the Amesican
middle<lass child and the lower class chitd on the basis of
some of the conditions mentioned. First, as has been noted,
the two cultures’ value systems differ. In the bower class, the
future is nol secen as being oplimistic in terms of success
experiences and immediate rewards are sought (113, 339).
Riessnan (74) reports # high value of the extrinsic rewards
of education, but not of educational sctivities in and of
themselves; the lower class child’s acceptance 21 home is not
conditional on his school success (340); the material ot
concrele is more valued than the abstract (135); influences
by the peer group are motre precocious in the lower class
(134); children are reinforced by physically aggressive
behaviors (57); and parents motre often att ibute failure to
external factors (340, 115); and Deutsch (340) notes that an
attribute of low<class valves is & freedom from self-blame:
misfortunes are attributed to external factors. The lower
class child may, therefore, be Jess anxious ower failure than
his mote advantaged counterpart, peimarily, because his
acceptance at home is not dependent upon success. Deutsch
continues, however, by observing that this chidd’s faiture will
also be more final. The fact that he is not responsible for his
faitures must also mean that he is not tesponsidle for his
successes. Thus, the development of “what 1 can do and how
well can | do it” is not internalized as a part of this child's
identity.

An impottant similatity between the clasoes exists,
however; both lower and middle class place 2 high value on
oducational success sy 2 means to social modiity. (109, 131,



340, 341, 74) In the lower class home, however, there exists
a lack of understynding of how to help the child to be
successful (340) and a more serious lack of time and
enthusiasm to give the child what he appears to need most;
approval, encouragement, and rewards.

Concuttent with the apparent lack of success with
lower class parents 1o train the child to be more achicvement
prone and to develop a sense of competence through a good
match of success experiences are the amazingly high aspira-
tions which the parents hold for their children. (228, 74)
Studies reviewed by Bloom, ct al. (74), show black aspira:
tions to be even higher than white lower class goals. Stendler
(74) 1eporis that parental expectations of their children
decrease in accordance with their socioeconomic status bul
not enough to be realistic. Boyd also found that black
elementary-school childien have higher aspirations for future
success than Caucasian childeen of identical age and socio-
economic status. For exaniple, Keller (228) found (in 8
group of families onesixth of which had no employed bread-
winner) that a majority indicated that they hoped their sons
would be professionals (e.g., doctors, lawyers, enginecss).
Eighty percent wanted their children to acquire college
degrees. Reasons for such unteality probably lie in a
defensive reaction such as that studied by Rubins, reported
in Horrocks (201): it was shown that failure to develop a
positive identity 1esulted in any number of possidle
reactions, these ranging from severe emotional conflicts of
withdrawal, aggression and denial to exaggerated self-
idealization. This latter, & sorl of delusional system, is
peobably explanatory of lower class aspiration levels in
genenal. Denial mechanisms also emerge as 2 result of nol
being exposed 1o conditions which facilitate achievement
behaviors. The blaxck child, for example, was found to be
sensitive to the fact that there are differerces between him
and white children and he attempts to deny such differences
by rejecting his race. Stevenson (433) repotts not only a less
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realistic self-awareness of face in black children, but also a
higher tendency to reject one's race. Most black children
color drawings of themsclves mor: lightly than is realislic
and have to some degree a prefer-nce for white playmates
over children of their own race,

The lower class child, however, does not experience
directly these expectations via parental interaction in the
Jorm of encouragement fiom home 1o achieve. For example,
in a study of lower class children from New York City,
Keller (228) found that less than 50 percent of the children
ate at least one meal each day with at least one adult. In
addition, the opportunities for the development of the skills
which would permit the child to achicve are similarly not
available. Moreover, the lower class parent does not give
rewards, maternal or otherwise; reward scems to be defined
in these homes as ““absence of punishment”. (134)

Ausubel and Ausubel (134) describe lower class patents
as more “casual, inconsistent and authoritarian™ resorting
more often to “harsh” corporal forms of punishment, As the
parents are not always present, the child is likely to be
differentially disciplined for identical behaviors at different
times. Additionally, the fact that poverty and Jack of time
for the child does not allow for rewarding the child's
positive behaviors means that the lower class child is rarely
treated as successful,

Parents of the lower class home show some dissatisfac.
tion with their child's school performance (228), but they
do not know how to help him (340). The overlap here is
comparable to that mentioned in the section on intelligence.
This do2s not detract from the premise that certain environ.
mental corditions in the home do affect the course of
development of a child's sense of competency in a rather
drimatic way,
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VII. NUTRITION AND LEARNING

The experience of learning, no matter liow well planned
the program, presupposcs the existence of a normal, healthy
young child. Although this report has emphasized to a rather
large degree the potent impact of environmental variables on
the young child's psychological development, it has not
focused attention on the biological needs of the young child.
Today, however, there is widespread agreement that
adequate satisfaction of nutritional necds and of the need
for slecp or rest heightens the probability for learning.
Although many of the investigations concerned with
nutrition and growth are usually conducted by comparative
psychologists, a few sludies have been concerned with mal-
nutrition and the effects on learning with young children.

For example, investigators who studied protein and
calorie malnutrition in chilkdren found a heightened increase
in apathy when compated to normal children of similar ages
and socioeconomic background. The behavior of the children
was charactetized by depression in both curiosity and general
activity. In addition, their tesponsiveness 1o all environ-
mental stimulation was sluggish and passive. (78) On the
other hand, when children who suffered this type of nutri-
tional difficulty wete treated with a mote adequate diet, the
early sign of recovery was reflected by the child becoming
mote actively involved with his environment.

Mere importantly, however, are the followap studies
which have reported that the childdren nevet do fully recover
and thus theit intellectual and academic deficiencies are
depressed. (52, 292) This phenomenon has been studied
mote closely by Gravisto and Rubles (79) using the Gesell
tests of growth and development. They were particularly
interested in the effects of malnutrition on the following
damensions of adaptive behavioi: perception of inter
relationships and the separating of the whole into its com-
ponent parts and resynthesis. Their findings on the Gesell
developmentsal quotient for a group of cheonically under-
noutished childres: Indicated that these children persisied in
fow performance scotes in tests of adaptive behaviot during
rehabilitation,

There are other factors at work here since the children
are often botn to parents who have restricted educations)
backgtounds, snd whose environmental surroundings are less
than optimal in terms of sound perceplual cognitive deselop-
ment. In terms of an interactional point of view, howevet, it
is significant to note that a listless, passive child would stand
to benefit Lite from environments regardiess of their sound-
ness in an educational sense. This fact is dhastrated in studies
by Cravioto, et al (78), which demonstrated that in addition
to the patsivity factor, messarements of visual, hapi®, and
kinesthetic®® integeation ate also depressed by chronic but
moderate d.grees { malnutrition. The inmplications here for
the chid's semsxymotor and subsequent perceplual-
O _tive development discwssed i an earbier section shoudd
ERIC eed forther etaboration.
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There is another important condition that direcily
affects the basic condition of malnutrition and its impact on
the child's aclive involvement with his environment. That
condition is the frequency and chronicity of infection, which
also characterizes population groups in whom malnultrition is
indigenous. Repeated infection begins a circulatory effect
which increases metabolic demands but at the same time
inhibits the absorption of nutrients, resulling in a further
deterioration of the nutritional state of the yourg child.
(167) Thus infection and malnutrition have an iateraction
effect on the child’s ability to react to the sentory stimuli
from what probably is already an inadeguate social
environment.

As noted eatlier, the methodological problems do not
permit the separation of the cffects of malnulrition from
infection and from environmertal factors. Nonetheless it
suggests the need for an understanding that the development
of educational programs of dirsct benefit to children must
rest on factors in addition to intellectually stimulating
environments.

More curious, however, is a study teported by
Breckenridge and Vincent (3), of children who had an
opportunity for the wdequate earty development of
perceptualcognitive processes but were Tater placed on a diet
inadequate in quantity and quality because of wartime
conditions. The result was characterized as having an effect
on the child's abiiity to achieve, mainly upon his vitality,
energy, anl working capacity. The observations were con-
ceined with young German children during the First World
War. Teacheis of these childien wete interviewed and the
tesults revealed that the children who had been on rigid and
inadequate diets for at least 3 years developed the following
patterrs: inability to concentrate, slowness in compie.
hension, poorer memory capabilities, inatlentiveness, and
restlessness. As a result of those changes in behav.es it was
recesssry lo lower the standards of school work. Even then,
a significant increase in the number of children faiting
occurred, with a corresponding decrease in the number of
those chidien who had been doing superiot work. More
significantly, however, was the finding that obtained scores
on fests of intefligence were litthe affected. In terms of
school achievernent, however, there was a real discrepancy
between theit predicted behavior as measuted by tests of
intelligence, and what they were sciually accomplishing in
school. According to the author of the study the resson
underdying this finding was the inabidity of the children to
concentrate and rasist fatigue. Othet investigatons® also
fotzd similar problems of behavior among malnourished
children. On the other hand, changes in the quality and
quantity of diets sppear 10 improve performance, [n anothes
stedy teporied by Breckentidge and Vincent, chanpes made
ia both the quality and quantity of breakfast diets of poor
school children resulied, after 10 days, da significant
inctesses in school performances.
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Studies such as these hold significant implications for
the education of young children. If the child is unable to
become actively Involved in the educational process because
of apathy, sluggishness, and a general state of listlessness
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little learning will occur. On the other hand, even if he
has the requisite abilities to successfully achieve in school,
the quality and quantity of his <iet may be so oor as to
bring about lowered achievement in school.
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VIII. LEARNING DISABILITIES: THE EFFECTS OF ENVIRONMENTAL DEPRIVATION

The Empirical Dimension

The preceding sections attempled to logically relate the
importance of sensory-motor, perceptualcognitive, and
language development to school success because the skills
defining these areas (i.e., visual and auditory discrimination,
concepts, classification, labeling and sentence structure) were
the skills measured by tests of intelligence like the Stanford
Binet and the Mersill Palmer Scale. It was also noted that
these kinds of skills can be acquired by the preschooler.
Because tests of intelligence are related to school achieve-
ment, it was logically inferred that if preschool programs
were to provide (or the development of the skills measured
by the tests, the likelihood of success in school would be
similarly enhanced. Sections V11, Vill, and 1X support the
logic of this premise by noting what happens to the school
achievement of the children who are denied the experiences
fot the development of these types of skills.

The purpose of this section is to examine in some detail
how the absence of certain features of an environment bring
about a depression of the skills needed for school success.

Perceptuad Processes

Impact of Emronment

Research shows differences in perceptual skills among
various groupings of indivivuals, The two which have
teceived the most altention are auditory and visual skills,
The vast majority of tesearchers tclcted perceptual dis-
sbiiities to lack of sufficient prive stmlation, (22, 110,
212, 385, 7, 98, 109) It is observed that the chid with poot
peroeptual skills has often had no experience with pencils,
crayons, ot paper befote school (258), comes from a
poorly lighted home (311), and may even be lacking suf-
ficient physical enetgy because of nutritional deprivation
(22). Jensen (212) reports experiments in which rats ex-
perienced physical changes in brain chemistry following early
differences In enviconmenial stimulation. According to
Pisget, transactidns with the environment yieM learning
(344); and Jensen (210) reports perceptual abilities a3
“soquited very early in life through looking at, listening to,
and handling a great variety of things”.

Jensen (212) notes that differing sensocy input can be
expected 1o lead o difTering bevels of perceptual ability, a
point which s well Bustrated by the congenitally blind
individual who hat wndergone surpery for timoval of
eataracts: “to distinguish a trisngle from a square, even the
most intefligent patients had to painsiakingly coent the
efnm". 1t is, then, apparent that vatious perceplual skills
Y lestned, and that learning appesrs 1o be at least pantisRy
‘ndent on experience with refevant stimel,
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Auditory Discrimination

Lower class children have been showa to have poorer
auditory discrimination than that of middleciass children.
(98, 104, 64, 111, 410, 183, 210) Deutsch (97, 98) notes
that, although data do not exist lo prove the rtatement,
investigations have advanced the hypothesis that a generally
noisy home leads to not only poot auditory discrimination,
but also general inaltention: MzcKintosh notes that these
children have not learned to listen (258), ie., to attend
selectively to relevant parts of the background sounds. One
would expect more noise in an overcrowded home, and
overcrowding has been found o be a common characteristic
of the lower class home (101), as is the continuous din of
the television (311, 228). A further factor which may be
affecting auditory discrimination is the failure of adults to
correct the child's enunciation and pronounciation. (98) 1t
appears, then, that in addition to observations by Deutsch
(98) and Jensen (212), 2 1xck of variety of audilory stimuli
may also lead to poor discrimination and too many signals at
once may similarly lead to inattention, subsequently yieMing
poot discrimination abilities (64).

Visual Discrimination

Although the literature notes that the environment of
the lower class child affects his visual discrimination (210,
183, 111), tlds sensoty modality does not appear to be as
significantly afTected as audition; Bereiter (19), for example,
observes that blind children generslly have average 1.Q.
wcotes, whereas the deaf are usually approximately 10 1.Q.
points below average.

Detection of errors in a pictorial completion test has
been used as a measure of spatial visualization and 8 larger
nimber of errors have been found among lower class
children when compated to middle<lass children (7). The
question arises, however, a3 to whethsr this indicates a lack
of visual skills stemming, eg., from little variety of shapes
and textures in the home (98), or whether it is really a
measure of low perseverance and inattention (101).

A study of both visual and suditory skifls found that a
highet reaction time is needed for interspersing visual and
wditory stimuli. The suthces state that “having to attend to
suditory and visual stimuli at the same time may require
different skills than attending to either modality in
solation™. (106)

Effects of Inadequate
Perceptust Processes

Childrea from  povetty depressed environments have
pooret ruditory discrim:~ation s¥dls when compared to their
middleclass counterparts. (96, 98) Bereitet (19) has



suggested that the absence of verbal stimulation in the home
may be telated to tais problem. The significance here is that
auditory discrimination belween words correlates sub-
stantially with range of vocabulary (104) and teading skills
(106). Grotberg (174) mentions studies by Sexton showing
that of all achievement scores, the very lowest for lower
class children is that of reading. The literature (23, 100)
treports that although they lack learning rather than the
ability to learn, up 1o 60 percent of all lower<lass children
are at least two years retarded in reading; this is true even of
college-aged lower<lass individuals (291). Says Deutsch (97),
“Whalever characteristics are found in retarded readers will
be found in a larger proportion of disadvantaged children
than in middle<lass children.”

Some of the many other variables which do correlate
with poor reading skills are clusely related to tow auditory
discrimination (98); slow responding in various situations,
¢4g., the individual may know the answer to a question but
requires more lime to respond (97); inability to shift atten:
tion between sensory modalities as quickly (106); visual
discrimination between English words (106); and pooter per-
formance on & digit.span test, which measutes attention and
short-tem memory (106). Lower class children also have
poot expression in their reading (39) and tend to be in.
articulate (368), a fact which could be due to covert teacher
disapproval of the lower class dialect (131).

Segments of the literature, however, refer to cvrabina-
tions other than those of perception: inadequate education
(101, 344, 112, 36, 300) and low teacher expectations of
poor readess (171, 131, 326, 373, 341, 129, 109).

Cognitive Processes

Introdwction

Studies of lower<lass chitldren have often shown a
rctardation of cognitive development (121, 335, 171, 166,
368) and educationial readiness (243, 383, 204, 385). The
most basic specific example is what Blank has called the lack
of a "symbolic system for thinking™ (28), a disability
essentially the same st that tefecred to by others in terms of
verbal handicaps (67, 274, 39, 18). The conceptually
retarded child is Wlequipped for logical endeavors and is
therefore less skifled with deductive than  inductive
spproxches (109). much of his experience temains uncon-
ceptualized (174); he has difficeliy drawing interpretive con-
clusions from contexts snd pictuics {22); and he often
arrives al school either unable to express or unaware of basic
information such a3 his name and address and mumbes
concepts (98).

According 1o Schwebel's (344) interpretation of
Leontiev, internal mental actiohs begin with “demonstrated
Q mal xtion and the sprech of the adult™; this plus
ERICction with the emvieonment (290) yields conceptnd
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learning. And it is these things which the literature points to
as conspicuously absent from the lower class child’s home:
communication in general with the parents (376, 98, 105,
22, 281, 385, 97); and what communication there is of a
concrele nature, rarely referring to abstractions (134, 98),
logical sequences, or casual relationships (385). Additionally,
little feedback (112) and few explanations (382) are direcled
at the child; he lives via a “pragmatic, concrete, personal and
physical learning style™ (174), rather than a conceplual one.
Furthermore, as John and Goldstein note (105), *‘Learning
labels requires sclective attention®, another skill in which the
lower<lass child tends to be disabled. In short, the child has
inadequate habits of hearing, seeing, and thinking (183)
confounded with poor visual and auditory discrimination
ability.

Verbal Facility

Within the category of conceptual disabilities, verbal
handicaps are the most important. Deutsch et a). (104),
notes a very close relationship between language skills and
1Q.; they also tepott that “socioeconomic status is a mote
poweiful determinant of fanguage behavior than is racial
membership”, Not only does the lower class home lack
verbal stimulation for the child, but it atso lacks tefecents
for new words. (98) The lower class chil arrivwes at school
with an inadequate vocabulary (22, 104, 19): at grade two
his vocabulary is approximately one third the size of the
average midaie class child's, and by giade six it is about one
half as large as what might be expected of normal children.
(109) He learns many supposedly common words (eg.,
*sink, chimney™) 1 to 2 years later than the average middle
class child (149) and has especial difficulty with action
words (e.g., pouting) and worde whose refetents are rare in
his home fc.g., caboose) (105). Lower class first graders
show a lower total word output and less desciiptive variely
(104); inaccurate word inflections, immature vocabularies,
frequent mispronounciations, a rare use of descriptive
language similarly describe the speech patlerns of college-
sged individuals from a fower class background {291).

Clanifying Behaviot

One of the skills most basic to verbal sbility is that of
classifying ot categorizing referents under specific labels. As
analyzed by John and Goldstein (108), the scquisition of
labels depends on stable wotdteferent relstionships being
observable in the environment and corrective feedback from
more mature verbalizers. if a v-ord-teferent relationship is
particulstly smbiguous, a3, fror xample, an sctionwotd pair
which docs not refer to a specfiable object, then there is
even a greater need for corrective feedback.

Black children aged four wete foend (105) to have
difficulty dn identifying picture refererts of words the
referents of which wete rate i the lowes class home (e g,
kangatoo) and action words (e g., digging).



- (104)

Sigel, et al. (351), in asking children to group familiar
objects, found lower class children to make fewer overall
tesponscs and also to group things more subjectively and
idiosyncratically than the objective, descriptive, representa.
tiona! mode of the middle class children. Both this study
and the picture-referent study indicate lesser conceptual
sophistication in the lower class child. Additional research
also points to poor conceptual sorting and classificatory
behavior. (215, 110, 385)

The literature seems to be largely in agreement with
John and Goldstein (105) as to conditions correlating with
immature grouping behavior: a combination of lack of st'm-
ulation and objects (referents) in the home (98, 19, 210,
385); and a lack of corrective feedback for the child's
incortect labels (22, 281).

A further detriment to the child's classification be-
havior, i.e., choosing items which belong together and then
grouping them on the basis of some common quality, may
lie in the lower class mother’s way of setting down rules: she
tends to give specific rules rather than principles-simple
imperatives” without statements of explanation (382, 196,
309); this would seem to add to ihe child's collection of
uncalegorized specifics.

Verbal Mediation

Still another facet of verbal abilities is that of verbal
mediation, of the tendency o use language as an aid to
thinking and problem solving: in this sense, language is
unzpoken excepting intraindividually,

One of the measutes which has been used by
researchers as an indicant of verbal mediation has been the
success of the child in filling in words deleted from para-
graphs spoken by the teacher ot by lower class peers (104);
athough there were no differences between middle- and
lower class childten in completing a Jower class peet's state.
ment, lower class childten were significantly less able to
complete the teacher’s statements with wotds appropriate to
the context: Deutsch, et af., postulate that this may .ndicate
a language barrier between the teacher and the lower class
child. This study also showed that lower class girls were
more adept at these receptive langusge skills than Jower class
boys, though the middle<lsss chidren do not show simiat
sex differences; the (xt of girls more frequently having a
same-sexed identification figure in the home may be related.

Other specific disabilities seemingly related to verbat
mediation have been observed in fower class children: they
are poot st story lefting (15) and show an inability lo enpage
in soctaldramalic play (309); Smilansky (364) states that the
adility lo Imagine situations which do not exist is critical fot
@ standing in reading, peogtaphy, and othet school
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subjects, and Radin (309) postuiates that this particulat
inability may stem from the lack of pretending games
between the mother and child. Probably part of the problem
results from the gencral lack of verb:l stimulation (19, 102,
97) and family conversation (22, 344, 281, 105, y3).

