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This study focuses on the impact of extensive social work with parents '
bon the . development of their pre school child. Pre- school children attending two
i~ .q, K
high quality day care centers, Culver City and San Pablo, show a very similari
, . .

e and progressive development during the first six weeks of day -care, but only in

T . \. 10

. the Culver City sample was this progreasive.development sustained during the next - ’

10% months of being in the program and during their. first year of Kindergarten.

e ' .

The differentiation of these trends first became visible in the 6-week to

o : 1.
_ 5-month interval. It was, furthermore, hypothesized that this differentiation,‘"
. "qand more specifically the more extensive,progresiéye growtheof many of the Culver

City children was a function of changes in their parent- child relationships and ;
. the’ latter in turn was . influenced by a social work contact _'.
"‘_"/’;‘. To arrive at the conclusionbthat change in the child is affected by change
. in the parent- child relationship, a series of analyses were undertaken.j The.inter-ﬁ.l

correlation of the varioqs child ‘indices was studied first and - is best summarized ;

' by ‘the findings on the change sébres. Children who are rated as improuing in
H s .
their’ general adaptation from the 6 week to the S ‘month point, alsooshow progres-

sive development in their psychological move from home to center, their peer .

rer, thet '(f’

relatiqes, their modulation of aggression, their Stanford Binet I. Q. score, and

v

their task orientation as measured in a variety of ways.v

v N The study of_the,intercorrelation of various parent-child ratings is also o
:best'summarized bx;the-findings on the intercorrélation of ;ane scores.' Those .“
' parents who during the 6-week to the/s-month int 9{/cha ged the most on a g

Y \
global parent Tb

s >
ild impact change rating\are the*same parents-who increas

: th their child.‘ They also/ﬁended to increéae theeactive

child and more - frequently move him to new experiences. c e
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' that for the parent child changes it was found that the

©

0
O
LY

aof cases. needed to sustain ‘the chila's developmental progress.

“ in - . o : -

| | . _._;
Finally interrelating the pattern of change in the

A}

a

parent-child affection and the extent and clari“
8

of the!parents availability

For this samplc it would seem that changes in the clarity of the parents

.bility were pa;ticularl
[ ‘

The approach/to early interven;ion which has yielded the above findings,

‘on how parent ~child changes influence c i’d development stresses tha% in” each
. ‘o /‘Y‘»v ) '

whose solution can ibe greatly facilitated by working with the parents .while at-~~'

' the same_ time exposing the child to an individualized pre school/é;rriculum. lt .

n i
% .

\

is the general hypothesis that changes in family functioning are

LI
[

i,

’ The initial evi-

dence contrasting the Culver City and San Pablo population and tﬁe analyses p

-

within the Culver City populafion suggests this ib the éase. ‘";' ‘ '_:%ilzﬂf

in the majority 4.

avail- b

y- strongly related to changes in the child's dcvelopment.‘:f,jv

¥ set of"family child interrelationships there .are certain developmental problems‘-j
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.sTATEMENT OF THE. PROBLEM THE OUTLINE OF OUR APPROACH AND : ., ”7..
THE DESIGN OF ,TI{E STUDY ! : .

a1 o . v

A. Statement?of the Problem. in

. .

' ’ ) a )

A great deal has been stated about the limits and potentials of the_5

b

~;“- child s development in the early years,(MbV Hunt, 1961) _Less 1s” known'about

-

f what changes.in the environment interact with developments’indthelchildfin order
: S : o

to enhance that development and sustain those gains. It has often bepn-found
‘,that the initial impact of a program is impressiVe but that further growth was

0. . \

'+ not seen or ‘the child revgrted to the previous rate and quality of development :

r

¢
.

after the program ceased (Karnes, 1969) How to understand this pattern and to‘

avert the decline became for us a critical research problem. S .,

[
t

-

CAt the time this project was planned,,our pilot studies (Heinicke,

o)

‘ l973-a b) and the researrh of several other investigators (Klaus and Gray, 1968)-

4 ° Joe
v

~indicated that interventions directed toward the family might well be a factor

1 . ’

that would both enhance and sustain those changes being eanuraged by an indi-

'.. - _ )
: ]
vidualized pre- school curriculum in a- day care center. As such it represented
. . v “ _
., "a return to an emphasis prominent in the child development literature of the Y

S 40" s and 50's (Sears, Maccohy, and Levin, 1957 Heinicke, 1953) and again revi-
SR

&4

ta1ized by more recent research (Baumrind 1970) Different‘was the fact»that

T the_experience of working with parents in'a variety’of helping situations was
- : . _ i : . o .
'Vpnow being used to change the "patternﬂ.of parent-child relationships.:
- ’i_fgiven our‘interest.in;the association_between.pre-schbollchild devél-.
: Pément and;the concurrent'nature of_the'Parentichildf;élationships;/éhejnex{'ﬁ
. L ) : . ’ : s x4
question‘became"one of how to conceptuafize and:focus these.two'sets of 05¥1ab1és1f
L .80 that they could be both studied and influenced. Our interest in learning:%
and‘part ularly the prevention of later learning d1srurbances, made us' concen-
: {

_‘trate on those gre-school variables that would anticipate.variations_in the"i
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. variable and then posed the further question of what pattern or profile of

. orientatiqn. (7

.,~ cations of pleasure, of producing something, and of - pride in ﬁ.

e

T
child ] academic acbievement in the elementary yea}s ' R ' '% )

Review of the existing literature (Heinicke, 1973) and our own pilot

E]

-reSearch led to. a focus on. task orientation as a -central chilg developmental

v v

parent child relationship variables was associated with variations in that task
. . - . . . . ! :
. % L . o
PR " . . ' . , N > . ) ’ ’ . ) . : e ] -
.o . We reasoned‘that the-assessment of the'childfs task orientation is"

3

not only critical in understanding his readiness to learn and perform, but also -

" |

. -

‘serves as a- link\to various aspects of his development. By ‘task orientation ‘we

. v 1

describe a process whereby\the child shows his capacity to engage in produce o

[

in, and take pride and pleasure in a task ' To engage in clearly has’a motiva- :

. \ ¢
-~ S

tional connotation, can the child" regulate his own. behavior SO as/to be: involved’_

\ \1 - / ‘ o
and persist.- Not. attending, act1ve1y resisting invoIVement, and disrupting

- others are negative behaviors ithhis regard Once engaged what are’ the indi-
. -~ ,

.

J - ‘ o
"One wayvto-contrast children is to observe-which_of_these,components'they'are'

D N

capable of showing in relation to a given tasm.f ' . Iy - B

o

e YOung children can be further contrasted by observing the1r orienta- e

tion to tasks yhich vary in the extent  to which theylhave been structured by an.

', .

R adult.? We have so far distinguished'~. i
. 1 . : ; . :
j'?.'v:l. ~Those tasggpwhich'the child himself definea and pursues S
| S Thus, ‘the gask.may be\ts build a, secrat house of'blankets
There-is pleasure‘in the construction and pride -when it is a
jg/. - ’ successfully completed and,used,jr ) * ; ~u,-
X 2ﬂ Tﬁose tasks which are defined by making_specific materials
B . \\kavailable to the child, su gesting;ways of using thislmaterial
N - IR

but leaving,the child room fo?~self structuring.t Foq_example,
~ ) o

-

achievgment. '
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. ? on the firgt day of entry into pre-school when three year old ‘
o . ' e o
. e - Judy and‘AmL were accompanied by their mothers, Judy could| e

l a

Become invohved hn the playdoh offered by thegteacher and i

ca l

\"‘;»n definé it as making cookies for her mother.' By’contrast, Amy, e
~. 4

I

though showing pride in the paintings that she qnmpleted, could

b [not stay with the self definéd painting task and had to attack
) : another child/who was also trying to paint (Heinicke, 1973) ' »
. : , i ) ; . \ : s o : Y \.‘; e
: -'/'"- . <‘l‘ho e tasks where bhe;goal ‘and the steps to reach that goal are 2
o 'i . ) g;fined by ‘the .adult. Thus, the‘story time defines that.the = - .
: ! S y , T

I child attend,.not disrupt "and contribute in some formvto the b
- o group effort. Thls, Judy readily seated herself for the bookFA~.