Communicative Language

The most overt measure of a child’s language skills lies
not in classifying, or verbal mediation, but in his actual gross
language patterns. Some state that the most obvious handi-
cap of the lower class child is the absence of a communica.
tive language. (258) Says Newton (290), **The standard form
of a child's native tongue may be a foreign language for the
child who has heard nonstandard forms throughout his
formulative years”. The fact of socially and educationally
deprived parents (375, 134) leads 1o what Bernstein (128) has
termed a *‘restrictive form™ of language as compared to the
“elaborated form™ used in middle-class discourse. Also, com-
munications in the lower class home are mote commonly
gestural (97), verbatizations tend to be temporally short ind
pootly structured (98), and language is used for concrete, as
opposed to abstract, purposes (127, 191 All told, then, the
lcwer class child lacks a repertoire of abstractions and trans-
actional terms (127), is unfamiliar with  “‘syntactical
regularities and normative frequencies of the language”
(102), and is accustomed to shotter sentence length and less
sentence complexity (174), all of which relates to the fact
that the lower class home is Jess verbal (97, 102, 385, 291,
22) and is, more specifically, fess generous with feedback
(98, 108, 22).

Beyond the restricied vocabulary, the lack of good
language models at home, at school, and in the community
(291) further leads to shorter sentence length (19), difficulty
in otdering sequences (102), poot subject continuity (98).
poot syntactical organization (97, 98, 19) and “mumbled,
indistinct speech’ (22). Bennelt, et al, note, in shodt, that
on almost all messured language dimensions, lower class
children petform on a par with an average child a yeat of
mote younget. (17) In tum this, also, results in poorer
listening habits and inabidity to foflow mote complex direc-
tont (39). and a ~Ticulty pulling meaning inlo context
(102). Not only me such findings connected to the child's
unfamitisrity with “long. ordedly, focused ‘.erhal sequences™
(102), dut slso to his own lack of alive participation in
conversation in hieu of “receptive exposure™ to language
(108). .

Substantial evidence therefore is available to show that
general werbal dinability is overwhelmingly present in the
lowet class group: furthermore, the specific snvironmental
factors which appear 1o be most telated to this disability are
the Iack of verbal stimelation and adultchid interaction in
the home.
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Number and Time Concepts

Aside from the verbal, another large portion of con-
ceptual abilities may be classified under the rmbric of
numerical skills. Judgments concerning time and number
concepts have been found to relate to low socioeconotnic
class. (174, 183, 132) The lower class child is frequently
unprepared to learn mathematics at the same pace as the
middlc<lass child (121), as he has little concept of relative
size (109) and a higher likelihood of lacking certain
rudimentary concepts such as near-far, highdow, and number
telationships (98).

Additionally, the fower class child does not have a time
orientation as 8 “pressure source for task completion™ and
activity boundary (99); he makes poorer time judgments and
displays lesser ability to meet time limits (98). Possible
antecedent conditions ate the fact of little time organization
in the home and little adult verbalization connecting the past
to present. (98) Poisibly the whole matter of (verbal) con-
ceptual unsophisticaticn  also relates to this Inadequate
judgment with respect to these concepts of relativity.

Personality Characteristics

In addition to the perceplual, conceptual, and language
processes affecting personality factors such as low self-
concept, deterministic attitudes, poor motivation and
emotional instability also correlate with tearning.

The Self-Concept

That lowet class childien suffer from poor self-concepts
is welldocumented (335, 368, 67, 263, 385, 65, 102, 101):
they 1end o equate social status with petsonal vsotth (173),
3 tendency which is helped to materialize by the contrasting
status of figures seen on television (173, 134, 228, 311).

Evidence of the negative sell concept can be seen,
lronically, in compensatory grandiose behavior (68). s, for
example, the loud and boisterous lif> slyle (v7) and
unrealistically  high levels of expressed academic and
vocational aspitations (67), this unteality being more
extreme for lower class boys than girle (101). Other
manifestations of poor selfconcepts e in the lack of
concern for personal hypiene, diet, and personal appeatance
(39): the discourspemint and feelings of fuldity (82). the
need for suthority figures in the classtoom due to distrust of
ont's own judgments (109); the mxiety felt over achiewe.
ment (67): and the reae of chaflenge (385).

@  An even greater serse of inferiotity and humitiation i

MC by the black lower class chiMd. (222, 228, 101, 7, 134,

40%) Early race swateness (186, 134) and gradual pet-
ception of the greater society's discrimination (134, 67, 10},
|
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attempts 10 resist Identification with the black racial group
(405). Because of the generally matriarchal society and
absence of a male adult from the home, black boys show
greater unseatity of occupational aspirations (101), suffer
from role confusion (67), and show consistently lower
achievement scores (101, 104) than do the girls.

Furthermore, a general societal prejudice toward the
lower class is transmitted to the child via the teacher, who
generally has low recognition, understanding, and
expeciations of lower class children (109); as Rosenthal and
Jacobson (372) have found, teacher expoctations appear lo
act 3s self-fulfilling prophecies and probably, therefore, play
a role in maintaining lower class disabilities.

Further indications of the child's concept of self can be
deduced from looking at his otherlirected attitudes: there
tends to be an “underlying attitude of depressive, and at
times hostile, defeatism™ (335), reactions of lethargy and
suppressed aggression (67), a frequent lack of respect for the
rights and property of others (39), limited trust in adults
(385), a sense of external rather than internal causation
(325), and a belief that others are to blame fot one's
misfortunes (109). In shoit, the lowet class individual does
not feel in control of his environment but completely con.
trolled by it: this view of life is born eatly in the
authotitarian home, which legislates abruptly and without
explanation. (134, 309, 382, 67)

Fot the black lower class child, this sense of defeatism
is stronger and more reactive: the black child shows his
resentment and hostility by rejecting the majotity group (67,
$1, 38%) and by additionally rejecting his own racial group
(67, 7, 134, 222). The fact that the chid comes from a
home envitonment with little occupational mobility (95).
and 2 male Mentification figute of a father who has not
often expetienced rewards fot his accomplishments (101)
only augments the child’s feelings of alienation (420). He
beging to feel hemmed in and craves excitement (67). due to
his expetiencing of early de-atellization from the home, he
invesis heavily in his peer group (134) and withdraws from
involvement in school (67).

Mothation

The mannet in which these feelings of low self-esteem
and defeatism are related to harning disabilities is through
their reduction of the child's motivation. The lower class
child lacks initiative (180, 181, 335, 368, 67, 184, 98):
“getling by tather than getting ahead is the rule™ (353).

Antecedent conditions eelated (o low motivation are the
lack of rewsrds having been givea to the chid for his
schievements (98, 101, 109); even mote basic, the lower
class child ~ especially the male black chid ~ has no
pychological comept of achievetment resslting from effort
(98, 67, 101). As opposid to stated otcupational aspirations,
when concrete action B needed, the chid oﬂendmv«r



Lowered molivation of lower class children is especially
conspicuous in the school setting: “rewards of schooling are
foreign to their experience” (101; besides, lower class
children scek immediate reinforcements (82, 385), and these
are not offered by schoot achievement. Although this child’s
attitude toward schoo! is essentially neutral upor arrival
(98), and although his parents do want to see him get ahead
(98, 385, 99), there is a lack of knowledge on the parents’
part as to how to help the lower class child implement
school success. Hess (195) notes that the child's orientation
toward school resulls frem the mother<hil relationship and
communicational patterns; but, as has been noted, there is
hitle adult<hild interaction in the !ower class home (98)
Subsequently, the child experiences early school failures and
his patents Jose confidence in the child’s competence (98).

Another factor involved in lowered motivation s the
common nutritional deprivation, which yields a generally low
energy level. (22, 3) Additionally, the self-fulfiiling
prophecies of lowered parental (98) and teacher (368. 101)
expeclations serve to augment the situation.

Emotional Stability

Yet another psychological disability is the emotional
instability engendeced by broken homes (67), lack of ovent
affections (281), racial discrimination and segregation (54),
lack of relevant suppott from the home or school, and
greatet likelihood of early school failure (100). Overall, the
lowet class child is prone to insecurity (82), emotional over:
dependency ($4), anxiety-withdrawal syndromes (67). lack
of restraints (67), extreme bitterness (67), and an
authoritatian personality (134).

It can be seen that low selfestecem, defeatism, emo-
tional insecurity, and loweied motivation all serve to
augment one another and to further endorse the goal of
getting by rather than ahead. All the leatning skills imagin-
able can hardly override this one disability = the whybother
attitude.

Impact of Learning Dissbilities

Actual behaviors emitted by the individual can be
viewed as disabling to the extent that they inhibit successful
learning. Whether it is 8 disability or a purposeful action, the
tower class child is selectively inattentive. (210, 102, 238,
375) tn the school setting., this child’s unfamikiarity with
Jong and focused verbal sequences (102) and dnabdity to
foflow more complex directions (39) yield setious learning
setbacks. If a child is to attend (o & verdal stimules, i mvust
relate meaningfully Lo his experience (97): often traditionsl
teaching does mot, and thete s a resulting short attention

QO 1 for school provided verbalizations (102).
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Jensen (210) 1cports that “‘attention develops tlrough
visual and auditory stimulation in conjunction wilth the
patent<child interaction”. The tower class home does not,
however, neccssarily reward persistarce (101), and, further.
more, Deutsch (98) stztes that a noisy cnvironment is idcal
for learning inattention; lower class housing is crowded,
substandard (95. 375). and probably noisicr than typical
middle<lass housing.

In addition to his inallention, the lower class child
tends to be hyperactive (210, 385), expressing his emotions
in movement rather than werds (309). His feclings of being
hemmed in creale a need for excitement and a resulting lood
and boisterous style. (67) Additionally, as a result of being
given specific rules at home without explanation, he lacks
individualized inner controls. (309)

Although some researchers note that the lower class
child lacks experience in disciplined group behavior (388),
training with organized games (22), and general mannettiness
(67), it appears nonetheless that the child precociously
desatellizes and involves himself with the peer group as a
family substitute (134, 67). As a matter of fact, Clifi (67)
notes that due to the wvery earliness of peergroup
importance, the lower class child may reflect peer values
almost completely and have no sense of relating to the adult
wotid; this would scem to be especially possible if the famiy
involved itself in very little inieraction, which the lower class
does. The subsequent lack of socialization plus strong peet.
group influence may together lead to the delinquent
responses which Willie (420) has noted 1o be more (requent
among lower class children.

A further behaviot noted in the section in intelligence
anl which scems to be very highly cottelated with the
chi'd’s disabilities in his lowesed performance on tesls of
intelligence when compared to his moce afMuent counterpart.
(2, 171, 104, 174, 111, 103) The odtained differences in
performance are also telated to race which increases in
significance with age (174, 103, 215, 171, 104) and also
with sociceconomic level (103). Performances on tests of
intelligence are also refated to amount of verbal communics.
tion in the home (134, 22). presence of a fathet in the black
home (103, 101). preschool education (103): sound dis.
crimination, and total vocabulary range (104).

A progressive achievementdecrement phenomenon is
also related to obtained scores on tests of intefligence (103,
210, 104, 126, 171), ie., differences sssociated aith various
groupings (eg.. SES® or race) become more strking with
increasing age. Dentsch and Brown, for example, found that
preschool education is move successfully predicive of 1Q.
differences in fifth grade than in first grade. (103) Accume-
lation of deprinationsl factors ovet time may be more
important than accummlstion withia a time wait. (107)

*Socloeconomic States.
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Because the performance on the test of intelligence is a
measture of specific achievements, it is not surprising that
socioeconamic class is generally related to achievement, with
all lower SIS chitdren scoring difterently from the norms
and lower SES black children scoring significantly below the
lower SYES white children. (174, 98, 101, 180, 375, 171,
263)

The lack of school achievement is a further arca of
disubitity for the lower class child because of its impact on
his sense of competency. (134, 109, 90, 174, 204, 101, 204,
99) Other pertinent factors retating to poor school achieve-
ment by the lower class child are little question-asking skill
(98, 109, 309), this disability stemming from little question-
cncourggement from adults who have little time for parent-
clild imteraction (98, 22, 195, 382); low teacher expecta-
tions and parental loss of confidence (95, 109, 129, 341,
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372, 131, 325, 171, 385, 98. 99); poor school facilities (e g.,
science labs, lighting, health fucility) (344, 39): lack of
conmunication between home aind school (112, 99, 101, 98,
385), lesser physical health, i.c., cither mor2 frequent illness
or malnutrition (95, 3, 347, 351): waste of much classroum
time (101): and lack of experience before and beyond school
(158, 109). The eventual resalt is a disproportionate number
of dropoults from the lower sueioccononiic class. (216)

The literature seems to cuggest, in summary, that the
single most important factor in perceptual, conceplud!, and
personality disabilities and their relationship to leaining is
the absence of extensive interaction with a verbally mature
adult,
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1X. THE CULTURE AND SCHOOL ACHIEVEMENT

This section examianes the rescarch tindings concerning
the patterns of school achievement among children who have
devetaped disabilitios for learning,

A swrvey ol the literature was made and 53 articles
were reviewed, The Lreakdowr of subject -aieas is presented
in Table 2.

TABLE 2. CONTENT AREAS OF RESEARCH
ON PATTERNS OF SCHOOL
ACHIEVEMENT AND NUMBER
OF EXPERIMENTAL FINDINGS

Experimental

__Subject Area Findings

Sociveconomic Status 10
Race 4
Sell-Concept 8
Motivation 13
Intelligence and Abilities 9
Cunulative Deficit 11
TOTAL 55(a)

(a) The reason for the discrepancy between total
and the number of articles concerning experi-
mental findings is that several of the articles
overlap in content areas considered.

Findings

Socioeconomic Status

Several studies of socioeconomic status have con-
sistently  found that as the level of socioeconomic group
decreases so does the level of school achicvement of its
children. (68, 80, 86, 118, 198, 229, 284, 241) Dave (84)
points aut that it may be what is done in the home more
than the actual socioeconomic status of the home that deter-
mines the achievement of its children. These influencing
actions in the home are given as follows: achievement press”,
Janguage models in the home, academic guidance provided in
the home, stimulation provided in the home to explore
various aspects of the larger environment, intellectual
interests and activity in the home, and the work habits
emphasized in the home. It should be pointed out, however,
that while these variables are not functions of social class
status alone, different social groups characteristically have
different degrees of these variables.

*Dave defines achievement press as the attitude in the home
that motivates the child towards learning and expects certain
standards of achievement.
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Several studies have designated spocific arcas of achicve-
ment that seem to be most atfected by suciocconomic
status, (08, 8C, 198, 241, 284, 352) Atcas of greatest difter-
ence between lowstatus and high-status groups were found
in reading (08, 198, 240) :nd problem solving (08, 198),
Other arcus of difierences were in geography and history
(08), vocabulary (198), and conceptuul ability (352). There
was a ditlerence of apinien concerning arithmetic skills for,
while Hill and Gismmatteo ¢(198) found high-status groups 6
months airead at the third-grade tevel in arithmetic skills and

“Montague (284) tound lowerstatus students showed the

lowest scores on the Arithmetic Concepts Inventcry, Cunry
(80) tound that as intellectual ability decreased the eftect of
socioecononne  statuy  on arithmetic achievement Jdid not
increase as it did in other areas ot achievement,

Race

Evidence supports the idea that differences in race are
correlated with differences in scholastic achievement. (119,
228, 295) In one study differences in achievement matchied
those in intelligence. (119) Qsborne (295) found that the
differences in reading and arithmetic achievement between
white and black groups of children increased from grade six
to grade ten, with the white group performing near or at the
expecled national norm. Another study pointed out, how-
ever, that po matter how strong the correlation between
achievement and race, there is still po evidence ta support
the idea that there is a difference in innate abilities between
cthnoic groups. (239)

Self-Concept

In the area of selt-concept, researchers have found that
the lower class child has a markedly tower self-concept than
the middle-class child. (429, 228, 108, 74, 130) Not only
lower class children but black children as a group have a
negative  self-concept. (119, 429) Moreover, self-concept
directly aftects amount of achievement in school. (201, 109)
Horrocks (201) finds that the lower class child is given a
necded sense of status by his outside peer group who tend
to be a force against the school system. Thus, the lower class
child and the black child develop a rebellious attitude
toward schoo! and will tend not to function within it; they
will not achieve according to its standards,

Motivation

A number of rescarchers have found that ¢children from
lower socivcconomic groups are less highly motivated to
achieve in school. (133, 228, 331, 29) In addition, several
found that the level of motivation to achieve which a child
reached in school was often determined by the values of the
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schoal that he attended. (69, 422, 134) Hence, if a school
systenn s Hargely composed ol children from lower income
groups, the motivation tor achievement in that school will
cortespond  to that of lower socioeconomic groups as a
whole. The depressant eftect this kind of attitude is Fxely to
lave on achievement s particularly prevalent in segregaved
schools, (134)

Parental  values have also been found (o figure
significantly in the formation of maotivation to achicve in
school, (379, 380, 412) One study found that 90 percent of
the sons of parents who had an attitude of getting ahead
were motivated (0 go on to college, whiie only 27 percent of
the sons of parents with the attitude of getting by were so
wotivated, (219) This latter attitude is characteristic of
lower income groups.

Motivation for further learning was also seen to be
founded on previous successful achievement. (133, 29, 345)
Hence, il a student has experienced largely failure in early
scheol achievement he will not be motivated for future
achievement and in turn continue to experience failure.

In zeneral, one study found that a highly motivated
student will achieve the most in the arcas of arithmetic,
reading, and science, but not to such a high degree in
lynguage function and social studies. (267)

Intelligence and Abilities

Evidence cexists to support the idea that there is a
strong relationship between achievement and intelligence as
measured by various tests (verbal subtest of the Lorge-
Thorndike Intelligence Test, California Test of Mental
Maturity). (238, 267} In addition, educational-achievement
differences between blacks and  whites follow the same
patiern as intelligence differences between the two groups,
although there are greater similarities in  comparisons
between black and wiite infants and young children. (119)

Additional evidence, however, shows that group intel-
ligence tests do net predict accurately a child’s true capabili-
ties so (hat ultimately they do not predict his ability to
achieve, (33, 142, 211) These studies point out that perhaps
children who may be classed as retarded have simply not
learned the specific kinds of skills requircd for school learn-
ing and the skills on which 1.Q. tests are based. In fact, some
studies have delincated specific abilities that are deficient in
the ¢hild but are necessary for achievement, (308, 414, 224)
Poor readers were found to have difficulty in shifting atten-
tion between auditory and visual stimuli (224). making a
cross-modal shift (308), and discriminating between sounds
(414).
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Cuntulative Deficit

In the arca of cumulative deficit it was Tound that,
once a child has devetoped a deticiency, this deficiency s
likely 10 increase over the years, particularly if heis a lower
class or black ¢hild whose environment is extremely difficult
to adjust 1o the right degree at such a late time in the child’s
development. (241, 295}

The importance of the establishinent of requisite skills
before tasks of increasing difficulty and complexity can be
handled by children was put forth by several rescarchers,
(30, 340, 234, 295) Bloom {30), Deutsch (340), and Kirk
(234) also stressed that by beginning as carly us possible in
the child’s education to teach fundumental skills on which
build, much could be done to prevent an increase in
deficicncy of any one skill and the detrimental effects likely
to accompany'it.

Osborne (295) found, in comparing whites and blacks,
that in reading achievement the difference between the
groups was two grades at the sixthi-grade level but increased
to three grades at the tenth-grade level. In arithmetic reason
ing the difference went from one grade at sixth grade ©
three grades at the tenth-grade level, and in arithmetic funda-
mentals the difference increased from one grade at sixth
grade to two grades at eighth grade to four grades at tenth
grade. As can be scen, the black child not only fell behind
his white classmates, but he also made no progression over a
period of years especially in arithmetic fundamentals. In this
area, the black c¢lild was 1 year behind sixth-grade white
students and only achieved sixth-grade tevel 2 years later.
However, in another 2 years he made no advance at all,
remiaining at the sixth-grade level while white students were
by now at the tenth-grade level.

What is most important for the purposes of this paper
were the findings that such low achieventent, accumulated
over a period of time, leads to a failure of the school to
function for the child. (29, 340) It has been shown that
carly fatlure in school leads to a negative self-concept, which
accuntulates over time (135, 130), resulting in a child who
secks status in his peer group — often an antischool force.
(201) Ausubel and Ausubel (134) note that the typical mode
of child reaction is one of lethargy and submission (o the
educational system once he s faced with continuing and
increasing failure, Deutsch ($98) finds that with continued
failure the whole school experience becomes nepatively —
rather than positively — reinforced for the child. Finally, one
study found that among factors contributing to a student
dropping out of school entirely, as carly us the ninthgrade
level, was a low level of reading achievement. (29)
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Conclusions

The lower class child and especidlly the lower class
bluck child, enters school with low and unstable concepts of
themselves and low  motivation for achievement in school.
These factors plus the amount of deficiency these children
have in basic skills result in initial huilure to achieve in
scheol on the basis of il three factors. Group intetligence
tests have been found in some cases te he nonpredictive of a
child’s ability, but neveriheless, on the basis of early failure
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and low scores on L.Q. tests, many childien are classed as
retarded or slow at a very carly age and remain so classed.
This may be, in fact, an artificial retardation in that the
child's actual deficits have not been discoveied. Failure on
all these grounds has been seen to be cumulative over time
and self-perpetuating in nature. These children fall further
and further behind grade norms uwntil, finally, the school
expericnce tzccomcs meaningless to them and they withdraw,
cither through complete rejection of 1he system by dropping
vut, or submissive nonparticipation in the learning process.
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X. CULTURES CHARACTERIZING DEPRIVATING CONDITIONS OF LEARNING

Introduction

The purpose ol this section is to sketeh a brie! picture
of three subcultures in our socicty whose homes
characterzed by unemployment, poverty ircomes, and low
educations] status. Impticit in the discussion which is to
follow is the premise that a high probability exists that such
cultures because of the very nature of their level of socio-
ceonomiic status, have large incidences of the conditions of
environmental deprivation which depress the development of
skills relative to school suceess. Accordingly, children reared
in the cultures also have a ligher than normal probability of
accruing the sets of tearning disabilities described earlier in
this report.

dre

The intent of this section is to describe and document
sumples of the conditions of deprivation permeating througlt-
out the cultures and to uaderscore the reality of poverty and
its potential impact on the development of the children. The
cultures to be described are the inner-city black, the rural
white, and the inner<ity white. The conditions of their
existence are real and can easily be generatized to Ohio, an
Industrial-Metropolitan-Agrarian state.

The reasons for selecting these cultures is because of
the incidence of poverly in Ohio’s large metropolitan areas
and the cconomically distressed rural pacts of Ohio. The
condition of the inner-city cultures as depicted in this
section can be found in Dayton, Columbus, Toledo,
Cincinnati, Cleveland, and other metropolitan arcas in Ohio.
Moreover the conditions of rural poverty are not unlike
those in the southeast section of our state often called Ohio
Appaluchia.

The Inner City Black

The Family

The family 1s the basic institution in our socicty and
the one which has the greatest influence, since it is here that
cducation begins years before other institutions reach the
child. Moynihan in Lis report, The Negro Family, shows that
almost a quarter of urban black women are not living with
their husbands, and illegitimacy rates account for onefourth
of all nonwhite births. Presently females head une-fourth of
the houscholds. (285) Elizabeth Herzog (285) summarizes
the reasons for the absence of the adult male from the home
as follows:
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The man who cannot comniand o stable job of adequate
wages cannot be an adeqaate fomily provider: the muan
who cannot provide tor his family is likely to lose
status and respeet in hiv own eyes and in the eyes of
others ~ including s fumily. s inubitity 1o provide
draims him ot the will to struggle with continuing and
insuperabte family respousibilities. 1048 an incentive to
desertion, especially i his tumily can reeeive public
assistance oly when he is gone.

Herzog's interpretations are also supported by the tal-
lowing statistics given in Schuchter {343} concerning cuining
power and education. In 1939, black wage and salary income
for all workers was 41 percent that of white workers. By
19060, it liad risen to 60 percent of white income. However,
the average income for @ black Family with a male head who
had finished high school was less than that of a4 white male
who had finished cighth grade. Black high-school graduates
get only 60 percent of the lifetime carning of white high-
school graduates: and black college graduates carm about 50
pereent of the lifetime carrings of white college graduates.

Schuchter also shows that one-fourth of adult blacks
are essentially iltiterate and that three-fourths of the adult
blacks have had no high schiool education. Since tew, if any,
middle-class educated blacks live in the ghetto, it is highly
probable that the ghetto child has little or no personal
contact with adults who have been educated past the eighth
grade. It is likely that a person who mects with success in
any endeavor will leave the ghetto, thus, leaving the child
with people wlho do not clearly realize the importance of
certain types of interaction with the child. The child then
sees only black people whose patterns of success in the
subculture do not always reflect behaviors which, if imitated
by the child, would be particularly helpful in adapting to the
lavger culture.

The absence of a successful aduit model s not the only
condition which altects the normal development of the black
child. Radin and Kamii (310) repost a study consisting of 44
lower class black mothers and 50 middle<lass white mothers,
all of which had 3, 4, and S-yecar-old children, in which
several diffevences were noted in child-rearing practices. The
black mothers were anxious for their children to become
physically independent, that is to be toilet trained and able
to feed themselves. These mothers wanted physically
independent  children yet they didn’t want emotionally
independent  children. They were very protective and
intruded upon the private life of the chitd. The black motlier
had fittde respect or confidence in the chitd as an individual.
The black lower class mother was shown to be suspicious of
the world and didn’t feel the child was capable, or ever
would be capable, of solving his own problems. The middle-
class mother on the other hand was found (o be interested



i exposing her child 1o chailenging problems and encourag-
ing the child 1o cope with them. The middle- jass white
imother also had respect for the child’s privacy. The lower
class black mother was characterized as « person who was
reluctant to acknowledge problems or problein areas. The
lower ¢lass black mothers were shown to be impatient and
seldom  listened to their children. On the other hand,
Deutscle (98) reports that ghetto parents have the same
aspirations for their children as middlelass parents. The
only dilference is that the lower class parents are not aware
of the operational steps which a child must go through to
become a success. When children ask questions, the parents
are often reluctant to answer due to their poor academic
background. If the child doesn’t ask questions at home he is
less likely to learn the importance of this behavior in school.
It he doesn’t question his teacher when he fails to under-
stand something he will quite naturally fall behind.

Impact of Cultural Disparity

Another factor, that of the discrepancy between the
child's culture and the whiie culture has an impact on the
child's sense of identity. For example, the child is very
awarc of the other world via TV especially — and it is
obvious 1o him that he is not a part of that world. (71) The
child has difficulty accounting for the fact that white
children have big houses, green lawns, and the quict, tree-
lined neighborhoods, whereas his surroundings are char-
acterized by dirty, noisy streets and overcrowded apart-
ments. Tn addition, to the perceived differences, black
parents confess to much anxiety over explaining to their
children what it means to be black. (301) Not only is the
parent implying to the child that he will be a failure — he is
also readmitting his own failure. The children of the ghetto
are also aware of what failure is and its effects. When they
look at their houses, streets, children, and neighbors, failure
is evident. Black children are also aware of race differences
by the time they are three years old. (66) The many that
come from fatherless hm~mes also have special problems. It
has been shown that they tend to be less accurate in
identifying sex roles, judging time, less socially responsible,
less oriented toward achievement and very likely they will
become delinquents. (301, 353) The child’s knowledge of
the world is also limited. This view of the outside world is
via TV and movies — almost exclusively. He has few oppor-
tunities to observe landscape settings and natural beauty.
(98) The home he lives in is characterized by the constant
blare of the TV, few toys and books, little variety in stimuli,
and a language that is different from that of the larger
culture. (327)

Middle-Class Ethnocentrism

Another factor of importance, is the ethnocentric*
behavior patterns of white people. The white middle<lasses’

*This refers to the tendency of whites to regard the values of
the white cullure as superior to those values in other
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racial status gives one the opportunity and position to be
paternalistic — o give or not give. (66) Those who have
tricd to change the conditions of the ghetto and its people
have usually been missionary in their nature - essentiatly
there s little differenice between the nineteenth-cet tury
missionary and the mid-twentieth century wissionary. They
both have in common an ethiocentric base from which they
work. Mostly, those in the present day missionary work are
from the middle class. (435) This missionary work further
emphasizes the superior and iuferior positions in our socicty.
The black child is well aware of his color and his consequent
rejection from the mainstream of society. This is reinforeed
by the heavy burden superior people say he is putting on the
community. (65)

This notion of social class biss also extends 1o the
school. Most of the teachers are unaware of the gheito
culture — they are from the middie class and are unable to
communicate clfectively with the lower class black child.
(314) The middle-class teacher has a different language
pattern than the child, he dresses differently and thinks
differently. (140) Teachers traditionally are expected Lo be
examples of middle-class virtues and abide by middle-class
standards. (314) The middic«class teacher and the ghetto
child probably experience the same amount of culture shock
when they first meet in the classroom. The teacher’s effec-
tiveness in the classtoom, especially in upper grades, is diffi-
cult and often diminishes their confidence in their ability to
work in the black-ghetto schools.

According to Kneller (140) the values taught in school
are alien to the lower class black child. Since his values and
the schools are not often the same, he fecls like an intruder.
The textbooks are written for middle-class students. The
subjects 1aught in school probably have little or no value in
helping him cope with the realities of ghetto life. In addi-
tion, parcnts have bcen found to view the school with
pessimism and suspicion. These parents have often had
unrewarding schoo! experiences and feel thit the same will
hold 1true for their children. 1t is questionable whether the
parent has the capabilities as well as the willingness to help
the child. Parents are characterized as feeling powerless in
the sense of helping the child educationally.

Health and Nutrition

The health and nutrition of the child is also of
importance. The black child has passed a major milestone
when he reaches age one, if one considers the high rate of
infant montality among blacks. In 1962, infant monality was
90 percent greater for nonwhites compared to whites. (430)
In the ecarly years childhood diseases such as whooping
cough, meningitis, measles, diptheria, and scarlet fever are
the major killers. (301) The conditions of the ghetto,
poverty and disorganized families, crowded housirg, little
privacy, fetid odors, and bugs are rcasons given for these
diseases. (3C1, 282) Of all the poverty areas in the United
States it is in the urban stums, with inadequate sanitation
and nutrition, that the toll is the greatest. {301) In a report



by the Agriculture Department in 1968,.20 percent of ULS.
liousehokls were said to have poor diets — the report con-
pared this study to a similar one in 1955 which showed 15§
pereent of US. houscholds laving poor diets. (147) In
anotiier 1968 government report, U.S. houscholds with in-
comes under $3,000 - 36 percent had poor diets and 27
percent had fuir dicts. (147) Incident and death rates range
far higher for the black than the white. While the following
ligures are for all blacks it is safe to assume that the
mgjority are from the inner urban districts since this is
where the nation's largest percentage of blacks live. Death
rates for pulmonary tuberculosis are four times as high for
blacks as for whites, and incidence rates of active cases are
three times higher for blacks. (301) In addition, health care
for the black is described as often inadequate. (430)

SelfConcept

The impact of the conditions previously noted concern-
ing the black child is probably mwost significant in terms of
his fecling of inadequacy. Many children have fantasies of
being white. (65) Kenneth B. Clark (66) states:

The degree of whiteness that the Negro prefers may be
considered an indication of the intensity of his anxiety
and of his need to compensate for what he considers
the deficiencies of his own skin color.

On TV he secs white people who are a success. It should not
come as a surprise that the child sees himself as a failure
before he even gets started in life. As one author put it, “[t
is economically ‘bad’ to be poor and it is socially ‘bad’ to be
a black™. (192) As stated earlier, the child learns the
disparities between his neighborhood and that portrayed on
TV and in the movies. These media have been found to help
reinforce the child’s attitudes about himself. (66) The results
of seeing what others have and what he doesn’t have results
in negative feelings about himself and his color. The follow-
ing are poignant examples. In a coloring test which asked
children to color male or female figures the same color as
themselves, 29 percent of the medium- to dark-brown-
skinned children colored the figures white, yellow, red, or
green, yet they were able to color correctly an apple, leaf,
orange, and mark the appropriate color. The researcher's
conclusion was “Becausc they wanted to be white, they
pretended to be”. Allport (5) relates a study where black
and white children were given the task of distributing differ-
ent types of doll houses and doll clothing to white and black
dulls. The majority of both wnite and black children gave
the white dolls the better clothes and houses and the black
dolls the poorer clothes and houses. (5) In addition to the
black child preferring whiteness in himself (fantasies about
being white) he usually has negative feclings toward other
black children. (66) The black child is early aware of racial
differences but it is in the early school years he learns which
race is preferred and which rejected and assimilates these
into his system cf idcas about his society and his part in jt.
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(66) Goff (315) neatly sums this assimilation up and relates
it to behavior:

The aggressively competitive and  stratified American
culture places value on  personal  achievement,
indeperdence, liberty, and power. The esteem in which
the individual holds himsell is directly proportionate to
his feclings of mastery of circumstances, power over
events and prestige and acceptance among men. Such
cultural demons, established values, have direct bearing
on personality, being in fact, motivators of behavior.

Rural White

Introduction

A report by the President’s National Advisory Commis-
sion on Rural Poverty (299) has found the following trends
affecting the employability of the rural white population. In
recent years new farming technology has increased total farm
production substantially. It has also decreased farm labor
rather dramatically. Farm labor has been the traditional form
of employment and now it is quickly vanishing. Industry is
usually not attracted to rural arcas because of the low

- education attainpent of its populations, the lack and cost of
" transportation facilities, and the scarcity of public services.

Coal mining used to be a major occupation but other fuels
and new technology have increased unemployment. The
result of this unemployment is that a substantial number of
rural Americans are poor. There is more poveity in the rural
arca proportionately than in the cities. The metropolitan
arcas have one in cight poor, the rural has one in four.
Approximately 40 percent of the Nation’s poor are located
in the rural arcas.

Level of Education

Educational attainment in the rural culture is low. A
very substantial number of rural adults have never enrolled
in school. (299) The rural adult male has on the average 2
years less education than urban adult males. (336) In 1960,
millions of rural youths, ages 14 to 24, had dropped out of
schiool before graduating, Millions of rural adults have had
less than 5 years of formal education and are classified as
functional illiterates. During the last census, the average
years of educational attainment for the urban population 25
years of age and older was 11.1 years; the same population
for the rural area was 8.8. Very few rural poor have attained
evern this much education. In a study published in 1967
which compared 154 ninth grade rural youth with regard to
special educational needs to 169 ninth grade students from
more affluent cultures, the following was found (437):

e ‘1 in 7 ninth grade students in rural Ohio high schools
was considered to have special educational needs”
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o The greatest number of students were considercd 1o be
academically  handicapped, educationally  deprived, and
cconumically and socially dissdvantaged.

Whereas kindergarten has been found to be o successiul
addition to the educational process it is not represented 1n
the rural areas as in the urban and, for what facilitics there
are, the cnrollment rates compare unfavorably with wban
1ates, (335) Generally the rural school is rot characterized as
having o high quatity. (299) Better than one-third of those
tested from Appalachiz by the selective service fail the
mental  tests. (357) Rural students ar: cited to be
scholastically behind utban students and less likcly to attend
than their peers in the cities. (337)

Some of this tow educational achicvement can be ex-
plined. The National Adviscry Commission Report (299)
finds that although approximately 20 percent of the Nation's
public schools are located in rural areas, the physical facili-
ties and tcaching staff have not been equal to that of the
cities, There are still a large number of one-room school-
houses in operation today — most of them are in rural areas
znd many have outside springs plus no running water. The
perceintage of rural teachers not certified is twice that of
urban teachers. In addition, educators fecl that the schools
are not equipped to teach and treat the special problems of
the rural youth,

Health and Nutrition

Another characteristic of this culture is the incidence of
itlness and injury. (338) When illness and injury do oceur,
medical facilities are nct sufficient to treat the injured and
the sick, and a lcnger than normal recovery time usually
cnsues. This condition places an economic strain on those
involved, Complicating the conditions is the unavailability of
medical services. (299) Thirty percent of the U, S. popula-
tion live in rural areas but only 12 percent of the Nation's
doctors, 18 percent of the Nation's nurses, 14 yercent of the
Nation’s pharmacists, 8 percent of the Nation's pudiatricians,
and 4 percent of the Nation’s psychiastrists live in those
arcas, One-fourth of the rural poor have never scen a dentist.
The rural area has the highest rate of work-related injuries
witle three out of five deaths attributed to accidents. Injurics
and illness often result in long unemployment and push the
family deeper into debt. Malnutrition, also, is widespread in
these rural arcas. Results of this are well known and some
are previously noted in this report. Malnutrition itself can be
the result not only of unemploym:nt but of simiply over-
sized families which strain the meager incomes, The birth
rate for rural families is targer than the national average and
creates an additional hardship for parents and children alike.

In addition the Advisory Commission’s Report (299)
cited previously found that the clean farm house of 1the
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white is not characteristic of the rural poor. Most ot the
rural poor don’t even live on furms. A significant proportinn
of rural housing has been assified as substandard. Running
water in the house is not g Jdominant condition with
approximately 30 percent of the rural popufation still using
tiwe outside spring.

Personality Characteristics of
thie Population

‘The people are characterizel as saspicious ob strangers
and especially of government people, (300) The suspicion is
also directed toward the school, In many arcas education is
not valued. (336) The mujority of rural, low-income familics
have fittle confidence in their own effectivencss and ability
to shape their lives. (299) They resign themselves 1o their
large families and the resulting burden, with the same
fatalistic attitude they face in their poverty. (299) The
suspicious nature they have toward strangers and government
is probably a result of the lack of influence in structuring
their lives and communitics. In a study to ascertain the
elements of family living which were satistying to the low-
income families in the economically depressed rural arcas,
the majority didn’t feel they were dissatisfied with their
family life. (438) The families studied were cited however to
have low aspirations for economic success. They were thing-
oriented and placed a higher priority on consumer goods
than on residence. The conclusion the investigator reached,
however, was that the fumilies have adjusted their desires to
what is available to them.

Home Conditions

Within the home, the climate is not conducive to educa-
tional pursuits, Knowledge of the outside world is limited
and reading material scarce. Poor rural families do not
generally see education as being particularly beneficial and
this attitude probably has some bearing on how the young
interpret the utility of school activity. The older generations
in Appalachia were very often miners and camed livable
wages without an education. Many Appalachians today, both
young and old, have a disrcgard for educational needs. (421)
These influences are probably especiatly strong in the many
families containing several gencrations in one houschold.
(299) A large number of houschold heads in the rural
poverty arcas arc 65 years of age or older. (299) Kinship,
therefore, has been shown 1o be of great importance in rural
arcas with great cespect for the cider generations. Con-
cuivably, this would result in the depression of the value of
cducation on third-generation children, (336) This premise is
borne out with studies which indicate that children in the
rural poverly arcas attain about the same educational level as
their parents, {383, 337)
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Inner-City White

Introduction

The anthropological data on the white, inner-city ghetto
is rather conspicucus by its absence, Most agiee, lowever,
that  the mgjority  of them are  Appulachion  migrants.
Appalachians are leaving their omes and migrating north at
o reasonably large rate to the karge metropolitan areas. (398)
They go where they hear work s availuble, They are
transicnt in the sense that they do not come to stay.
Although they come north because there is no work al home
they are quick to ratum if a job opens up at hone. They
come usualy with little money, no advanced job offers, and
facking in murketable skills. Their backgrounds, school,
church, and family do not prepare them for the transition
from rural to urban life. (311) There are fow if any
similaritics between the rural and urban setting. In the city
they live in apartments but in the country they probably
tived in a house. Although the house may have been in peor
condition, il was not as confining as an apartment, No
matter how poer Appalachia is in material wealth for its
inhubitants, it is abundsnt in a natural beauty which is
lacking in the city. The city, especially the inner cily, is
crowded compared 1o their sparsely pepulated homeland.
The dispurities between the two environmenis could be
extended still furtlier, but the point has been made and it is
clear that the Appalachian migrant is disadvantaged when he
altempts to adjust to the urban community. Essentially he is
moving from one subculture to another. He cannot survive in
one because of lack of employment opportunitics, and he
probably will not be able to survive in the other because he
is not equipped to take advantage of the opportunitics which
are available. (312)

Employment

Employment is a major key to the problems of all poor
people, but it is especially important here since it not only
determines the families” housing, neighborhood, and nutri-
tion but in the case of the Appalachian migrant it often
incans frequent moves within the city and also from city to
city. It is not difficult to recognize the effect these
nunierous relocations can have on a child. Since the typical
migrants are from 18 to 30 years of age it can be assumed
that the children are often in their first years at school.
(398)

The migrant not only s unfamiliar with the social
services available, but he often does not accept them because
he believes it is only a matter of time before the mines or
some other type of work will open up in his rural arca. (10)
Because of his lack of educational attainment he not only
can't get a job but, he is in no position to call attention to
his situation. (398) Psychclogically he never feels settled in
the city. A Vista worker wrote that a major milestone is
reached when a man signs a year’s lease on an apartment and

, Stops renting by the week. (398)
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Level of Education

The educanonyt aspiraticns these parents have for theis
children reflects mad-area coneept of the utidity of educa-
tion. One Chicago  principal, whose main - enrollinent s
Appalachiun migrant children states that “the parents don't
ercourage the imponance of daily attendance™. (10) e
1cports that the attendance of Appalachian nigrant childien
is 10 prreent below that of the average attendance in
Chicago sclouls, Tn a study of 46 white and black urban
children in poverty areas, it was found that the black parents
were more concerned  about their ¢hildren’s school work
than the white parents of similar cconomic status, (228)
Again this seems to imply that the Appalachian mizrant js
not trying to find his way into the mainstream of urban
socieiy, but rather waiting for an opportunity to go buck
heme. The poor black in the urban districts, on the other
hand, has aspirations to raise his status within the urban
culture,

Self-Concept

The effects of urban poverty on the ¢hild’s sense of
competence are much the same as they are for the black
child, with the exception that the white child is free of the
problems assoctated with discrimination and color. Many of
the children living in this environment view their world as
hostile and untrustworthy, and deny and avoid
responsibility, a typical reactior to negative selfiidentity.
(260) They arc alicnated from the larger society and are shut
off from the rural socinty their parents talk so fondly of.
(333)

Appalachian children, lLike black children in this en-
vironment, are aware of their life conditions as compared to
that of larger cultures. TV and movies are vivid reminders of
what they don't have and they soon learn 1o see themselves
as being different in terms of what they have in a material
scinse as well as what they have in terms of the abilities
which permit them 10 be successful achievers. One writer
feels that children brought up in the poveity cnvironment
and consequential unfavorable developmental conditions are
very likely to have basic distortions of what it is they have
the potential of becoming. (260)

There is no doubt that the migrant child is dis-
advantaged but the nature of his learning disabilities and
how they compare with the poor urban black child is lefi
unmentjoned in the literature. There are probably few differ-
ences in terms of the quality and the frequi.cy of paremal
interaction with the child as well as other depriving condi-
tions which prevent normal development. Relevant to the
child’s development, there are probubly very few unique
differences, other than color, that distinguish the learning
disabilitics the chiidren develop as a result of being reared in
these poverty-depressed environments,
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XL IMPLICATIONS FOR EDUCATION

The purpose of this section is to suggest what implica-
tions <an be dwawn for education on the basis of wihat we
now know sbout Yearning disabilities and school achievenent
of ¢hildrent from poverty-depressed  cultures. Consideration
will be given to three broad areas: school-home relationships,
teacher values, and measurement of student progress in the
classroom,

School-Home Relationship in
Poverty-Depressed Areas

Introduction

There has been little research as to how preschool
cducatior programs can be implemented in neighborhoods in
which cliddren are surrounded by deprivating conditions.
There have been no studics which suggest ways in which the
cooperation of community leaders and parents from the
neighborhood can be elicited. [ead Start, however, was suc-
cessful in the cyes of the parents, and this finding may have
resulted simply because a commitment was made to get in
and do something. The effort was backed financially by the
Office of Economic Oppoitunity and the nature of the
commitment of funds could be made in advance.