E _fd f' time,'lométimes(l stuattention, 1bviously followej the storyvf:7 . ;l;
1'3'.>‘}.'- l but sometimes could not.answer a question quickly enough By.ﬂ SR
' | i contrast Amy delayed Joining a: story time‘bdisrupted the. story

' N

;i e ;, $'6 ﬁ? throwing playdoh and had to b held to avoid further disruP-fm

Lo o tions (Heinicke 1973). The systematic assessment of the child LR

: o . ; ?
;é“ ' C o task orientations will be described in subsé?uenq chapters of

AR . ’ . @ . ¢ L .

this monograph. i \ , v i o : .
I _ . ‘ .
1

} ‘:f'v : As. documented in our review (Heinicke 1973), the research literature

_,._ l N

and our pilot,studies nggested si hypotheses linking task orientation at the-'

s
a-\

; pre- school level to certain other child development assessments It was found
[ e 02

/ that children whose task orientation is already well developed by about 3 io 4. ‘

years of age'

o o . . . IL - - \ . . ' o
1.7 Also show,at‘this;age_mOrefdevelopment in making the psychological ~
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vant to discuss w

. - R . ) - ’ .
. o . (;.‘ . .
: ' -4 =7 : “ ! . '
o . : v s Jos ) ‘ B 2
1 : s . . ‘ T
- } . ) e > P . . k . .',-x o .
S 2. Show more. development during ‘the 3 to 4 year interval in o .
S C P . // Ve e “ — . . . .
Ve @ modulating ‘their aggression'i it is neither excess1vely ex=., -~ ip.
4 O e ' v « ( B ~ . . , 1 '
‘ NS g : S f " ' g - e
AR pressed.or repressed; , . ';{' oy : ' N
o A ‘_ - - ,
." ‘;fv 3. Show at this Lime a higher performance on I Q tests, o
. o ‘:T" .' R ' .. .' R :‘j -‘_- ‘ : . f . o ) ¥ ' . . il ’1}] ] . R ) ._ﬂ- . e .V .
" <4, 'Showvafmore'deyelopeditash orientationiat”ages”5'thrgughflo; T
. ’:’ . ‘ ‘,{' - o v"-.-*'b ‘\ ,;\. X . R J ol ‘_.~.‘ . . . p| "..
“5¥ Show a higher perfoxmance«in tests of reading in the elementary
C ) o oL . E E o
- s & ; - i X R . . i '._ ’
. schoob’years s t - s
= k . . /’
‘~f6;‘ Show a higher p'rformance in I, Q tests“throughout childhood -
) . coe e :
. Ly T P AR UR
'. and 1n adulthood , o ﬁf\x?,-,‘ R oL Ce
. . . . o 7 ‘1 AN o : ‘ <. .. b e RS .
” . Lo R \} S 2 oo v, T SO R )

Given this cluﬂter of ch11d 6ariations, it become@ particularly rele-

s o

R - { \ .
.‘been found to be associ _ed w1Lh itn' The following hypotheses were suggested
B and documented An our review (Heﬂnicke, 1973) o ~-vf ce
e s ; \ - S N U T s ‘ ; . .
’\‘\ o . K 7' \ Cooee -
B 1. 'That in the first‘three years the child' 5. task orientation and/or
“'~¥vv;+,' 'i,llnstrumental competence is 1i kely to be maximally developed if i
’ . \ L N '_\’:I
T ' the main caretaker or defined system of caretakers are affec-‘vi;-~f‘fﬁ
e ‘ : Cy zl . , L YL
- _ _ ,tlonate and sen31tive to\the Chlld s needs, communlcate clearly
’ - N B 4 . .
”.w1th the chlld exer01se a moderate level of ‘control and en-d o
. / N = . .
. .courage properly achd stimulating and new‘Fxperiences; - -
) . . . . S\ .t B . . . "-w“ o
) 2.', That'in thefinterValefrom 3-ito lO the Chlld's task or1enta-‘ o
ST _ . - L °
)"ﬁ-:‘ - tion and/or 1nstrumental compe fence continues to be influenced L
'by”the,earetakers affection;\sensitivity’to-needs;‘clear'comL“
LT R _.‘- : [ 1. . AN e M . "'. B
R L " munication, and-encouragement :of new experiences, byt effective
) . . T T C . ',\ . E ‘A
o . ' ) f . L.
" - > J
oot . . ~ : ;
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_' ot -5 - -
; :,,,” , L limit setting and explicit achiev ent pressure also become
S . important.qualities. i ) T i :
[ ';- L B A S ,.-"~ » --;, ST
S _ - o