Another factor affecting the suceess of the program is
one of human relations. When references are made to the
conditions which surround 1he hoines of the children as the
reasons for the children having difficulty in school, the
parents are quite likely to become rather defeasive. It has
been repeatedly noted that people in the black inner-city
conmmumnity, in particular, have high aspirations for their
children’s success in school, It was also noted that they do
not accept failures as bring the results of their immediate
surroundings or ihemselves. They view external factors well
outside of their contro! t~ account for their failures and
those of their children. More often than not, the school is
the target of this kind of logic. These prevailing values
strongly suggest that direct references to deprivating condi-
tions in the homes as the causes of school failures of
children will be resented quite handily by the parents
involved.

Another factor is the probability that teachers who do
not thoroughly understand the culture and value structure of
the homes may well convince themselves that any efforts to
involve parents will not be pacticularly advantageous to the
school, the children, and the classroom. This problen is also
confounded by the attitude that the parents hold toward the
teacher. Parents from depressed poverly environments do not
feel a close relationship with the teacher and often view him
as a perion dealing with discipline rather than helping the
childd with a learning problem. A study by less (194) noted
that while a middle-class parent would probably develop the
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concept of the teacher s a4 friend and g belper in the
learning  process, lower class parents on the ather hand
would probubly stress how w avoid trouble with the teacher.
I o4 teacher treats parents s it they were disinterested and
apathetic, then they may indeed belave that way in the
future. (208) This is like the Rosenthal effect* on the
porformances of children, On the other hand, it the teacher
looks beyond the parental behaviors and vnderstands them
in terms of the value strecture of the culiure, he takes
crucial First step in ostablishing rapport with them. From
such an understanding, he will become more knowledgeable
in his vicw of the parcuts as potential contributors in the
cducationadl process of their children. if he can then obtain
the infornmation and knowledge he needs in order to help the
parents succeed, he will have diminished considerably the
probunility of disconraging the parents’ efforts in this arca,

Three coneepts would be derived from an objective and
knowledgesble understanding of the cualture. The first is the
possibility of reversing the tendency to attribute the tulures
of the child to external factors. To overcome this obstacle
the parents must gain an understanding as 10 how the activi-
ties of the school contribute to the development of the
child. 1t they sece and understand what the educationu
process is committed to do at the preschool tevel and
observe some of its carly successes, they will soon see it
the development of the child is not a natural thing which
can occur independently of meaningful planned experiences.
It should be neted, however, that samples of the successes,
or what the child has learned to do, niust be something 1hat
the cultire agrees is of value to the children. Once this
concept is establishied and the parent rejects the notion that
failures are outside of lis control they are more than likely
to begin to entertain suggestions from the teachers as to liow
to reinforee and help the school realize its goals. Once they
see the fruits ot thair own efforts the cycle becomes com-
plete and a morc positive attitide emerges through a more
constructive way of behaving. This would be the Tirst benefit
resulting from knowledge of the culture, the second would
be the acceptance of the school as a positive change agent,
and the third would be the added benefit of extending the
educational process from the school culture into the home
of the child witly the parent, The support of the community
and the involvement of the parents is crucial and the schiool
clearly has the responsibility to manage conditions which
makes this possible.

School-Community Relationships
Massive community-action programs are needed to in-

volve parents with the school program. Community programs
should involve not only the parents and scho. | personnel bat

*1he study found that the expectations of teachers concerning
how well children are abie to Jdo in school affects subse-
quently the performance of the children.



also business aid civic leaders and community organizations.
Schools should strive to become the cultural center of the
community by initiating commurity self-analysis and better-
ment, (93)

A community-development program in a depressed
poverty arca cf St. Louis undertook a program of presenting
perents with the facts of cumulative deficits in learing.
(160) The motto for the parents became “‘success in school
is your childs maost important business’. The school symbol
became “Mister Achicver” and teachers were instructed to
view cach child as if he had superior ability, An cffort was
made 10 build an image of the black man at work by visiting
vations businesses where blacks were employed in semi-
profussional or professional roles. Community members were
encouraged to report any suspected truancy. Parents were
encouraged 10 help their children find a place to do home-
work. Results showed significant gains in achicvement for
the students involved in the project.

The school could take responsibility foi planning trips
to various places of interest in the «ity for the parents.
Muscums, z0os, ait gallerics, 2nd other cultural activitics are
rarcly attended by the parents. Planning sessions should be
devoted to a description of theit destination, liow to dress,
and guidance for a varicty of social situations. These trips
will often inspite parents to plan additional ones on their
own. The coordinator of such programs could also plan trips
to business cstablishments to increass parenial knowledge of
vecational opportunities and to learn what vocational skilis
their chiddren will neced. Parents might be motivated by
talking to someone of theit own race or culture who “has
madge it”.

An clementary school in Chicago prepared a booklet
entitled “Neighborhood Aiss” for patents. (208) The book-
let contained lists of pames and addresses of health services,
socialsenvice  agencics, legalassistance  agencies, nursery
schools, counseling services, and recreational and cultura!
agencics in the larger commuaity.

Doughtery (83) 1epotts a2 project in Chaago which
began programs to facilitate other arcas of parent.school
coopetation, Staff members included 8 school social worker
who made home visits and provided family counscling. A
home economist provided dessons in home management by
using the community as a laboratory. Trips were made to
supcrmarkets, department stotes, school cafetenias, model
apartments in housing developments, and utility companics.
A youthactivities counsclor increased patental involvement
in student &ctivities. A parental-cducation counselor worked
with parents in school-oriented programs. She planned meet-
ings at Jocal recreational centers in order to expose parents
to facitities that were available to them and conducted tours
of Jocal business establishments to make them aware of
employment oppottunitics.

The school can be used a3 8 vehicle to nform parents
of school-patent activitics and meetings. Communications can
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be sent home with ;i PT.A. volunteers can inform

parents of coming eve:

School-Parent Relativi~ -

School-wide progriaas need to be developed to bring
parents into closer contict with school personnel 2nd cduca-
tional programs. Parents hiving in the ghetto scldom become
involved in their children’s schoot dctivities or in schoo!-
parent group: such as I"T.A. Oftee their own experiences in
school recall feelings of rejection and failure. Hess (194)
pointed out in a recent <wudy that working<class mothers feel
that they can do litthe o imyrove schools and that they

have litmrted influence i determining school policy for
their children. The « tootv nuy discover that many of
these parents want to lic'p their children but just don't

know how. (208) For
the schools take the
schoo! personnel who
are essential to any
organize programs o
patents in cooperatn
should be to

feasen it ois very impottant that
i hridging the gap. Concernced
‘hng to avwote time and encrgy
w1, It is up to the principal 1o
involve the school staff and
<. The aim of these programs

o Help parents bette, ‘heir children far school

o Improve the enoti aitelectual environment of the
home
a Help parents sce o nee of school.
Fusco (208) ;.-
metropolitan ateas !
enjoyed some suwce

fwol-parent programs in large
I itimore, and Detroit) which

In Chicago +
the patents, chl!
enrollment. This ¢
program and lo ¢cs'»’

ave st up interviews between
T personncl at the time of
hool to explain the learning
Jly rclationship.

An clementary schad in Baltimote set up a series of
mectings to help patents beuter prepare theit children ftor
school, Under the guidance of the principzl, a commitice
consisting of tcachers, school nurse, home visitor, and a
social worker conducted mectings  consisting  of  brief
presentations followed by small group disussions. They
called attention to ch'd-devclopment tasks and offercd sug-
gestions for promot  child activitics that could be cartied
on al home, The sl woiker and home visitor informed
the parents of community resources,

An elementary school in Chicago used group confer
ences by grade level to help parents understand ways i
which they can tcinforce  school  activitics.  Principals,
teachers, and pupil personnel were all invohved in the
planning and implementing of these conferences. A Detroil
school conductod 2 serics of meetings belween paterts and
school personned which dealt with how patents can better
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prepare children for school and how they could deal with
child behavior they had not understood,

Other schools have developed programs to Lelp parents
better understand school programs and show them how to
help their children at home by bringing the parents in 1o
observe and participate in schoo} activities. A nursery school
class in Detoit requires that a parent for cach child assist
the 1cacher, This not only helps the teacher but also actively
involves  the parents in fearning  activities. In  addition,
monthly meetings are held in the cvening between the
teacher and  patents 1o discuss carly child grawth and
development. The teacher will discuss parent<child activitics
that can Le¢ carricd on in the home. The parents are
cncouraged to share with others their persanal accounts with
childien in the classroons,

A program in Baltimore for preschoolers was established
to hiolp the parents prepare their children for school. The
classes were held for 2-1/2 hours one inorping a week for 30
woeks, Children could not attend unless accompanied by at
least one patent. During the classroom sessions, parents
woulit observe the activitics and record their reactions, In
the tinal hour of the 2-1/2 hour sessien, an assistant teacher
would supeivise the childien while the regular teacher con-
ducted a discussion group with ths parents, The parent kept
written records of his child’s home-learning activitics which
the tcacher read and commented on weekly, One of the
supervisors of the program referred to it as “practice feach-
ing in parenthoed™.

In anciher project in Baltimore a schoul social worker
was added 10 a school in an cffort 10 cach “unreachable™
paremts, During visits to these homes the social worker dis-
covered that the pare *'s really wanied to cooperate with the
schoul but didn’t knoa how to go aboul it. Aid was enlisted
from the Adult Fducation Departaxat 10 st up a small class
for a2 group of 10 patents, Topics of discussion included
organization of houscha'd tacks, meal planning and nutdition,
clothing construction, managing a bdudget, and fillirg in job-
application forms. The social worker also plannsd a sedics of
mectings with tive lcachers to provide them with insights
into the behavior of the children,

Parenits can supplement the schools efforts by better
prepating theit children for school. They shouid be urged 10
tead daly to their children and to discuss piclutes in
mapgazines and books with them. Childicn should be led into
discussions of every day happenings such as what they did at
whood or play. It is very important that the parents con-
udate moee lo the ¢hild s language development. Patents
can help aupteve the child's cognitive dovelopment by
counting objects with him. They can also help their child
disctiminate betwoen colors, sounds, and shapes. Patents can
belp develop the child’s attitudes toward the teacher by
presenting her as 2 (riend and helper, not just as 2
disciplinatian,

Q
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Parcitts shouid be tiained in concrete ways they can
help their children prepare for school and achieve in schiool
once they have started. Activities to help the child prepare
for schoo! can be taught through obscrvation classes and
through home demonstrations. Teachers can prepare pro-
grems 1o inform parents of exactly what and how their
chitdren are learning in school.

The Special Case of Teacher Values

Introduction

A vary crucial characteristic of teachers is their under-
standing of, and reaction to, attitudes and values of 1he
culture, Public schools and teachers in general are middle-
class orientated and often find it difficult to reach and teach
lower class children. A study among teachers in Now Mexico,
where many sociocultural diffeiences smong students exist,
painted out a lack of awareness and sensitivity to ditlerent
social and cultural backgrounds, (397) Results showed that
the arcas of greatest teacher awareness were {o the overt
behavioral practices and adtifacts of the ditfeeent cultiges
such as language development and home enviropment. Yet
they seemed to show hittle awarcness of how the socio-
cultural factors affecl the classroom  behavior of the
students. They felt all childien regardless of backgroundd
should b2 wught the same curriculum using  the same
methods and materials, The teachers also showed very Lttle
sensitivity to the child’s psychological needs.

It appears imperative that teacheis of the disadvantaged
not only have sofficient hnowledge of the culture and home
environment of their clatdeen but also be able o apply this
knowledge to the classroom situation. Teachers must be able
to adapt their style to different student groups. Poverty
children can’t be taught the same curticulum or with the
same mcthods used with middleclass children.

How Teachet Peeformance
Should Vary

A successful teacher of the disadvantaged must bocvine
a student of culture, not a judge. (159) He must look at the
culture from an anthropologist’s poinrt of view in which he
teatrs of the cultures vilues and aspirations. and undet-
stards the teasons for ifs allimdes and actions. He must
understand the rcasons for the child’s cumulative tearning
deficit.

Lihnicgroup membdership will often determine  the
child's image of himsell and his worl. Parents with nepative
Wentitics of themsehwes will ofier pass these on to their
children. A stidy teported by Goff (120} chowed that the
poverty chil's negative sifconcept incresses with increasing



age. Selfconcept is dependent largely on adult-child inter-
action and, in the school, the initiation of effective inter:
action falls upon the teacher. (183) To foster a positive
development, the teacher must be aware of the factors
invalved in the declining sell concept both in school and out
of school. The self-tulfilling prophecy should be understood
and avoided, The way the teicher views the child will deter-
mine in large part how hie views himself. He should view
cach child as being able to learn and should provide
exgetences of Tearning in which the child can fecl successful.
These children have a great need for successful experiences,
and the teacher should create a suceess context in the
classioam, Activities should be planned in which pupils will
have success regardless of their academic status. Learning
tasks should be provided that do not call for a single right
answer. Teachers should capiidtize on the individual child’s
abilities. GotT (130) states *'that the school might recognize
the tole of feelings of competence in physical activitics from
the point of view using these initial security reactions for the
development of generalived feclings of adequacy™,

The chitdren need constant motivation but the teacher
must kecp in mind that these childeen do not react to praise,
competitiveness, and pressare as do middle<lass children,
The children respond to rewards today, not promises for
futute success. Likewise in the arca of classtoom control the
teacher must be aware that the children respond differently
from their nuddle<lass counterparts, (159) The teacher
should avoid the use of shame and guilt and should attempt
to set clearly defined rules and limits that the childien will
understand.

Preparing Teachers for
tie Schools

The inner<ity schouls, which nced dediated and well-
trained teachers, have the highest ratio of teacher turnovers
and are largely staffed by young, inexperienced teachers.
What is desperately needed here are teachers who volunteer
to sive in these schools and who ate specifically trained to
work with the childeen. Keanberg {137) states “that the
teachers professional growth is the key to the staff problem
in the ‘difficult’” schools and must begin during his preservice
years”, 1. order to understand the cultures and what the
implications of their economic and social class status hold
fot the beaniing provess, prospective teachers need a droad
bachground in anthropology, sociology, and  gsychology.
They need early experience in the schools and communitics
anrd could also benefit from discussions with cxperienond
teachers. Several colleges ate now implementing internship
progiams to prepare teachers better for their professioral
work. Two of these colleges are Hunter College and Queens
College. The program at Nuntet College (136) stresses that
prospoctive  teachers should be  specifically  prepated in
schools wheee they eventoally will teach, Hois a voluntary
program and the student teacher would not have to stay in
this school after graduation. The program hopes to chatkenge
young people to enter such teaching posts woluntanly and to
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stay in these positions because they aecognize their inherent
rewards. A student teacher in this progriam would spend a
greater number of actual hours teaching . have a wide contact
with community agencies, be included in weekly conferences
in the schiool between school and college personnel and the
student teacters, and spend time observing administrative
and service personnel in the schonl

The program at Queens College (137) is called BRIDGE.
— Building Resources of Instiuction  for Disadvantaged
Groups in Education, One phase of the program is a teaching
and curriculum  laboratory te study what s needed for
childien in the poverty-depressed urban areas. Another phase
is BRIDGE groups in which college students work with small
groups of disadvantaged students who come voluntarily for
help with school problems. The goal of these groups is to
devalop meaninglul relations between the studeat and the
disadvantaged childien,

These programs point out the need for boih publie
schools and colleges to teke a greater intciest in teacher
cducation, Cooperative programs should bring experienced
teachers into the college classrooms to tell of their
experiences and send  college faculty nembers into the
inncr<ity schools 1o obseave conditions, Not only could the
wolleges play a better tole in preparing teachers for the
instruction of these ¢hildien but they could also help in the
development of new airiculum activities, teaching materials
and methods which are appropriate for this population of
¢hildren,

Measuring the Progress of Children

Introduction

In gecent  years, an increasing  dissatisfaction with
existing methods and procedures in measuring the growtl of
young children has emerged. The reason for this dissatisfac-
tion stems (rom considerations of the following:

o The imppropriatencss of existing measutes such as intel-
ligence tests i tetms of their use with chiMren from
povetty depressed areas

o The appatent nced for measures which trandate uselul
badrs of nommative developanental information corcerning
the growth of children in the areas of perecption, motor,
cognitive, language, and socialation processes.

Testing Children in the
Poverty.Depressed Ateas

For <hikdeen who come from lower sockaevonomic
tevels, certain characteristics may be expected to affect test
petformance. The children are less verbal, less motivaled
toward school achicvement. fess competitive, kess confurming



10 middlectass norms of behavior, more apt to be bilingual,
less exposed to inteliectually stimalating matesials in the
home, less vatied in recreational outlets, and fess knowledge:
able wbout the world outside ‘the immediate reighborhood.
(240)

Considering these factors, if an obfained score on
measures of intelligence is interpreted 1o mean that a child
ranks or will rank no highes in learning ablity than docs his
inore affluent counterpart with a similar vbtained score on
the same test of intelligence, such an interpretation might
well be crroncous. The fact that the children ate not
motivated, are unaccustomed to lesting procedures, etc.,
influences the obtaired score independently of whether a
child has learned to do certain things recognized by the test.

Thus, the children are further handicapped in the sense
that not only do they Jack the expericnces necessary o learn
the abilitics sampled by existing tests of intelligence but, in
addition, their test-taking behavior is not as effective as that
of the middle<tass child because of a lack of competitive-
ness, lack of moltivation, etc.

Existing measures of intelligence and other related tests
of achicvairent, therefore, are uninterpretable for this popu-
lation of childten regardless of the function which they
purport to senve,

Changing Concepts in Measuring
the Prog.ess of Children

In considering changes in the concept of intclligence in
Secticn 1, it was noted that qualitative as well as quantita-
tive concepts of intellizence characterized present-day think-
ing on the subject. This implicd that children's capabilities
changed as a function of development and interaction with
the environment. The evidence presented in earlicr sections
on the devciopment of perception, cognition. motor,
language, and sociatization patleras of young children adds
credence to this concept.

This leads to some very fundamental considerations in
measuting the progress of children which departs from the
Iraditional concepts of lests and measucements as they tefate
to the classroom. Here we are primarly intetested in
“clinical™* observation in the development of the children in
terms of observing the extent to which their behaviors
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reflect the nonnal patterns of development. In this sense the
observatjons are entirely individualiced and serve a diagnostic
function for determining arcas of normal development and
arcas in which the child clearly needs instruction. Such
information is not avaiiable in measures like the tests of
intelligence mentioned in the first section of this repont,
although such tests do sample many of the percepiual,
cognitive, and language skills of the growing child.

They do uot, however, specify whether the child's
development characterizes what is considered to be normal
growth in these skitls,

If onc examines Janguage, for example, there appears to
be a natural sequence of gramimatical development and other
related aspects wlhich can be obscrved and “clinically™
inteepreted by the teacher, Pereeptual and cognitive develop-
ment is much less reflected by an observable indicator like
speech. 1t must be infared from various activities such as
the child's ability to sort and categorize along the physical
features of the objects. The important point, however, is
whether the ability niatches the normal pattern of acceptable
development.

Clearly this type of observation is a form of testing but
it relates directly to the progress of an individual child with
trespect ta an cxternal objective reference that is based upon
stages of development which have been empirically defined.
There is a need for translating existing bodics of normative
developmental infarmatian concerning prowth of such things
as language and cognition inte procedures of classroom
observation and then to tain the teacher in their use.

Need for New Testing Concepts

In summary. thetefore. this Lype of “clinical” obscrva-
tion rckeases the teacher from interpiecting standardized tests
against 2 population of children for which the tests are
inappropriate, to a clcarer interpeetation of development
against an external reference consisting of notmal qualitative
changes in development. tes emphasis of seiang 2 diagnostic
function removes the notion of inrate ability to featn in
favor of one which emphasizes what kinds ¢ " expetiences the
child needs in order to acquite abilitics that permit han to
Ycarn more cificiently and cffectively.



XIl. ORGANIZED PROGRAMS FOR PRESCHOOLERS

Head Start

Introduction

Head Start programs attempt to provide the nutritional,
medical, and educational advantages that children of more
afMuent parents enjoy. Head Start was implemented in June
of 1965, after being cunceived as carly as November of
1964, The programs aic tailored te meet the local needs of a
patticular community. The teachers are given very intensive
training prior to working directly with the children, The
training. although varicd, appears to give the teacher greater
confidence and optimism. The teacher-pupil ratio was 1 1o
13 and the adult<hild ratio, 1 10 5. Thus, the opportunity
ror individualized instruction was excellent.

On¢e of the more significant aspects of Head Start was
the establishmenm of the Child Development Center. The
concept of the Ceater was to allow for drawing together the
1esources of the community which can contribute to the
chitd’s total development. As such the skills of people in the
professions of medicine, health, nutrition, and social sciences
are brought together 10 provide a systems approach in
attempting to correct nany of the disabilitics that occur
normally as a result of deprived conditions in the home. In
addition, the program has tecognized the importance of
neighborhood involvement and the need to include familics
directly, and adult volunteers in patticular, 1o help with the
education of the young chitd. Onc significant aspect of 1icad
Start was the vmphisis on parental involvement. Programs
gencrally diected themselves toward involving the parents in
the cducational prosess of the program as well as the mcans
of entisting their involvement,

The goals of Head Start are not cognitive in nature and
most, it not all of the programs do nol employ any
scademic content, per se. The goals narmaally include general
arcas sach as improving upon the healtii, confidence, self-
tespect, dignity, and peer relations of the «hidd. One area
Mat doss reccive some clote atlention is langurage. Programe
usually attempt to improve the fanguage skills of tiis child
thtough varied social experiences.

Sirce the goals are so bioad. the llead Start progranis
vary widcly in their content and activity as well as in the
pexifis objectives which they parsue. As such, the success
claimed by vanous Child Development Centers is wide and
varied,

One patticular area of concetn to some favestigators is
the lack of systematic evatluation designs to test the elficacy
of any given program to reach its objectiver. Many startling
claims have been made, but tight experimental designs and
carefully controlled longitudinal studics ate conspicuous by
their small number.
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Impact of Head Start

One of the most extensive and exhaustive studies con-
ducted in the area of Head Start was recenty completed by
the Westinghouze Leaming Corporation and Ohio Utiiversity.
(206) In this study the issues and problems with Head Stot
were characterized and highlighted. The suthors st begin
their discussion with a description ot the methodologics!
problems  associated with testing the treatment clfects of
special instruction,

Methodological Problemms of Past Research. They point
out that, in previous researelr on the effects of Head Stat,
none of the studies has beean based upon the compasisons of
the subscquent devetopment of treatment and control groups
randomly assigned 1 Head Start o non-Head Start status,
Unfortunately, this shottcomirg was alswo inhereat in their
study and acknowledged by them. Consequently, the authors
immaediately quabily their findings with the statement that
unknowable biases may have been introduced inte their
rescarch  design ana  that  intespretations are necessarily
matters of judgment rather than facs.

Avother problem with previous Head Start rescarch has
been the lack of  comparabiity  among  sepaate and
independant studies due to different ensollment coteria, pro-
gram treatinents, designs, instrumentatron, and schedules of
data gadhering. There has also been an absence in many
studics of any contiol o1 cenpaaton groups at all, Many
studies  were guifty  of  comparing groups ol different
chronological age or different sociovconomic status. Some
studics used too fuw cases - fiequently only those entolled
at onc patticular Child Development Center, and linally,
many conlained  geographical festrictions 1o a hwal or
tegiondl scope.,

The authors next point out that fower odikatioral
status is usually associated with lower class soxcial status and
this connection is usally inteipreted as the consequence of
vatious  deprivations  and. thus, amenable to remediation
theentgh special treatment, They ate not very clear on what
they mecan by “special treatment™ or the nature of the
nuture, They indwate, hamever, that there is conlidence
that sch strategics eaist, ot may be developad. which will
altor significantly what would othcraise bocome a downward
owrse of development. keatning and functioning. This con-
Wence appears based wpon some careful cypetimentation
that has shown that some, at least tempovaty, arresting of
learning diabilities is feasible. (95, 430)

In the few studes that have used experimental and
control groups in the cvatuation of Head Start versus nos-
liead Start differences, thee two groups have nol, un-
fortunately. been truly eqeivakent in that paticipants have
been necessatity either selfsey cted o they have responded



differently to enroliment cfforts by Head Start personnel. 1t
has been found that matching groups on vne or several
criteria still leaves incqualities on other factors for children
andfor parents. Such fescarch is cssentially quasiexperimental
since participants and nonpanticipants are cssentially differ-
ent, (272, 305) The authors’ appreciation of this problem
led to the decision to match Head Start and non-dicad Stant
subjects on as many relevant variables as possible, and to
cmploy covariance analysis and other statistical means ‘o
cquate for socioeconomic differences.

The authors next look at the effects of Head Start
within the program itsclf (pre- and posticsting) and the
offects of Head Siart on the subsequent development of
children, They point out that the great weight of cvidence is
that some upwz  displacement of test scorcs transpires
throughout the . of the Hecad Start program. However,
they qualify this vy saying that all studizs have not found
favorable difterences in all cases ard that observed differ-
ences 1ave not always been significant statistically. It should
be noted that many objectives of 1lead Start probably
cannot be mecasurcd with any precision particularly in the
affective domain of values, appreciation, ct¢. It should also
be noted, however, that little if any attempt was made to
get some index of change in these arcas, Another problem
censonant with the lack of specific measurcs was the lack of
explicit sets of objectives ar intended results of instruction.

General Findings of Past Research. Concerning subse-
quent cffects of Head Start, tesearch has deen largely limited
to mcasurcs taken in Kindergarten and furst grade only, with
very few of the latter. A coinmon finding is the disappear-
ance of differences established ecarlicr, which has been
interpreted as the result of a number of factors as follows:

e An initial whooling effect, in which nonparticipants
13pidly 1calize  the devclopments  which  patticipating
children rcached catlier daring the 1tcad Start program

o Consequence of tcachers’ preferential treatment of non-
llcad Start children

o Pecrgtoup influence (non-ticad Start emutate Head Start
classmalcs)

¢ The “tuining off of 11cad Start children in the restrictive
setting of impoverished schools

o | luctuations in learning rates.

In some miscellancous findings and observations the
authors found that in almost afl siudies wsing & third
middle<lass comparison group, Head Start and non-Head
Start subjects never teached the educational kvel of the
middle<iass group. Finally, some miscellaneous factors con-
sidered in scatteted Head Start research were teacher char-
acteristics, effect upon chilren’s sdjustment, sex differences
and ethnic chatacleristics, patental satisfactions with lead
GCI. and speculations of “later bloom™ based upon latent
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In summary, the authors point out that fisst, no great
impact by Head Stant has been clearly demonstrated. Where
the research has shown differences they have been quite
modcst. Sccond, lHcad Start gradua cs have not rcached a
status comparable to that of their middle<class counterparts,

The Westinghouse Learning Corporation
and The Ohio University Study

The Design. The objective of the rezearch was to deter-
mine whether children who had Head Start experiences did
better in the tirst 3 years of schaol than children who did
not have this cxperience. Samples of children were studicd
from each of the first three grades in school. The success of
the researeh objective depended upon the degree to which
the Head Start and contiol groups weie equivalent on all
relevant variables. The authors attempted 1o make these
groups equivalent by carcfully defining the Head Start (HS)
and Control (€} subpopulations in order 10 make them
comparable on certain key variables. Subjects had to live in a
target area from the time of their 1ead Start experience (or
lack of) to the time of the study. This helped guarantee
similar cormunity and school covironments. Both groups
had to mect the cligibility 1equitements for Head Start. They
had to attend the same school system. appioximating a
comparability of cducation experience subseqguent to 11S.
(The authors fclt it impassible 1o obtain identical classtoom
cxpericnce for both groups)) Finally, any attendants of other
NS or similar programs were cxcluded from the contro!

group.

Although this contzolled dcfinition of 11S and C sub.
populations was seen as helpful in matching the groups on
some televant  variables, the authors felt that further
attempts to achieve comparability should be made with
1egard to the samples drawn from the subpopufations. That
is, the authors did not feel that simple random sampling
from the two subpopulations would achieve comparability
on ccttain key vatiables. Consequently, samples for the €
groups were drawn so that they matched as well as posuble
the 11S samples on sox. racial- ethnicgroup membership. and
kindergatten experience,

They were not abic to employ the same strategy with
sociocconomic status because school records did noy provide
precise enough information, and because they felt that the
1S experience of the childicn might affect the socho-
economic status of the chid’s family. Thus matching on this
vatiable might remove part of the HS effect. Consequently,
they controfled sociocconomic effects through the use of the
analysis of covatiance with St'S as the covariaie.*

*This ralionale appears quiie strange since wsing socio-
ecunomic status as a covariate will also wash out HS effects
if the two ate related in the way stated above. The authors
later point oul that this is probably not the case, but their
argument, based upon a migration study, appears quite weak,
T he impottant point to note here is that socioeconomic
status should have been measured before the 1S experience
instead of after.
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Measures of Achievement. Three measuring instruiments
were employed te measure the effects of 1ead Start on
schoal achievemernt in the cognitive domain as follows:
Hinois Tese of Paycholinguistic Abilides, Metropolitan Readr
ness Test, and Stanford Achievennt Tests.

Three instsuments weie employed to measure achieve.
ment in the affective dosnain as follows: Chiddren’s Scelf-
Concept  Index, Classroem  Gehavior  Inventory,  and
Childien’s Attitudingl Tange Indicator,

In order te pcasure the longaerm effects of Head Stant
from the finst pdade 10 the third grade, the tests were given
to children from all three grades in both HS and C groups in
the following manner:

o 1ilinois Test of Psyeholinguistic Abilities - a4 three grades

¢ Mctiopolitar Readiness Test - first grade

o Stunford Achievement lest-l - second grade

o Stanford Achievement Testdl - thitd grade

o Childeen's Sell-Concept Index - all thiee grades

¢ Classtoom Behavior Inventory  all three grides

o Childien's Attitudinal Range Indicator - all three grades.

tiypothesized differences in achicveraent between 11S
and C groups were tested by employing an analysis of
covatiance with one fixed expetimental variable (HS versus
Cy and ope random geplications variadle (104 tlead Start
Centers). The covariale was a sociocconomic index based
upon occupation and education of the head of houscholds
taken from the Parent Intaview Questionnaire. The analyses
were peformed  for both summer and full-ycar programs
separately and also for bicakdovens into smaller subgtoups
based upon geographic arca. si ¢ of city, and racial/cthnic
composition of the Center. Mo analyses were carried out
where there were fewer than six centers (replicates).

Results. A« mentioned carlicr, the Jata were consideted
sepatately for summer and full-ycar programs. Qaly be
results based upon totd scores for th three measures are
considered in the following semmary, although Wentical
analyses were perforted on the subscores of cach measure.
Accordingly, the resdts are as follows:

o Summer progrems appear to be telatively ineffective in
producing amy peisisting gains in cognitive and affective
dovdlopment that can b2 detected by the tests used to
measure achievement in grades one, two, of theee.

¢ Vullbycar progiams appcat to be marginally cfTective in
producirg gains in cognitive development that can be
detected i1 grades one, two. of three when wiewed in tne
overali anilysis. The most tignificant gain, hoaever, was in
the bdity to adjust 10 the school cultuze. Full-year pio-
graras appear o be ineflective in regard to affective
development as masured in the study.
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o S children, whether from summer or Tull-year programs,
still appear to be i u disadvantageous  position  with
tespect to national notms for the standardized tests of
language development and scholistic achievement.

o IS appiars to have had o positive effect on the parents of
its cnrollees: They voiced a strong approval  of  the
program and its influcnce on their child.

The results of the study made by the Westinghouse
Leaming Cogporation ard The Ohio University are certeinly
disappointing. 11 is significant to note, however, that the
study did (ind the T-ycer programs probably more effective
in the sense that some gain in 1S persisted through grades |
o 3. Moze sigmficant, however, was the fact that the
children showed a substantial gain in the area of adapting to
a completely diffcrent culiure sach as the school. The fact
that HS tends to acclimate children from less affluent homes
to the school setting is notable. Aiso encouraging was the
favorable impact the program had on patents.,

The Importance of Well Organized
Educetional Experiences

What can the manimal effects be when a program for
the childien is thoroughly conceptualized in terms of what
we know to be redevant in the development of young
childien? A study of Van de Rict, et al. (401}, suggests that
the initial gains can be sibstantial and persist dramatically
theough the first grade if the training program is derived
fion a consideration of what is now known concerning the
development  of  the cluld’s  sensarv-motor,  cognitive,
language. and socialization skills. The Van de Rict project
incorporated this ¥nowladge. In the study. a gioup of 24
childten from lower socioeconomic homes was brought into
3 scquential progeem of  planned  and  guided  bearning
expericnces. A matched control group was exposed 1o a
traditional gregram, and 2 second matched control group
tevtived nu preschool program.

The program depaited from traditional preschool pro-
grams which emphasized emotional social Jevelopment and
readiness skills. The cutriculum was designed on the basis of
developmental tasks, which  craphasirzed  manipulating,
organizitg. and classifying things, that 1d to internalized
thought amd effective verbal cxpression. Mote importantly,
however, was the Jocision process leading to a selection of
what kinds of tasks should be provided. To do this the
authors turned to the tesearch that points out that a chid
govs thiough stages of devdlopment and that at exch stage he
has chatacterittic ways of organizing and assimilating infor-
1aation from the cavitomnent,

The content of their program bdecame a3 carcfully
planned sequence of experienves that followed what rescarch
hat revealed concerning the course of porceptual cognitive
development of young children. The sequence also was made
to meet ancther requirement: each part was ta have some
continuity with the learnirg that was to follow. The program
was organized on the asumption that the sequenve proceeds
from motor, to perceptual, to ymbolic agpects of cognitive
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functioning. The curciculum progressed through a planned
sequence of tasks desigred to move the child from a stage of
dependency on manipulation of concrete objects to the
point where he can internalize and manipulate without the
presence of concrete materials,

In his study Van de Rict (401) provides a description
of the type of activitics used in the progrant. Ile states

Near the beginning of the sequence in exploring
numbers and space is a scrics of activities designed 1o
teach spatial concepts. To teach the concepts of longer,
shorler, <loser, further, cte., a small chair is placed
about three feet from a wall and a large chair about
five feet beyond the small one. The child walks to the
small chair and then to the targe one; he must express
whetlier it took him longer to walk from the wall to
the small chair or from the small chair to the large one.
When he can make this discrimination, he repeats this
sequence blindfolded  (without visual cues). After he
leains the meaning of longer, new terms (e.g., shorter,
closer and further) are introduced and repeated in a
game using u plastic board with six “roads™ of vaiying
lengths. The “102ds” are indentations on the board
along which the ¢ld can run his finger or a toy car.
At first he is asked to discriminate between two roads
which differ considerably in lengtin. Finer discrimina-
tions are made in successive turns. Then he is asked to
discriminate differences in the lengths of more than two
roads. Finally he learns to discriminate using only visual
or enly kinesthetw cues. More abstract games of space
and numbers which require the concepts and  dis-
criminating abilities leatned in these carly games follow.

The insttuments used to measure the effects of this
type of training on developinental characieristics are pte-
sented in Table 3.

The diamatic results of this planned program under-
score (he importance of what can be done with childen
deprived of conditions known to be tclated 1o ¢carly develop.
mental  characterization  of 2 sensory-motor-perczptual-
cognitive nature (if the programs themsclves are bascd on a
hnowledge of what these characteristics are and some of the
conditions which lead to their development). The pesttest
after the frst year tevealed large diffcrences on all develop-
mental measurcs which would have occutred on the basis of
chance only 1 in 1000. Furthet, the tesults persisted to the
end of the first grade. More important, as far as the thesis
of out report is concerned, was the obtzined difference of
1.Q. points between the expcrimental and control groups.
This diffcrence was reported 10 be as large as 21 points as
measured by the Binct test at the end of the preschool
program. This difference persisted at the end of the first
grade, also.

O
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TABLE 3. DEVELOPMENTAL MEASURES

Chzracteristics

Instruments

Perceptual-motor skills

Gross motor coordination

Spatial abilities

Concept formation

Vocabulary development

Language comprehension

Verbal teasoning ability

Idea-expressing ability

General intell:gence

Schovlteadiness skills

Bender Molor Gestalt Test
(Koppitz, 1964)

Rail Walking Test (Kephart,
1960)

Seguin Form Board -- Arthur
Revision (Arthur, 1947)

The Ihiaois Test of Psycho-
linguistic Abilities
(McCarthy & Kitk, 1961)
Visual-motor association
subtest

Vocabulaty <abtests of the
Stanfor-pinet

The Hlinois Test of Psycho-
linguistic Abilities
(McCarthy & Kirk, 1961)
Visual decoding subtest

The Hlinois Test of Psycho-
linguistic Abilitics
(McCarthy & Kitk, 1961)
Auditory-vocal assceciation
subtest

The Nlinvis Test of Psycho.
linguistic Abilities
(McCanthy & Kitk. 1961)
Vocal encoding subtest

Stanfoid-Binet Intelligence
Scate. Form LM (Teiman
& Mermill, 1966)

Human Figure Drawing
(Harris, 1963)

Peabody Picture Vocabutary
Test (Dunn, 1959)

Mctropohtan Readiness Test
{Hitdreth, Grifliths, &
McGauvian, 1964 )

School Readiness Screening
Test (Sp#3ke, 1966)




Kindergatten

The purpose of this patt is to present a teview of the
literature conceming the overall effectiveness of kindergarten
ds a significant contributor to school success. The intent of
the review was Lo oxamine what research had been done
which compared the educational achievements of childeen
who had attended public-school kindergatten programs versus
chuldeen who had not.

Fiftysix articles were sclected for review covering a
period  from 1920 o the present. The articles were
distnibuted in two categories: Experimentad Evid:nce and
Professional Consensus,

Evperimental Evidence

Twenty-wo of the atticles sclected iHustrated tescarch
in which the investigators provided ohjective quantifiable
measites of student achicvement in one o1 more specified
content areas to support their interpretations of Kindergarten
cffectiveness. Gt the 22, 17 were longitudinal studics in
which a control group was provided. The remaining § studies
used pre- and postiest measures of achicvement 1o interprel
the effectiveness of a given instructional Kindergarten pro-
gram in bringing about desited student changes. No control
group was provided for these studics.

Professional Consensus

The remaining 28 articles concerned professional expert
apinions of cducators who had an intiniate knowledge of the
philosophy and practices of hindergarten programs.

The breakdown of subject areas and the number of
articles in cach are presented in Table 4.

Findings

Reading. Professional consensus held that meaningful
educational cvperiences and play materials could be intto-
duced informally into the Kindcrgatten situation and would
tesult in positive benelits in 1eading achicvement duting the
eatly (oemal school years. (10, 78, 122, 377, 418) The
rescarch  findings  also  gencrally  support  this  position.
Chilien with hindergarten experience oblained significantly
highet scores on all reading tests than children without such
training. (123, 1481 & 233 277, 396) However, it was
slso found that when «esting procedures were carefully used
with long-range rather than short-range interpretations made,
the initial advantages soon dropped out. (153, 367) On the
other hand, it was found that the hindergarten child could
benefit from teading experiences and sustain initial gains if
stepped up instruction followed in the later grades. (48, 235)
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TABLE 4. CONTENT AREAS OF RESEARCIH ON KIND
AND NUMBER OF ARTICLES

Professional
Consensus Total

I'xpetimental

___ Subject Ates Findings

Reading 10 5 15
Language 3 1 4
Mathematics 6 . 6
Intetligence 3 2 5

Socialization -

Personal Adjustment 7 12 19
Socialization —

Instructional " g s

Total 2Ha) 28 s6

(a) The teason for the disctepaney of this totai and the total
numbet of articles concerning experimental findings is that
several of the articles overlap in terms of the content areas
considered in the respective studies.,

Language. Hcre the findings wceie inconsistent. In
atticulation, word incaning, verbal facibty, and compichen-
sion of language, scveral investigators found no significant
dilfetences from those of childeen with no training. (21,
298) One rather comprehensive study. however, found a gain
which favoted the cluldien with Xindeigatten. (277) Con-
cerning  professional consensus, Liowever, the opinion was
widely held that educatiornal experiences at this level in the
language atts - speaking, hstening and writing —~ could be
eflectively introduced. ($00)

Mathematics.  Concesring  asithmetic,  the  findings
suggest that kindergarten childien swrpass nonkindergarten
childien mote in the arca of arithmetic reasoning than in the
manipulation of numbzes. llowever, there was 2 marked
difference in working vith numbers also. (21, 124, 153,176,
277, 39¢)

Intelligence. As with language. surprisingly htile experi-
ment.d ovidence had been  accumulated  concerning the
development of intellectual capabiitics. The studics which
were conducted however, showed significantly higher scores
on intelligence measvres for the hindergarten chideen than
those without the tiaining. (35, 277, 330) This was also in
line with the professional consensus that the performance of
children on tests of intclligence could be increased through
Limndergarten. (141, 427)
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Socialization — Personal Adjustment, A great majority
of the articles concerning professional consensus pointed to
the advantages of kindergarten in the developraent of the
child's socialization patterns. The articles, however, differed
concerning their emphasis on the amount of rcadiness
experiences which should be introduced 1o promote the
development of the child's reading, language arts, and mathe-
matical skills in addition to his socialization patterns.