‘“Zu.f . .B. An Outline of our Aﬁproach;':l _5
= - g - e o !

fjt S - . o S S s
74 . SRR One-of the initial purposes ofvthe research program to be reported L
A Sy ‘

.here was to provide further evidence either supporting or negating these hypothe- v

ses. . St AP e e
J - 1 ,' : - \ ‘ -. N ‘\ : .‘\ e . . .
\ vl The proJect was, however, also designed in such a manner, that an. ef-_

A - i

: L}'TT';
*fort at influencing this pattern of associations would be attemptedz Particular '

fﬂ'- focus was blaced on changing the family to child functioning through intensive |
' v \ - ° . s
casework Ibut our approach to enhancing development is not confined }R§'this var T

m.‘iable. - -,‘ "' ”A _ t t\. ) vf "ﬁ:. ./Z:f\ o }: /Avi-" ”,” c"'Jﬂﬁf:-1V1
o | ~The primary data collectionvhas taken place in two day'cére centers ‘.. -
E s P
i{.'A designed to serve th?*child of the welfare ‘a ? .D. C ) and low income family jlhep"
n two children 's centers will here be called»the Culver City and the San. Pablo day .
} l:care centers fv, - ‘i “-3 : ;: . l‘,.'f“ o hb‘h\fi _:i ; --,‘/ ﬁ
S ,J' - f'<:, :_ . ‘#@' : - ::'17 f . ‘ .”\'l,h‘ ] ot

-i*‘ Our approach can best be outlined by following the steps taken w1th a
i’,_ 3'or 4 year old as he or she enters the Culver City day[care center'..' Lot i;vff,‘ﬂi

\ ,‘,
; . ) . ‘ ; L\‘ . ,} \‘ \‘. . B . i
l;;_'Determine through careful intake\p;ocedures whether the’ child E

N
{

P ' . , . ' A

. S
is- suitable for the day care cente

';severe handicaps like blindness, or\the presence of autism leadsg‘w4-””

services Thus, at present

st

2 ~

. .
oo uw oyt

-

-fus to refer the family elsewhere.

Lo L
N ‘cr “

',2; . An effort at gradual entry of the child while observing him

R

7‘243:2:«

’
——.

fand his parents permits initial formulations of" their developmen5

© P

iltal needs.' Contact by the social worker continues and teachers'i»’“

500

"forLulate the individualized curﬂgculum needs of the child By‘f

R LTI ,///3‘. B

*
J -




six weeks after entry all of this information is\finalized o

A ?'into a Developmental Plan that serves as - a epecific guide to P
. S ST ) ' T
\. . the desired goals and the qpans necessary to attain them.' '

»
i . - : . .
|

i ’ 3. The Q_giod from 6 weeks to 5 months begins a period of intensive

case wo!k if this is: ca11ed for by the Developmental Plan. In

—

-

1 . other inggances, infrequent contact is adequate to maintainvthe .
1 ' .

\ . .
development of child and family., K At the end of this period,

.

- assessments of the impact of this'workfoanamily_and child are
~possible.

.

4, The casework and the individuaiized curriculum continues in the
5 to 12 months interval. The five month Developmental Plan and
weekly staff.meetings insgre continning adjustment of both case-

work and curriculum directions,as needed. ~
' \ . 4 .' . . ‘c
}

5. This approach is maintained from 12 to 24 months. " even. though e

Ny

. some of the children may already be in Kindergartéﬁ
\

. ) ., ) 1 .
6. In a_very few cases, where the above total approach has actually

led to considerable developmental progress in the child and.