The arcas in which they found agicement, hoveever,
wure oxtensive. They finnly agreed that one of the primary
purposes of kindergarten is 1o help the child adjust to a new
authority figure, get along with other children, and generally
adapt to new and diffesent experiences. In kindergasten the
child must learn to establish ways in which he can initiate
and sustain satisfying relationships with other children, He
must adjust to a new adull, his teacher, whose ways may
differ significantly from thuse of his parents. He must
successflly accomplish many new and different kinds of
cxperiences. Mis success at mastering these challenges was
thought to be significant in affecting his attitude toward the
school environment, the teacher, other children, and himsclf.
There was a clear consepsus among many of the educators
that, above all clse, the socialization of children in the
kindergaiten had been realized. (56, 185, 189, 190, 20§,
240, 245, 393, 416, 428, 431, 389)

In addition, the research findings clearly demornstrated
that children could learn 1o develop good patteins of
socialization early in lifc and that teachers perccived this
difference of adjustment to be significant to progress in the
first grade. (78, 307) The findings suggest cather stiom'y
that these kinds of kindergarten experiences made 2
significantly great contribution to the sovial adjustment of
first-grade children, (227, 277, 286, 348, 196)

Socializat’on -~ Indtmctivnal. The cemphasis in the
socialization and  personal  adjustment descnbed in  the
previous topic has been challenged, not in terms of its
importance, but in terms of its emphasis Seme educators
saw the feasibility for having the chidd master experiences
related o successful achievement of (irst-gradecontent
matcnial. They also concutred that learning must still main-
tzin a relaxed atmosphere of fun, but attempts should be
made to ptovide the child with experiences helpful in deating
effectively and cfficiently with the learning 14sks of the first
grade. Unfortunately, little experimental evidence concerning
the type and nalute of readiness experiences fot kindergarten
chidien was available to add credence to th” educators’
views. llence, none of the professional consensus articles
delineated  with  any  clear  confidence what  teadiness
experiences might be helpful and how they should be intro-
duced. They did, however, make a very strong case for
ulitizing the Xindergatten experience as an opportunity lto
help the child ready himsell for a variety of specific first-
grade tasks, (14, 47,63, 144, 248, 266, 417, 400)

Q
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Summary, Conclusions,
and Implications

& Much of the research which compaies achievement of first
grade children who attended kindergaiten and those who
did not, clearly favors those with Kindergarten experience.
No rescarch evidence was found which offered a counter-
indication. The surprising finding, however, was the
limited number of longitudinal studies conducted 1o deter-
mine the extent of the impact of kindergarten experience
in tesms of later formal-school achievement, The studics
which were conducted, however, were favorable,

® Theie appears 10 be some evidence, particulatly in the
area of reading, that the initial benefits of kindcrgarten
may be removed unless some aelevant follow-through
activities occur during the early formal-school years,

o The disappointing results found in the area of language
development are understandable in terms of (he great
emphasis placed in the development of socialization skills,
The children are understandably reinforcing one anothet’s
speech patterns. This suggests that mote should be done
to provide interaction with an adequate language model
and -rammatical training to offsct this natural occurrence.

e Concerning socialization, the general consensus among
teachers and other sources of research evidences was that
children with Kindergarten were more mature in their
refations with other children, their attitudes toward the
school, and their patticipation in wotk actwvities, etc. The
apparent and far-reaching advantage heee is that the first-
grade teacher can proceed along a rational schedule for
student learning without having 1o tend extensively 1o the
problems  of personal and  social  adjustment  of his
children. This advantage to the first-grade teacher can be
realized, however, only if all the children have had the
expetience of kindetgaiten.

o There was a surprising lack of research dealing with the
development of sets of educational practices linked to
achicvernent in specific content areas in the first grade,
and with ways by which they can be effectively introduced
to an informal sciting such as Kindergarten. The reaton fot
this apparent dearth of rescarch appears to be the result
of a resistance among educators to the intreduction of
planned cducational experiences at the hindergatten level,
There appears to be a st:ong adhetence to the philoswophy
of providing for the development of socialization skills.
This attitude may unnecessatily retard the discovery of
the kinds of expericnces the Nindergatten child should be
exposcd 10 in order that his patential for latee learning be
fully realized.

¢ Kindergarten advocates tend to play down the importance
of conducting followap studics to accumulate evidence
concerning the scholastic schievement of these children
during the early formal schoot yeats. Educatoss appear to
tely on their porsuasive-argumentative powees to stay off
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the critics of Kindergarten and to promote its worthiness.
There is a movement in this country, however, that clearly
cmphasizes the dramatic impertance of carly training in all
areas of the childrens’ skills and capabilitics. Educators
will scon be called upon to show more substantial proof
that the kindergarten child is recciving the maximal bene-
fits to which he is entitled.

Nursey School and Day Nurseries

Introduction

Definition. Day nurscrics’ main concern is to subetitute
for maternal care and mect preschool children’s basic needs
while their parents are working, and they operate for most
of the day. Childien who attend come from famities of
lower than average socioeconomic level, Nursery schools on
the other hand generally attempt 10 provide preschoolers an
cducational oxperience supplamentaty to home experiences,
and they are open for a shorter period of time. In the past,
children attending the nursery scheols have been drawn
mostly from homes of above-average sociceconomic level,

Wistorical Origins. Day nusserics in this country were
first begun by welfare workers over 100 years ago. They
were given impetus duting the war ycars, when manpower
shortage and need for national defense deew women into
industry,

America’s fust nursay  schools were begun in the
1920°s by colleges and wuniversities doing  research on
development, education, and methods of child cate, and they
focused on teaching habits and promoting health. Many
nurscry  schools were begun under the WP.A. progranss in
oidct (o provide jobs for unemployed 1eachers,

Frends Recently the old distinctions between nursery
schools and day cate centers have become mote obscured. As
mote professional women begin te work, an increasing
numbet of upper middle<tass children are attending day care
programs, and enrichment programs heing offered to children
from povertydepressed homes have brought about a latger
increase in nursery schools. As the impottance of the pre-
school years is realized, both programs are drawing from the
ame developmental pringiples in an effort to provide an
environment suited 1o the devclopment of the c¢hild’s
petecpivalcognitive, language, and social skills,

Interest in preschoo! programs has tisen lately due to
several (actors: increasing emphasis on social adjustment,
attainment of intelkctual potential and success in school,
and 2 rise in employment of women. Fotty peroent of all
mcihers with chiklren under 18 yeais old Rave jobs, paitly
bocause women row have better oppoctunities 1o work and
partly because of the 13 percent jump in the rate of divorce
and ilkegitimate birth betacen 1960 and 1967. Mote than
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200000 children in Ohio would probably use day care if it
were available, bul certified  programs can handle  only
11,200. (439)

Advantages of Attending
Nursery School

Intellectual.  Scveral rescarchers at the lowa Cinld
Welfare Rescarch Station during the 1230s (irough the
1940%s reported 1.Q. gains among _hildren atvending nuisery
school (356), but investigators a1 other institutions (2.5, 8,
27, 293, 217, 242, 164) have failed to duplicate these
results. Olsun and Hughes (293) found that among privileged
children those who were in nursery school showed no greater
intellectual growth than those who were not, Walsh (409)
found that children attending nursery school exhibited more
cusiosity about their environment than those who did not,
and one would expect this kind of curiosity 1o stinulate
intellectual development. However, gencrally the results of
tescarch in this area have appearcd contradictory  and
inconclusive,

Language Development. Smith  (366) found  that
childien used longer sentences and mote advanced language
patterns when conversing with adults than with children, and
McCarthy (265) suggested that, for children from higher
sociocconomic levels, nursery  school probably raised the
proportion of their contacts that are with childeen rather
than adults and might even hinder language development.
Hlowever, a bighly planned training program by Dzwe (89)
was successful in causing language and conceptual growth
amoeng orphanage children who otherwise had little contact
with adults.

Physical Development and Motor Skills. The hope that
providing ¢bildren space, equipment, health coutines, and
stimulation by peers would improve health and physical
ability was unsubstantialed except for those special skills
whase development through practice was available only in
the nursery program. (228, 342, 385)

Social Development. Watsh (409) found childien attend-
ing nutscry school gained mote than thase who did not in
initiative, independence, self-assertion, self-reliance, curiosity,
and interest in the environment. Kawin and Hoefer's (225)
study indxated nursery school atienders ehiminated mote
infantile and dependent habits than matched nonattenders.
Jersi and Nite’s (213) study showad those who had been in
nursery whool longet were more sociable in the beginning.
but by the end of the year the new children had caught up
with them. Resistance to others demands was mote closely
telated to length of time in nursery school than to chiono-
togical age, according to Caille. (53) 1 zckicl (146) and Vi12
(401) studied chilren in nurstty schools over a peried of
time and found, respeclively. timid children becoming more
appressive, and anlisocial aggression bocoming bess common,



but these studics were done without controls. Other studics
done without controls showed moie outgoing behavior, more
successful use of social techniques, and greater maturity and
independence developing during nursery school attendance.
(201, 9, 200, 214)

Some rescarchers have followed the children as they
cutered clementary school and attempted to deteimine what
cffect nurseey school had on these later experiences. Van
Alstyne and Hattwick (399) felt that children who had
attended nursery schoal tended to show slightly mo. ¢ leader-
ship in the carly grades although the evidence was not
strong. A study by Bonney and Nicholson (34) fouad that
sociometric scores in the carly grades were significantly
higher for those who had attended nursery schoal than for
those who had not, Allen and Masling (4) found nursery
school childten received the higher mean in 14 of 15 com-
parisons, although the difference between the groups was
significant only in second grade and not in Kindergaiten or
first grade. IMere classmates saw  former  hursery-school
wenders as more prestigeful, spontancous, and intelligent.
Studics by Walsh and Cushing (81) showed similar resuits.
However, two other studics by Bounncy and Nicholson (34)
and another by Brown and Hunt (41) found no significant
ditference. Results are not definite. but there is evidence
which suggests that nursery school helps to develop sovial
skills, and in some cases these effects last several years.

Emational Adjustment. There has been concein that the
weparating of children from parents for periods as long as
vhose involved  in day  nurseries  might  harm  them
cmotionally. Glass (157) studied this issue and discovered no
evidence that such children had more problems than those
whao stayed at home, except problems related to situations al
home which had alrcady cxisted. Heinicke (191) compared
the behavior of wewly institutionalized chiddien 1o that of

dren beginnitg day care and found that slthough both
g ips showed some distutbance the fust few days, *he
day-nursery chaildren wete soon able to make a quite satw.-
{actory adjustmant and respond normally to their parents,
while the institut.onalived group cominued to show massive
physical, emotional, snd behaviotal distutbances. Apparently,
shorter but regular covlacts with patents was sufficient to
maintain the necessary reladionship,

Priority

Nursery school varies in its educational benefits dipend-
ing on the organization of the program, the tuining of the
staff, and the population of chitdren being served. 1t is safe
to conchde, however, that all children can benefit fiom
wellorganized educational programs, paiticularly when the
school  provides oppottunitics for growth which are not
cxperienced at home. (120, IN)

1t is teasonable to expect, however, that chidren from

lessadvantaged homes have mote o pain from such

ptoprams.  This assumplion has been  substantiated
)
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consistently when the programs for these childien derived
their substance from a careful consideration of what s
known about the course of development of young cluldren.
(234, 264) This statement should not be constmed, however,
to imply that children fron, more advantaged homes do not
also gain. The matter is smply one of degree,

The major issue, liowever, is to sure that all o Ohio's
children recave the experience for developing fully their
sensory-motor, cognitive, dangusge, and social skills, Oune
must out ol a consideration of funds. staff. and fadilitics,
however, determine priotities and the research would seem
to suggest that 3 very prudent beginning in the development
of organired cducational programs for preschovlers would te
with the children from the povedty-depiessed areas of the
state. As time, money. and staff Lecome avaitable, the pre-
school programs should be extended to include all of Qhio's
children.

Nurscries as Deprived Environments

Care st be exerdised (o prevent day oraneries from
becoming anoiher poor environment as haimful as a deprived
home. A poor program <an hinder the child’s later perfor.
mance in :chool, as well as his social and emotiensl develop-
ment. Some of the poorer day narseries in Qhio, when net
an outright threat to the ¢luldren’s health and safety, use
extreme and restrictive punishiment such as sapping them in
the face for taiking, crying. wetting pants, or leaving ¢hair,
or loching them in a claset, Many are overcrowdad or lak
cquipment. Ai one, 88 children were umder the supervision
of two adults. Such circunstances certainly do not benefit
children, and may well cause them additional baim. (439)

The areas i which contradieiony results were found for
the rursery schools and’or day care programs are a function
of the problems of matching programs and than exaniining
their ctfects on separate random samples of children. A« in
Lindergatlen and Mead Start, school-rcadiness fuctors which
ilude socialization skills appear domirant. This is not
susprising since all three emphasize this aspact of dovelop-
ment as a critcrion for success,

Summary

1t appears clear, however, from a consideration of these
three organized programs fot the prechooler that significant
results can be made in the chid's devclopment, if the pro-
grams are rationally conceived on the basis of what we knowe
to be the developmental patiern of young chikren. Van de
Rict, et al. (401} supported this contention quite nicely.
One significant  result of 2l the studics indicates the
importance of duration of the odvcationsl training, par.
tcvlarly, from  preschookers  coming from homs  with
deprived conditions. Arother anpottant inference was made
conoctning the concept of day care centers. The potion must
never be lost that any experience for the groming child at
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this age level is an educaticnal one. All organized programs the probability of deprivating conditions. We have seen the
or institutions caring for children of this age must have effects these conditions have on the development of learning
well-constructed programs not only to assure the healthy disabilities and the resulting cumulative-delicit phenomenon
developient of the children but also to reducc significantly which shows up in later patterns of schoo! achievement
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XIII. PRIOGRITIES IN THE EDUCATION OF PRESCHOOLERS

Introduction

The purpose of this section is 10 assign prioritics in the
establishment of organized preschool programs for Ohio’s
young children. Clearly the population of children who hold
the greatest promise for improvement in terms of educability
and training are those who have not hiad sufficient oppor-
tunitics for the development of skills known to be highly
related 10 academic acliievement during the early years of
formal school. The report has emphasized the kinds of dis-
abilities these children may develop and how these sets of
leatned behaviors affect dramatically the course of school
achicvement, resuiting, more often than not in total with.
drawa! from the educational process. Thus, there is an educa-
tional opportunity to arrest the learning disabilities of these
children through early intervention programs beginning at
age three. This is ¢learly in Ohio’s interest as it permits the
full educational development of a very valuable resource, its
young children,

The evidence presented throughout the report clearly
implies that the more deprived the environmental conditions
in which a child finds himself, the greater the impact of a
sound program of preschool education.

First Priority

Accordingly, Ohio's top priority in the arca of carly
education should be the establishment of a policy to assure
that children concentrated in the poverty-depressed areas of
the state receive the opportunities to participate in the type
of quality preschool education programs that the state of the
art, as evidenced in this report, clearly permits Ohio
educators to develop.

Number of Children

Sufficient information is available to identify numbers
of children to whom this policy should be directed and in
what regions of the state they are located.

About 17 percent of Ohio’s children aged 3 to 5 years
are living in families with incomes below $3,000, a level of
income identified as essential to maintain minimally accepted
standards of living for an average-sized family. (440) This
represents a total of over 100,000 children. (See Table A.1
in Appendix A).

1t is estimated that, during the past 8 years, the number

of children living in low-income families has been almost
halved, resulting from an auspicious combination of
economic and demographic factors. The economic factors
lude the prolonged period of sustained economic growth

experienced by both Ohio and the rest of the nation This is
manifest in a general increase in per-capita income and a
dramatic reduction of the proportion of families with low
incomes. Thus, for the United States as a whole, 19 pereent
or almost one out of five families had incomes of less than
$3,000 in 1900 (1967 constant dollars); by 1967, this figure
had declined 10 125 percent. (441) Data on employment
and earnings suggest that Ohio has participated fully in this
period of economic expansion. {442)

The demographic factors bearing on the reduction in
the number of children living in poverty in the state are the
sustained decrease in the number of births since 1960,
experienced by Oliio and many other states (443), as well as
the sharp reduction in migration to the state since 1960
(444). Both of these factors have tended to reduce sharply
aggregate population growth in the state, but more par-
ticularly they have resulted in zbsolute declings in the size of
some age groups.

Table 5 shows, for example, that children aged 3 to §
years numbered about 670,000 in 1960: by 1968, it is
estimated that this group numbered about 590,000 and it
will stabilize at this level through 1975, On the pessimistic
assumption that the rate of reduction in poverty-level
families will be zcro during 1968-1975, the  projections

TABLE 5. ESTIMATED NUMBER CHILDREN AGED 3,
4, AND 5 YEARS BY POVERTY STATUS
FOR OHIO, 1960, 1968, 1970, AND 1975

Age 1960 19680 1970()  1975(c)
Al Children
Totat 671.463(2) 591,792 570,575 586,903
3years  226,679(3) 188,650 185,204 200,918
4years  223455(2) 201,070 190444 195,54
Syears  221,329(a) 202072 194927 190444
Children in Pour Families
Total 111,341(b) 57804 57,056 58,690
3years  37,587(b) 18,328 18,520 20,092
4years  37,053(b) 19,652 19,044 19,554
Syears  36,701(b) 19824 19,492 19,044

(a) Census of Population, 1960, “Ohio™, U.S. Bureau of the
Census.

(b) Estimates prepared by Battelle Memorial Institute,
Columbus Labcratories.

(¢) Projection prepared by Battelle Memorial Institute,
Colunrbus Laboratories. For a discussion of the esti-
matian and projection method logy, sece Appendix B.
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indicate that about 58,000 children in Ohio will be living in
families with less than §7,000 income through 1975, If, on
the other hand, increases in pec-capita income continue at
rates  exhibited during 1260-1968, the number of these
children will decrease from 57,000 in 1968 to about 40,000
in 1975.

Table A-1, shown in Appendix A, shows the estimated
distribution of preschoo! age children (3 to 5 years) cur-
rently living in low-income  families, This is depicted
graphically it Figures A-1 and A-2. Figure A.l which shows
the distribution of the number of indigent children,
indicates, not surprisingly, concenhations of this group in
the large metropolitan arcas of the state, i.e.,, Dayton,
Columbus, Cleveland, Cincinnati, and Toledo. In the central
counties of these arcas about 5,000 to 6,000 preschoolers
are in families of very low incomes. Figure A-2 shows the
refative number of these children in cach county, that is,
pooi children taken as a proportion of all young children.
Concentrations are in the economically distressed parts of
Ohio, notably in the Southeast (characterized as Ohio
Appalachia) and other rural and semirural areas.

Estimates and projections of the number of young
chiidren living in low-income families for Ohio countics were
developed by applying standard demographic techniques to
publicly available information on births, migration, and
family income. The estimates and projections are subject to
the limitations imposed by the quality of the primary data
and by the validity of assumptions regarding the persistence
of observed demographic and economic trends., A description
of the technical procedures employed may be found in
Appendix B.

Second Priority

Kindergarten

Introduction. Sufficient cvidence has also been pre-
sented which suggests that children who attend kindergarten
do better in terms of schoo!l achievement in the first grade
than those who do not attend kindergarten. Accompanying
this statement of confidence in the young child’s potential
to benefit from formal education at age five is the fact that
throughout the United States there are only six states which
do not have either permissive or compulsory kindergarten
statutes.

National Trends in Kindergarten, A survey was con-
ducted among the fifty states, the District of Columbia, and
five territorics, including the Canal Zone, Guam, Puerto
Rico, the Virgin Istands, and Samoa. In the survey, the
following questions were asked:

Q
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e Do you have compulsory kindergarten statutes for the
State?

e Do you have permissive kindergarten statutes for the
State?

e Do you have compulsory Kindergarten
optional attendance?

statutes, but

o Do the school districts reccive state aid tor kindeigarten?

e Do you have bills pending regarding compulsory Kinder-
garten statules?

e Do you have bills pending regarding compulsory kinder-
garten, but optional attendance?

Table C-1, shown i Appendix €, shows the results. The
survey revealed sontewlhat of a surpiise in that there were no
states  with compulsory kindergarten  and  compulsory
attendance. Seven have slatutes for compulsory kindergarten
and optional attendance. (This means that cach school
district is required to provide public kindergarten.) These
seven  were:  Colorado, Connecticut, Florida, llinois,
Massachusetts, Rhode Island, and the Canal Zone.

Forty-three states or territories have permissive kinder-
garten statutes. These have legislation allowing the schoo!
districts to provide public kindergarten. Thirty-seven provide
state aid to the schoo! districts for kindergarten. Eighteen do
not provide any financial aid. Six with neither compulsory
or permissive statutes regarding public kindergarten are
Alabama, ldaho, New Mexico, Samoa, Puerto Rico, and
Guam.

In regard to impending legislation, Georgia, Maine, and
Ohio are requesting compulsory offering of kindergarten;
Alabama and Guam are requesting permissive legislation to
enable the school districts to offer public kindergarten; lowa
is requesting permissive legislation for preschool for 4 and
S-ycar olds — they presently have permissive legislation for
kindergarten; North Carolina and Texas are requesting state
aid for public kindergarten.

M anesota had legislation for compulsory kindergartien
that dixd in committee; Montana’s legislation for state aid
failed the last session; Idaho’s legislation for permissive
kindergarten has failed the last three sessions.

States having kindergartens and public preschool pro-
grams (or pending legislation for preschool) are Washington,
D. C., Wisconsin, lowa, and New Jersey.

The growing interest and realizaticn of the importance
of early<hildhood education was shown during the process
of this survey. This was reflected by the amount of literature
sent to us as well as verbal and written comments.



E

The survey reflects that kindergarten 'on a nationwide
basis is now thought to be an integral part of the formal-
educational systemn. In view of the evidence concerning the
elticacy of kindergarten and the widespread acceptance of it
throughout the United States, the next priority is to
establish a policy which assures that all 5.year-old children in
the state of Ohio share the opportunity and the right to
attend formal educational programs at the kindergarten level.

Third Priority

Prekindergarten

The evidence provided throughout the repert and the
rescarch conducted with nursery and day-<care centers sug-
gests also that children from middle- to upper-class homes
can benefit from ocrganized programs of preschool educa-
tion. The need for prekindergar.en among those homes is
not as great since there is a high probability that many of
the cxpericnces which a child needs for the normal develop-
ment of perceptualcognitive and self-concept behaviors
already cxists in these homies. There is no guarantee, how-
ever, that some significant deprivating conditions might
occur as a result of changing conditions in the physical and
psychological environment of these children’s homes. For
example, the sophistication of the home’s automatic
machines and devices and children’s toys are reducing the
opportunities for the practical manipulation of objects and
things which is critical to the development of perceptual
processes in general, and visual discrimination, in particular.
Another factor is the reduction in the number of parks, play
arcas, ctc., which is beginning to characterize even the
suburban areas. In addition there are trends that more
mothers are better cducated and are secking careers along
with raising a family. Evidence also suggests that even with-
out wdvanced cducational skills the tendency for both
parents to work is increasing.

All of these trends suggest a slow emergence in the
development of deprivating conditions of some significance
to the child's development. Accordingly, it would be prudent
for Ohio to establish a policy which permits the availability
of prekindergarten programs to be offered. The policy

O
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should characterize  considerations  that  encourage  the
development ol programs at this level in much the same way
as kindergarten was permitted to ‘merge in Ohio. This
investigator does not see the necessity' for a policy decision
concerning immediate implementation since the emergence
of deprivating conditions in the homes of most of our young
children is only beginning to develop. Accordingly, this
priority is the lowest of the three presents 1 in the section.
Ohio, however, should advance its policy to accommodate
the possibilities of a future need for organized prekinder-
garten programs for all of its children.

Projecting Supply and Demand (Preschoof)

Availability of Teacher Manpower

The delineation of priorities and subsequent policies
concerning preschool education cannot be made inde-
pendently of the considerations involving the availability of
tcacher manpower in the State of Ohio. The necessity for
such a discussion comes from the need to know to what
extent Ohio can match the suggested prioritics with projec-
tions of available teacher manpower. There is a high proba-
bility that teachers with primary certificates (K-3), primary
certificates (1-3) und those with elementary certificates (1-8)
will be called upon to teach prekindergarten or the kinder-
garten programs according to the Elementary and Secondary
Standards Division of the Ohio Department of Education.
This is the procedure that is normally pursued. However, the
supply cannot be determined and for many rcasons. The
exact number of preseritly employed teachers with cither
primary certificates and/or elementary certificates is not
known and projections of available manpower cannot be
made. Projection into the future also requires other
information which is not available. First of all, one must
assume an operative pupil-teacher ratio. In Ohio, there is no
agreed upon pupil-teacher ratio for kindergarten. Since there
are no formal, prekindergarten programs, there is, of course,
no pi-pil-teacher ratio available here.

There is a need for overcoming these kinds of problems
concerning the projection of supply and demand of tea.her
manpower in preschool education.
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X1V, PRESCHOOL EDUCATION

Ohio Day Care Legislation

The legislation added a separate section 5104 to the
Kevised Code, legislating regulations specificatly for day care
centers and removing them from the domain of previous
rufes  for “institutions” and “associations” caring for
children. 1t changed the definition of the latter to simply
one of several Kinds of organized groups caring for and
peceiving children for two or more consecutive weeks, remov-
ing the condition *for periods of four or more hours per
day”, and put them under the auspices of the Department of
Public Welfare.

Definitions

Chi'd day care is defined, in Substitute Senate Bill No.
105%, as “admunistering to the needs of infants, preschool
children, and school-aged children outside of school hours by
persons other than their parents for any part of the twenty-
four hour day, for part or all of at least two consecutive
weeks, but does not include the care of children in places of
worship during religioas services” ** A child day care center
is "any place in which child day care is provided for five or
more infants, preschool children, or school-age children out-
side of school hours in average daity attendance, other than
children of the owner or administrator of the center, with or
without compensation”, Average daily attendance means
“the maximum number of children cared for at one time
cach day the center is in operation during a quar.er year
period, divided by the number of days the center is in
operation”. *** Infants are defined as children less than 18
montlis old still using diapers, or not yet steadily walking.
“Administrator” and “child<are staff member” are also
defined.

Application for License

Day care center operators must apply for & license to
the Director of Public Welfare if they are opcrating on
January 1, 1970, or if they establish a center after that date.
No center may be operated without a license after July 1,
1970. The procedure of applying for a license, examining the
center, and issuing a license are prescribed. Licenses are good
for one year. At the time of application, centers having both
mosning and afternoon programs and an average daily
attendance of 30 or more will pay a fee of $100, and other
centers will pay $50, and all centers will pay $25 upon
application for renewal, Provisional licenses may be issued
for periods of less than 1 year to allow centers time to meet
licensing requirements. The license must be posted in the
center and state the names of owner and administratos, the
center’s address, and authorized attendance for infants,

*Lines 77 to 84, page 4.

**Lines 85 to 91, page 4.
l“"Lines 92 to 96, page 4.

preschoolers, and schoolaged childeen. The license is valid
only while the conditions specificd ¢n it are muintained,

Enforcement of Licensing Regulations

Centers must be inspected at least once a year without
interference. The Director may issue orders to comply with
the code, and after a hearing those found in violation may
have their license revoked. They may appeal, as can
applicants denied a license. At the Director’s petition the
Court of Common Pleas can grant injunctions against persons
operating centers without a license.

Safety Requirement;

After investigation and inspection the Director can
grant the center a license if it complies with the following
specifications: neither the owner nor the administrator has
been convicted of a felony or a crime involving moral
turpitude; buildings meet the construction, equipment,
safety, and sanitation regulations; fire inspection within the
previous year has found the center free from conditions
hazardous to children's safety; the center has a license to
prepare meals or lunches and mieets the requirements for
food-service operation if meals are served to children other
than those of the owner and administrator; and the centc.
complies with chapter 5104.

Program

Centers must provide 35 square feet of indoor space
regutarly available for day care for cach child they are
licensed for. There must be 60 square feet of outdoor play
area for each preschool and school-aged child, surrounded by
a fence at least 3.5 feet high. The program must supply both
quiet and active play suitable to children’s age levels and
abilities, and provide play materials and equipment and a cot
for each preschool child. Children may not be permitted to
sleep on the floor, and furniture, materials, and equipment
must be sanitary.

Employee Health

Administrator and employees must be “of good
character and mentally and physically able to perform their
duties”. Emplyyees must be examined by a physician 30
days before employment and annually while emiployed, and
must have on file in the center a statement signed by the
physician certifying that they are free from communicable
discases (including tuberculosis), physically fit for such
employment, and immunized agcinst polio and diptheria
unless they have filed with the center a written request for
exemption from the latter.
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Children’s Health

-
N

Eacli child must be annually examined by a physician
and have on file a signed statement that the child is free
from communicable discase and is immunized unless the
administrator waives this at the parent’s request. The State
Department of Health wili establish the age at which the
infants need be given tuberculosis tests and immunizations.
The center must have 3 written plan to cover medical
emergencies. In such a case, parents must be notified as soon
as possible, A person trained in first aid by a doctor, nurse,
or approved training program must be readily available at all
times. Each child is examined every day by a person trained
to recognize symptoms of disease, and, if illness is suspected,
hie is isolated (before lie can enter the group) in a special
area where an adult is always available. Children who
become ill during the day are promptly turned over to
parents, and no medicine, vitamins, or special diets are given
without the specific prescription of a physician.

Staff Size

Whenever children are present, two responsible adults
must be present. Children are organized in small groups and
the maximum load of children per staff member is 8 for
children under 18 months old, 10 for children 18 months to
3 years, 5 for those 3 to 5 years old, and 20 for 5-year-old
and older children. If children of center personnel are
present at the center they are included in these calculations.

Education of Personnel

The administrator must have a high-school education
and by December 31, 1971, must have 2 years of higher
~ducation or of experience with young children and their
parents. By that date all staff members must have a high-
school education or have completed a special training
progran..

Miscellany

The administrator interviews children and parents
before admission, supplies information, and permils pareats
to visit the center while in operation. He keeps confidential
records of basic data about the children and employces’
health certification. Child<are staff members are responsible
for children’s safety and discipline. A menu for the weck is
posted and any child except infants in the center between
11:00 am. and 1:30 p.m. is served a nourishing mea)
(dietary requirements are listed) and, in addition, those
present all day receive a nutritious snack. Center facilitics are
to be considered separately from those of any associated
living quartess.

Q
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Infant Care

Infants must be cared for in a first-tloor room separate
from older ¢hildreu, whiclt complies with building reguta-
tions. Rooms must be ventilated, but there must be no
direct drafts on children. Infants shall be arranged in units of
eight or fewer, and hand-washing facitities niust be availuble
in the arca. Formulas are to be prepared by parents if
possible, or prepared according to written directions of
parent or physician and clearly lubeled and refrigerated.
Cribs should be sturdy and have close bars, a firm mattress
covered by waterproof material not dangerous to children,
clean sheets, and no restraining devices. Diaper changing,
storage, and laundering shall be done by methods which
meet the approval of the Departments of Public Welfare and
Health. Infants are to be cared for primarily by the same
adult every day as much as possible. They must be removed
from the c¢rib and held or placed in a chair for all feedinge
and removed from the crib at other intervals during the day
for individual attention. Each day they are to be allowed to
nove about comfortubly and play in accordance with their
developmental stage in an area apart from the sleeping
quarter.

Director’s Responsibilities

The Director of Public Welfare may set highei but not
conflicting requirements for tax- and community-supported
centers and develop standards as required by the Federal
government for programs supported by Federal funds. e
shall offer consulting services to help communities, agencies,
or centers deal with problems related to day care progranis
and encourage training programs for child<care employees.

Day Care Advisory Conncil

A Day Care Advisory Council shall be formed to assist
in the administration of these regulations and in developing
child day care services. It will consist of 18 members
appointed by the Diector of Public Welfare subject to the
Governor's approval, plus the Director of Public Welfare, the
Superintendent of Public Instruction, the Director of Health,
and the Director of Industrial Relations as ex officio
members. Six members will represent the various types of
day care centers, at least three will be parents of children
attending centess, and the rest shali be representatives of the
teaching, child development, medical, and nursing professions
and other individuals interested in child welfare. One third
of the initial appointments shail b~ for 1 year, one third for
2 years, and one third for 3 years, and subs~quent appoint-
ments shall be for 3 years. Vacancies whan there are
unexpired terms will be filled. This council will advise the
Department of Public Welfare on licensing and regulations of
centers, and make an annual report. Council members will
reccive no pay but be reimbursed for necessary expenses.



Penaltics for Violstions

sinyone opelating a center without & license may be
fined @ maximuin of $100 for the first offense and $500 for
cach subsequent offense.

Day Care Centars and Early Education

Child  day care, whether or not it explicitly
acknowledges an educational function, nonetheless involves
the child in an educational process. The important considera-
tion here is the provisions aftecting staff qualifications.
Legislation ds it affects minimal standards for health and
medical seivices, safety, 21d nutrition is sound. The qualifi-
cation proposed for administrators: a high-school education
and 2 years of higher education or 2 ycars’ experience with
children, does not appear to be adequate for administering
such a program, even though it may be the only practical
way to begin. The report has emphasized the complexity
concerning the young child's growth in such arcas as
sensory-motor, perceptual<cognition, language, and socializa-
tion skills. Only under a set of random conditions, would
any administrator meeting these standards ever hope to
obtain the necessary knowledge of child development which
this report clearly reveals as essential in establishing quality
educational experiences for the growing child. More
important, however, is the very high probabitity that, in the
absence of such knowledge, deprivating conditions could weli
occur. The report has documented unequivocally the fact
that such conditions lead the child to developing disabilities
in learning that result in a cumulative-deficit pattern of
school achievement. The idea of special education for staff
members is not clear in terms of what that education should
be, its content, or its duration. The conditions of providing
sanitary play materials and equipment, specifications for
indoor and outdoor play, and considceations for active and
quict play suitable to children’s age levels and abilities are
significant provisions. Also, significant is the appointment of
an Advisory Committee consisting of 2 cross section of
professional and lay people directly involved and concerned
with the enforcement of the regulations.

Significant as these two provisions may be, however,
the emphasis does not appear to derive from a considesation
of the educational process per se. This is clearly revealed in
the composition of the Advisory Committee. Out of a com-
mittee of 18, references made seem to imply that the par-
ticipation of the teaching profession and the profession of
developmental psychology is not substantial. The State
Department or £ducation should seek a larger representation
on this very vital committee.

The significant impact that the programs hold for the
child's development has more direct ramification cr implica-
tion for the educational enterprise iiself. In termis of the
present naticnwide trends, shifts are now being made to
place programs such as Head Start, whose conceptualization
parallels many of the proposed provisions of day care
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centers, within the jurisdiction of State Departments of
Education. Important as wedlare factors are, wlen compared
to the potential benefits or liabiiities that can be accrued in
an educational sense, these conditic s diminish in compari-
son. In summary, this investigator applauds the efforts to
upgrade the rules and regulations covering Day Care Centers.
It is a significant improvement over previous legislation.
However, since the State of Ohio is now making it its
business to look out for the welfare of its preschool-aged
children, this legislation should be regarded only as a first
step. Clearty, the nced remains to assure that the young
child’s experiences in such centers enhances his opportunity
for developing the skills needed for future success in schools.

Kindergarten and Prekindergarten
Legislation

In terms of priorities previously discussed the proposed
legislation in this area was a definite step in the right
direction. The requitement for comprisory kindergarten for
the districts was sound in terms of making programs
available for all S-year olds. The requirement, however,
should have been extended to include compulsory
attendance. The inclusion of permissive prekindergarten is
also a sound move in terms of generating the canditions for
future development of these kinds of programs throughout
the state.

There has been a tendency with new programs such as
Head Start and older programs such as nursery and day care
centers and kindergarten, to go off in many separate direc-
tions. Clearly, the State Department of Education should
provide quality leadership in the area of kindergarten via
minimal standards. Ii should also provide quality leadership
of an advisory nature concerning prekindergarten programs
to assure that such programs are based on sound educational
concepts of child development. In other words, the State
Department of Education should give its implied approval of
any district’s proposals for prekindergarten before the pro-
gram becomes operational. To be sure, flexibility is needed
in order that local nceds are met, but baisnced programs are
also needed and should not vary significantly from distiict to
district any more than necessary. Leadership at the state
level must be brought forward to assure a continuity of
development for prekindergarten and kindergarten. Such
leadership would soon place Olio as the nationwide leader in
preschool education.

There is a problem, however, in the exercise of advisory
leadership in the formal education of preschool-aged children
and that problem lies in the establishment of standards. The
State Department of Education has no legal mandate to
develop minimal standards for kindergarten since the pro-
gram is not compulsory. Neither do they have any legal
authority to develop standards for prekindergarten since this
responsibility lies with the Child Welfare Board. In short the
essential first step in educational leadership — establishinent
of minimal standards for quality ecducation — cannot



logically be conducted by the State Department of Educa-
tion at this time,

In addition, the State Department of Education cannot
develop a professional staff to provide the leadership in
preschiool cducation because it does not legally fall within its
jurisdiction,

O
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Thus, until legislation is passed which will place the
lega) respoasibility for establishing minimal standards for the
quality education of preschoolers and  staff to promote and
help implement the standards, Ohio’s progress in the formal
education of preschool-aged children cannot be substantial,
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XV. CONCLUSIONS AND RECOMMENDATIONS

Conclusions and recommendations stated for each of
three priorities concern curriculum, teacher training, welfare
of the child, parental involvement, and other refated
administrative aspects.

First Priority

The research findings suggest that preschool-age children
reared in depressed poverty areas are exposed to a higher
incidence of deprivating conditions than their more affluent
counterparts resulting in the development of sets of learning
disabilities which depress significantly their pattern of school
achievement, There is evidence that this pattern of school
achievement is characterized by a fanning-out 2ffect in which
deficiencies between children from homes in poverty-
depressed areas and those children reared in affluent homes
steadily increases over time. Thus, a cumulative-deficit effect
appears to be developing in which the child’s ability to
achieve steadily decreases throughout the school years,

Recommendation 1: It is therefore recommended
that the State Department of Education place as
its highest priority in preschool education, the
establishment of a policy concerning the education
of children reared in the poverty-depressed metro-
politan, rural, and semirural areas of the state.

A sccond recommendation concerns the subsequent
school years of these children, particularly, the first three
years of elementary school. It must be remembered that
regardless of how substantial the impact of 2 carefully
developed preschool education program in the development
of the children’s capabilities, the deprivating conditions
which characterize their environment will probably ot
change in a qualitative sense.

Recommendation 2: Accordingly, it is recom-
mended that the policy of education for these
children be extended to include special considera-
tions for educational planning during the first
three years of school.

Curricular Programs

Children reared in depressed poverty areas appear to
develop disabilities of tearning which involve departures from
normal patterns of development in the perceptual-cognitive
and language processes. The deviations from the norm were
found in perceptual processes involving the child’s ability to
distinguish objects on the basis of their concrete and abstract
features and to use various classificatery skills to categorize
and sort the objects and things either on the basis of their
resemblance or functional features. Concerning language
process, departures were found in the ability to usz auditory
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skills with which to discriminate soun: s, label the properties
of objects and events, classify objects on the basis of other
respective labels and use vocabulary, syntax and grammar to
communicate and mediate thinking.

Recommendation 3: 1t is recommended that the
State Department of Education set up a commis-
sion of certified K-3 teachers and developmental
and education psychologists to establish guidelines
for the development of curricular program mate-
iials and methods, etc., which are needed to
educate these children at the preschool level.

In accordance with this objective, guidelines are sug-
gested in areas as follows:

Perception-Cognition

e To provide opportunities to cbserve, touch and manipu-
late a variety of both two-dimensional and three-
dimensional objects (e.g., artwork, clay, building blocks)
in order to allow the development of visual perceptual
processes and an awarencss of the invariant nature of
objects themselves and their displacement properties.

¢ To provide story materials to be read to the children and
musical recordings to which they may listen in order to
develop the aud‘tory discrimination skills of the child.

o To provide sets of conzrete objects and play materials in
order to help the child recognize the ways in which
objects may be distinguished one from another (i.e., form
or shape, color, size, and functional use).

o To provide a series of concrete objects and play materials
of various forms, colors. and sizes in order to develop
classificatory skills which involve sorting the materials on
the basis of their physical properties (e.g., form, color)
and on the basis of their functional properties (use).

Language

e To provide a standard modet of the English language for
the purpose of interacting with children such that they
learn to 1abel objects and events, to promote and increase
their vocabutaty and to use syntax and ~rammar to
regulate the expression of language.

It is important that the materials devcloped match some
of the experiences of the child based upon kis culture rather
than the experiences of the general culture at large.



Measuring Progress

Closely aligned 1o the concept of curricutum is the
concept of observing the student’s progress.

Recommendation 4: Accordingly, it is recom-
mended that the commission undertake a study
with child developmentalists and specialists in the
“clinical”™ obsewvations of young children, concern-
ing e development ot procedures with which to
measure  the child’s ability to develop the
normative pattern of skills characterizing  his
perceptual, cognitive, and language processes.

The methods should include a clinical ohservation of
the child’s abilities to do certain things in its normal
sequence of development rather than place the ¢hild in a
test-taking situation. The emphasis should be diagnostic and
individualized to identify areas in which the development of
the child departs from the norm and areas in which he does
nol.

Teacher Training

Arresting the trend towards a cumulative deficit for
learning is within the state of the art for these children. It
clearly requires a very careful development of curricular
materials which derive their substance from the nature of the
disabilities being accrued and the conditions which tend to
prevent the normal development of the child's perceptual-
cognition, language and self-concept processes. 1t also
requires a very extensive and complex training program for
teachers. Equipping a well-trained person with the most
modern tools that the state of the art can provide enhances
significantly that person’s confidence in doing his job. On
teaching the population children defined “First Priority”,
this is particularly significant in licu of the effect teacher
expectations have on the subsequent performances of the
children.

Recommendation 5: It is recommended that pre-
service or on-the-job training of teachers include
provisions for allowing the teacher 10 develop skills
that increase his capabilities.