-

parents, bsychotherapy is nevertheiess offered because further
progress in the child seems to require it. Most important, the
e /o,

N . .' 1 .

child is seen in a\achool building next to the day care center.

/ - i Id . .

C. The Design of the Study-Evaluatton Comggnent; . e
l : i

The nature of the~design will becomﬁ more specific as the data analysis:

—~

~—.

‘1s presented, but an outline will help the reader to orient himself. .

- T

\



There are pross sectional assessments “for the Culver"City day care center pre-‘
¢« 1%
. school, children at the.Entry Point, after Six Weeks,,after Five Months,lafter

Twelve Months, and after.TWenty-Eour Mbnths, These cross-sectional assessments

‘ conéist of indices of child deVeiopment such as,task orientation, and baren;- ;Z““.

L3 - 1

chiid ratings such as affection and liking.of'mother:for?herichild.~. K h/
- \l These cross sectional assessments also permit computation of change
scores for bothfthe child indices and the parent-child! ratings. Thus, the I.Q.

o score at 6 Veeks can be subtra%ted from the score at 5 months.
, : ! o

. There are process wWeek to week assessments throughout the pre-school

~

years and in- some qgses:the parentechiid material continues into thefearly'element

tary years. These process assessments consist of a period analysis apnlied to

H . N
both child and parent-child material. The qualitative judgments of describing

‘ o : : .
the periods can be analfzed for trend and patterns and the parent-child and child

-

material can be interrelated. '

There are also cross-sectional asséssments for the matched,'geogra-

- - > . -

phically distant San Pablo day .care center at pcints cerresponding to the assess-

ment points for the Culver City children. These consist of selected indices of
child development and parent-child ratings. -

_'There“are cross;secgional assessments in December and May for all ex-
\éended day care Kindergarten and ele#entary school childrenfattending the two
day‘care centers as well as for'the/matched controls_of the extended day care

n Curheiféity group. The main measurement of this assessment consists of sixteen

behavioral ratin;s made by the classroom teachers of the children and the center

s - e

teachers of those in the Culver City or San Pablo zenters.

(s

¢ .
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II. - -DESCRIPTION OF THE SETTING AND THE NATURE OF THE FAMIlIES-INvahVED Lo

The Culver city day care center is a year'and one half old and is now

nearly at its full capacity of 45. It is administered by the Culver City Unified N
f . X c . - T L
School District and serves the pre=-school as.vell as extended day -care population=ff

- LA

of A.F.D.C. (Aid to Families with Dependent Children) and eligible lover_income

families. The center and the famiiies served by it are' situated in a mixed

.~

lower and middle class neighborhood : The situation does not therefore represent

s

vthe type of concentration of poverty and welfare eligibility seen in certain ur-

/ e

" ban areas.’ The ethnic composition of the center is predominantly white, with

about 10% Spanish-surnames and a few black families. Thiswreflects thempercenfﬂ} 7
tages“found in the larger community. | . . -

To futher’ specify the ‘above demographic descriptions; the social workers
dealing with the Culver City families have made & number of judgments on those ’
'who have remained at least five months.b These will be elaborated in future '
reports, but to illustrate,-and also to anticipate some of the findings, it was
determined that almost all the families“rece}yed some welfare cash‘payments;when-
they applied to the center. Two thirds of those families‘who«remained in‘the
center for a year or more no longer required these cashppayments. By contrast,
only one of the 14 families who hag been there less than a year had sufficient
finamcial'resources to give up the welfare asgistance. |

The extent‘of the burden placed on the single parent‘mother is underlined ]
by the fact that in only 20 perceat of the families did this mother have a fairly
stable relation to a min when application to the day care center was made. For
f milies remaining in the center more tham a year, in 40 percent of the cases
tze stability of the re1ationship to a man improved but this was only true for

: 20 percent of ‘the cases where the family had been involved less then a year. -




\\Hﬂ dg:ping situation a fair}y stable one.' During the time of their association

’ml s than a year the figure was’ 35 percent.