Implenenting this recommendation would involve
teachers capabilities to accomplish the following:

e To become a student of the cultures in which he is
teaching in order that he may understand rather than
judge the walues of the children and the subsequent
impact that these factors hold for his lecarning.
Specifically, the teacher should learn skills ofan
anthropological nature to understand more thoroughly the
structure of the culture in which the child is developing.
The teacher should be aware that the child is, in fact,
surviving in a subculture and that there is no standard
correct or incorrect way of behaving. There is rather the

@ cessily to develop the capabilities and skills which per-

E lCl him to operate effective’, and efficiently in both
AT LUres.

e To become sufficiently acquaintad in the use of the
curriculor materials withe the children, rather than fean
about them in the child’s sbsence There must be provi-
sions for a continval imterface thioughout the teacher's
training between the teacher and the students he will one
day be instructing. The resutts of experience in working
with the materials and the children simultancously will
increase both the teacher’s confidence und skill in improv-
ing the children’s capabilitics, [t will further increase the
probability of seeing that the children experience success
because the teacher is skilled and knowledgeable enough
to know not only how significant the success expericnces
are in  promoting the development of achievement
behavior, but also how to provide for its systematic
development,

e To become proticient in the knowledge of child dewelop-
ment in the growth of perception, cognition, Tanguage,
and sclf-concept processes and to see (heir relevance in
terms of both the curricutar materials and the interaction
process with the child.

e To become sufficiently proficient in the motor develop-
ment of young children, particularly as it relates 1o the
development of the visual perception in tactile and practi-
cal manipulation processes.

e To become sufficiently proficient in how socialization
patterns develop to assure that children learn to get along
with one another aiid to assure that the teacher does not
attempt to develop socialization skills whose complexity
might fall welt beyond the child’s capabilities.

e To become sufficiently proficient in the principles of
learning, particularly in the use of operant learning condi-
tions of reinforcement. The purpose here is 10 equip the
teacher with the skills of how to stabilize the capabititics
being developed by the child through the judicious use of
reinforcers and how the latter can be identified.

e To develop a sufficient understanding of ways to check
the progress of the child. Here we are interested in a
“clinical” rather than an objective testing situation in
which the teacher learns how to diagnose areas in which
the child's growth along certain dimensions departs from
the normative pattein of development.

Recommendation 6: Furlher it is recommended that
the commission look into the possibility of developing
Preschoo! Education Programs in Colleges of Education
througliout the state with particular emphasis on the
development of teacher skills at this level for children
from the depressed poverty areas.

Welfare of the Child

Research on nutrition and learning was seen to
influence the child's learning in a number of ways: less able
to attend and because of a low level of energy, more casily
fatigued in the complex and demanding task of learning. We
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also noted how the “infeclion” of many types and varieties
confounds and adds to the conditions affecting the energy
and metabolism of the child. Aside from the biotogical needs
is the high probability thut problems in seeing, hearing, and
so on might go unnoticed and, as such, inadvertantly intro-
duce a deprivating condition of a sensery-stimulation type.

It appears clear that the "hoo! has a vested interest in
the welfare of the child in terms of his basic needs and
should undertake the responsibilities to see that the nceds
are mct.

Recommendation 7: Accordingly, the commission
should undeitake 1o exantine ways in which cloth-
ing, meals, and medical examinations can be pro-
vided for the child and to examine ways in which
the agencies responsible for the services can be
coordinated efficiently and effectively through the
State Department of Education.

Parental Involvements

Inner<city parents hold high aspirations for their child
in education and tend to view with some positiveness com-
mitments to carly education: Head Start being a prime
example of this positiveness. The favorable attitude probably
emerges not so mwuch from the program in terms of its
successes which were relatively few, but from the commit-
ment made 1o ¢o something. When Head Start was aimed for
a particular community, answers were immediately available
to questions raised from the parents and community leaders
such as “What are you prepared to do?”, “What kind of
cbjectives are in mind?”, “What resources are needed and
what resources can be provided?”’, but more importantly,
“What is the financial commitment you are able to make?”

Recommendation 8: It is reccommended that the
comimission appoint a committee of lay people,
parents, and social scientists to find out how to
enter a community with an active oriented educa-
tional program of high merit and considerable
benefit to the children in a way that predisposes
that community towards a favorable attitude
towards that program and its implementation.

Administrative Aspects

Pupil-Teacher Ratio. Presclioolcducation data are not
now available to project teacher supply in the area of pre-
school education. One of the problems is establishing pupil-
teacher ratios. Establishing ratios is difficult since we are at a
period of entering an era of preschool education. However,
some attention should be given to what desirable pupil-
teacher ratios should be.

Recommendation 9: Accordingly, the corimission
should study and define what optimal teacher and
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adult ratios arc desirable and then examine what
types of data are nceded to project supply (ie.,
number of certified kindergarten, primary, and
clementary teachers, number >f teachers available
for parttime cmployment, etc.), in order to
examine the extent of manpower shortage.

There are some alternatives in addition to adding a
preschool  curriculum in the colleges and universities.
Judicious use can also be made of qualified parents and
other auxiliary personnel.  Accordingly, the commission
should spell out what aspects of the child’s preschool
experiences can be handled by these two population groups
under the supervision and direction of the teacher.

Intensity of Program, It is important to note that when
significant achicvements were found for Head Start, it was
with programs which ran 9 months to 1 year. There is little
doubt that the summer programs do not bring about endur-
ing capabilities and skills.

Recommendation 10: Accordingly, preschool pro-
grams for the children should run the entire year.
Opportunities for outdoor summer activities involv-
ing trips to zoos, museums, etc., should be
included.

There is also one other advantage here and that con-
cerns the daily duration of the program. There is good
reason educationally 1o keep the children for most of the
day, particularly since it is both possible and desirable to
build in some flexibility in the programs concerning rest and
play activities. More important, however, is the fact that a
high probability exists that mothers of these children will
want to work. In additica to giving motbers a chance to
work, a day-care preschool program will not only expose the
children to a more stimulating educational experience but
will remove them from deprivating conditions which are not
conducive to normal growth and development.

Recommendation 11; Accordingly, it is recom-
mended that the preschool programs for the
children be established to include a full days’
activities, 5 days a week, rather than some com-
bination of half days, full days, every other day,
etc.

Facilities, Health Standards, and Eligibility. The report
did not address itself to the problem of facilities per se, nor
did it directly consider who should attend.

Recommendation 12: The commission should
identify what guidelines should be established con-
cerning facilities in terms of space, safety, and
sanitary conditions and then attempt to determine
what facilities might be available for leasing,
purchasing, etc.
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Recommendation 13: The commission should
undertake a study concerning the criteria em-
pioyed in tlead Start and to examine what, if any,
refinement in the statistical procedures might be
made to identify target populations of children.

Day Care Legislation

The qualification of the staff and composition of the
advisory committee does not reflect a substantial commit-
ment to the educational process per se. There appears to be
litle in the way of controls concerning the types of educa-
tional experiences the child is provided. The jurisdiction
appears to have been misplaced. The experiences these
children have may or may not offset the potential tearning
disabilities which they may be acquiring at home.

Recommendation 14: Accordingly, it is recom-
mended that the Day Care Centers be phased out
of the Department of Public Welfare and into the
jurisdiction of the State Department of Education
at such time that this department has developed its
policy concerning preschool education in Ohio and
is ready to begin implementation.

Second Priority

Kindergarten

The second priority in the area of preschool education
concerns kindergarten in the state of Ohio.

Compulsory Attendance. The evidence concerning
kindergarten is somewhat scattered but conclusive. The re-
search which compares acliicvement of first-grade children
who attended kindergarten and those who did not, clearly
favors those with kindergarten. National statistics presented
show no more than six states which do not have state
statutes concerning kindergarten. The Elementary and
Secondary Education Division of the Ohio Department of
Education reports that over the past decade kindergarten
enrollment has increased 41.3 percent. Approximately 70
percent of all Ohio’s elementary school systems now offer
kindergarten.

Recommendation 15: In view of the national and
Ohio trends and evidence concerning the benefits
of kindergarten, it is recommended that the
attendance in kindergarten be made compulsory
for S-year-old school-age children.

Recommendation 16: It is recommended that the

commission develop a procedure to determine the

exact number of employed teachers with primary/

kindergarten certificates andfor elementary
Q certificates,

RIC

Aruitoxt provided by Eic:

84

Recommendation 17: In additicn, the commission
should develop minimal standards concerning
curriculum, pupil-teacher ratio, ard other consider-
ations normally included in the elementary
standards.

As part of the minimal standards, guidelines for
curriculum should be established to ensure continuity of
programming throughout the state and to vnsure the
experiences provided are linked to the skills required for
successful achievement in the first grade. Tiie guidelines for
kindergarten should therefore be based upon the premise of
increasing the liklihood of success in the first grade rather
than replacing kindergaiten with first grade objectives.

Third Priority

Prekindergarten

The evidence conducted with nursery schools suggests
also that childzen from middle- to upper-<class homes benefit
from organized programs of preschool education. The need
for prekindergarten among those homes is not as great since
there is a high probability that many of the experiences
which a child needs for the normal development of skills
needed for success in school, already exist in the home.
Trends are appearing which suggest that, in the next decade,
increasing demands might be made on the concept of
preschoo).

Recommendation 18: Accordingly, Ohio should
implement permissive prekindergarten as the fisst
in a series of developmental stages in anticipatiop
of the future needs for prekindergarten.

Recommendation 19: It is recommended that
~uidelines be established concerning the qualifica-
tions of teachers, pupil-teacher ratios, facilities and
space, health standards and curriculum to help
school districts establish their prekindergarten
programs.

Many of the guidelines for curriculum and staffing can
be derived directly from the report. Other information can
come from the commission studies suggested in the discus-
sion on recommendations and conclusions concerning the
First Priority.

Staffing. To camry out the recomimendations of this
report, it will be necessary to develop a staff with expertise
in early education,

Recommendation 20: Accordingly, it is recom-
mended that the State Department of Education
be provided sufficient funds for expanding its staff
to include specialists in this area.



Recommendation 21: It is recommended that the
staff be utilized in a leadership role that would
include the counseling of individual school districts
in the conceptual development and implementation
of kindergarten cducational programs.

Experimental and Demonstration Programs. Repeated
rcferences made in the report documented unequivocally
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that a carefully conceived program would benefit greatly
pisschool-aged children, patticularly those from the poverty-
depressed areas of the state. A need remains, however, to
Jevelop curriculum materials and to test them empiricatly.

'~ .ummendation 22: Accordingly, funds should
be provided lo the State Department of Education
for expz2rimental and demonstration programs.
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TABLE A:1. ESTIMATED NUMBER OF CHILDREN AGFD 3, 4, AND 5 YEARS BY POVERTY STATUS(2)
FOR COUNTIES IN OHIO, 1968

Estimated Percent All Children Aged Children in Low-Incone Familics Aged
of All Ohio 3 4 s 3 4 s
County Children(a) Total Years Years Years Total Years Years Years
Adams 344 1,492 437 512 543 513 150 176 187
Allen 11.4 6,820 2,166 2,331 2,323 778 247 266 265
Ashland 10.5 1,870 564 631 675 196 59 66 71
Ashtabula 11.0 4,738 1,527 1,611 1,600 521 168 177 176
Athens 215 3,870 1,132 1,307 1,431 832 243 281 308
Auglaize 12.4 2,052 685 726 641 254 85 90 79
Belmont 15.3 3,156 1,066 1,121 969 483 163 172 148
Brown 24.5 1,400 435 512 453 343 107 125 111
Butler 8.0 10,135 3,299 3,408 3428 811 264 273 274
Carroll 15.0 609 236 215 158 91 35 32 24
Champaign 15.5 2,176 659 716 801 337 102 111 124
Clark 100 11,611 3,629 3886 4,096 1,162 363 389 410
Clermoni 89 5,544 1,734 1,884 1,926 493 154 168 171
Clinton 18.1 2,740 780 900 1,060 496 141 163 192
Columbiana 11.8 5,032 1,663 1,670 1,699 593 196 197 200
Coshocton 15.6 2,248 691 779 778 351 108 122 121
Crawford 109 3,777 I,111 1,261 1,405 411 121 137 153
Cuyahoga 7.1 79,804 26,662 27,207 25935 5,666 1893 1,932 1841
Darke 15.9 3,110 964 1,077 1,069 494 153 171 170
Defiance 114 2,277 720 17 780 260 82 89 89
Delaware 11.8 2,637 726 978 933 311 86 115 110
Erie 33 5,695 1,724 1,902 2,069 473 143 158 172
Fairfield 12.2 5,172 1513 1,756 1,903 631 185 214 232
Fayette 18.9 1,679 516 561 602 3i8 €3 106 114
Franklin 84 58,020 17,826 19,668 20,526 4,873 1,497 1,652 1,724
Fulton 12.8 2412 751 825 836 309 96 106 107
Gallia 235 1,357 381 461 515 319 90 108 121
Geauga 7.1 4919 1,493 1,670 1,756 350 106 119 125
Greene 8.0 8,250 2,506 2,857 2,887 660 200 229 231
Guernsey 18.4 1,709 498 596 €15 315 92 110 113
Hamilton 9.1 47,159 15,610 16,459 15,690 4,347 1,421 1,498 1,428
Hancock 11.7 4,363 1,342 1,448 1,573 510 157 169 184
Hardin 19.1 1,726 511 617 598 330 98 118 114
Harrison 17.9 795 248 285 262 142 44 51 47
Henry 13.1 1,428 456 496 476 187 60 65 62
Highland 25.6 2,142 614 732 796 548 157 187 204
Hocking 18.9 1,182 357 376 449 223 67 71 85
Holmes 225 1,250 434 423 393 281 98 95 88
Huron 1t.4 2,992 954 1,008 1,030 341 109 115 117
Jackson 21.1 1,086 354 361 37 229 75 76 78
Jefferson 10.0 4,336 1,458 1,448 1,430 434 146 145 143
Knox 12.9 2,293 715 805 773 296 92 104 {00
Lake 4.1 14,958 4,559 5,048 5,351 613 187 207 219
Lawrence 16.8 3,739 1,204 1,281 1,254 628 202 215 211
Licking 10.6 8,770 2,558 2,943 3,269 930 27 312 347
Logan 15.8 1,416 479 487 432 221 76 77 08
Lorain 7.3 17,330 5,493 5,799 6,038 1,265 401 423 441
Lucas 8.5 20,137 6,832 6,820 6,485 1,712 581 580 551
Madison 139 2,035 601] 701 732 283 84 97 102
Mahoning 83 7,791 2947 2,666 2,178 647 245 223 181
Marion 1:.2 4,192 1,335 1,417 1,440 470 150 159 161
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‘ TABLE A-1. (Continued)
Estimated Percent All Children Aged Children in Low-Inco1 1e Families Aged
of All Ohio - 3 4 5 3 4 5
County Children(?) Total Years Years Years Total Years Years Years

Medina 8.0 5,566 1,690 1,873 2,003 445 135 150 160
Meigs 29.3 1,066 336 324 406 312 98 95 119
Mercer 14.5 2,822 885 929 1,008 409 128 135 146
Miami 10.4 5,54] 1,703 1,846 1,992 576 177 192 207
Monroe 25.8 1,368 411 472 485 353 106 122 125
Montgomery 7.5 31,130 10,150 10,567 10,413 2,335 761 793 781
Morgan 224 868 275 289 304 195 62 65 68
Morrow 139 1,831 561 612 658 254 78 85 91
Muskingum 134 5,139 1,625 1,727 1,787 688 218 231 239
Noble 258 528 175 192 161 137 45 50 42
Ottawa 9.4 1,848 600 597 651 173 56 56 61
Paulding 14.7 1,474 446 498 530 217 66 73 78
Perty 18.3 1,310 415 440 455 240 76 81 83
Pickaway 16.4 3,097 334 1,050 1,113 518 153 172 183
Pike 25.2 1,085 339 365 381 273 85 92 96
Portage 8.0 9,020 2,699 3,023 3,298 722 216 242 264
Preble 13.7 2,389 742 832 815 328 102 114 112
Putnam 17.0 2,143 696 715 732 364 118 122 124
Richland 8.1 8,070 2,523 2,767 2,780 653 204 224 225
Ross 15.5 3,523 1,132 1,215 1,176 545 175 188 182
Sandusky 10.5 3,072 1,042 1,019 1,011 322 109 107 106
Scioto 18.3 3,766 1,200 1,299 1,267 690 220 238 232
Seneca 11.0 3,015 1016 1,050 949 332 112 116 104
Shelby 12.6 2,715 884 916 914 341 111 115 115
Stark 8.1 18,717 6,169 6,302 6,246 1,516 500 510 506
Summit 6.8 30,497 9,681 10,318 10,498 2,074 658 702 714
Trumbull 7.3 11,335 3,723 3,782 3,830 828 272 276 280
Tuscarawas 12.0 3,692 1,169 1,291 1,232 443 140 155 148
Union 16.1 1,084 341 381 362 174 55 61 58
Van Wert 13.7 1,055 349 353 353 144 48 48 48
Vinton 27.1 281 106 82 93 76 29 22 25
Warren 8.9 7,546 2,202 2,601 2,743 671 196 231 244
Washington 17.4 4,002 1,240 1,369 1,393 696 216 238 242
Wayne 11.5 5,530 1,630 1,873 2,027 635 187 215 233
Williams 13.0 2,283 698 765 820 297 91 29 107
Wood 9.5 4,386 1,344 1,583 1,459 417 128 150 139
Wyandot 14.6 956 334 328 294 140 49 48 43

Total 591,792 188,650 201,070 202,072 57,804 18,328 19,652 19,824

(a) Living in families with less than $3000 annual income (1960 dollars).
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APPENDIX B

TECHNICAL PROCEDURES FOR PROJECTING CHIL " EN
BY AGE FOR OHIO COUNTIES

Estimates by county of the number of chi'dren aged 3
4, and § yecars are based on the number of bitths recorded
by county of residznce of patents for the respective cohorts,
For births through 1967, this information was available from
the Ohio Department of Health, Division of Vital Statistics,
Columbus. Ohio. Thus. children aged 3 years in 19608 are
approximated by the number of children born to persons
living in the appropriate county of residence in 1965, plus
an allowance for net migration in these age groups. For
children not yet born. ptojections were made by assuming
that birth trends after 1968 in Ohio will parallel those
projected by the U.S. Bureau of the Census for the United
States as a whole.*

No allowance was made for mostality from birth to age
five. since over 97 percent of all children botn in the United
States currently sutvive to this age.** To the numbers repre.
seated by cach birth cohort, allowances were made for
vhanges due to migration into or from the birth cohort.
These estimates assume that trends in net migration obscrved
for each county during 1960-65*** continued through 1968.
The age distribution of intercounty net migrants in Ohio was
based on the distribution observed for the United Siates
during 1966-1967.**** Thus of the total net migration, all
ages combined, observed during 1966-1967, approximately
2.5 percent was represented by single-year age groups under
$ years of age, such as children aged 4049 ycars.

Estimates of Yourg Children
in Low-Income Families

Data ate not available for individual states or counties
on the number of children living in low-income familics by age
of the child. HHowever, such data are available for the United
States, by place of residence by color, for 1960.***** On

- a i ———

*US. Buteau of the Census, Cuttent Population Reports,
P-25, No. 181, "Projections of the Popuhtwn aof the
United States, by Age, Sex, and Colot to 1990™,
December, 1967,

**US. Department of Health, Vducation, and Welfare,
Public Health Service, United States Life Tables: 1959-

1961. PMS Publicstion No. 1252, 1 (1), December, 1964,

't Rosenderg, op. cit . Match, 1967,

*e0211 5 Bureau of the Census, Current Population Reports,
P-20, No. 171, the Po
United States,
1968,

#4000 S Bureaw of the Census, 1960 Census of Population,
PC () - 4, Subject Report, “Families™, Tabdle 13
wnd BC (D) - 4B, “Persons by Family Characterisiis’,
Table 102,

“Mobility of the Population of the
March 1966 to March 19677, Aprtil,

-RIC
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this basis. a statistic.! ¢
(1} children under
incomes of less ¢!
children under

ationship was established between
ats of age living in families with
00 in 1259 as a proportion of all

1960 (taken as the dependent
variable), and (. b incomes of less than $3,000
in 1959 as a piopn i - il famulies in 1960. The relation.
ship. eostablished by classical least-squares linear regression,
can be expressed as follows: X; = .0077 + 1.1081 X;. Of
the variation in the dependent variable, 98 percent was
explainad by the indeperdent variable.

Thus, given the propertion of families with fow incomes
for any ares. a state or county, the expression provides a
relatively re'iable method for estim:zting the corresponding
number of young children in famiies below the poverty
level.

Projections of family income assume that trerds the
teduction of poverty observed since the late 1950's through
1966* will continue through 1968, and will remain at that
level through 1975; illustrative figutes assume a continuation
in the downward ttend at the 1950-1966 rate. While it is
true that economic gtowth has not been uniform throughout
Ohio since 1960, we have assumed that increases in family
income during this pericd have been experienced at the same
rate throughout the State. Refinements of this assumption
would n ot substantially alter the results of this study.

*U S Buteau of the Censux Current Pcpulation Reports. P-60,

No. $4. “The Extent of Poverly in the United Ststes, §939.
1966, May 1968,
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