-

‘ : . oo |
.By definition the mothers were either em&loyed ldbking for'a‘job:7or in

N, ' »

job tra ing In fact, for- only 60 percent of the families was the employment

with theg?ulver City day care center, this picture clearly improved For families

‘remaining fo$\a year or more’ their job situationg even, if it was fairly stable

'improved in 62 percent or the cases. For families having been in the center

' ’

-
.

As part QE the description of the families it was also, possible to indi-

-cate whether certain obvious signs of depression were or were not present when

the. families applied for day care. This was seen initially ‘in 71 percent of the -

cases. Indicating the potential for mobilization, in 69 percent ‘of the. cases

where the family remained with the center for more than .a year, these indications
4
of depression clearly declined. For those remaining less than a year, the per-

centage of cases of a decline in signs of depression was 50 percent..‘.

-

~ What is here called the San Pablo day care center was carefully chosen to

be similar in all respects except that the social work service is'not'as available.
. ¢ 1) |
What we have defined as the briefer problem oriented 'service is available but .even’

this is restricted in terms of_time. The age of the center, the staffing, the
. l . ’
A.F.D.C. welfare population, the size of the center, its location in a predomin-
i v ‘ ( B .
antly mixed lower and middle class, its ethnic composition, and even the nature

of its individualized‘curriculum are all extremely similar. . As §i41 be seen, the

development of the children was indeed very-similar during the first six,weeks

!

i

of day care. - o . /
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III. THE FOUR COMPONENTS QF THE CULVER CITY CHILDREN'S CENTER ?EMONSTRATIO@ .

DAY CARE PROGRAM. : \ L

Following certain staff changes andfslight revisicns, the'Culxer City
‘day care pragram for. pre-school and extended day care children is\n?W'funCtion-
T (]
) ' ‘ . . N
ing well. A small éupport group, Friends of the Culver City Day Care Center has

”~
. -

been formed to assist in financial and political questions.

Several parent-teacher meetings have also been held and an adVisorv'commit- '

-

tee forqed It 1is pred that these groups will prove to be instrumental in bring- B

ing parents and staff further together in a partnership with the .betterment of

‘the children's lives and environments as,one objective. ' Anotiler goal”is the ﬂg
, : ) ‘ o ‘ . i
sharing of concerns, interests, ideas and support among the parents themselves.

.
&

As an organization made up_of people with a common interest (the children);.there

are man§ possibilities for parent education and increased staff understanding.

’

Since the basic strategy of our approach has already been outlined, in

this chapter we will describe in greater detail how we have defined certain com-

ponents of this approach.

A. An Individualized Curriculum
Curriculum is usually thought of as the body of courses offered by 3
an educational institution with specific knowledge to be acquired by the stud-

ents in a certain prescribed time. This knowledge is acquired and utilized by
. : 4 . .

some, acquired but not utilized by others, and some do not-acquire it at all.

) !

Rather than setting up a curriculum which presupposes that all children will

amass the same speci{fic knowledge being presented by the teacher, we are con-

cerned with the individual learning experience which depends on each child's

<

stage of development. The learning experience comes about #hen the child-in-

teracts with his total environment -- internal as well as external. This
~ N




games, tinker toys and climbing apparatus, but also the choices aqailable to

-
.

-environment includes not only the room and materials such as puzzles, alphabet

3

‘

‘him, the freedom to express himself in an original way, the manner in which he

&
is limited in his activities,-}f and when the teacher smiles at yi;rand whether,

ihe is worried about his mother coming to pick him up. on time. The pre-school

" years are not pre-educational. The way'the child learns during these years, the -

feelings he develops about ‘his ability to.Eucceed, to be competent, to master -

- . ' . / '
his environment and his impulses‘ané‘sﬂé'techniques he develops to accomplish
\ . .

these tasks have a very significant effect on his future learning ability, accom-

plishmeét, attitudes and relationships with people. It follows, therefore, that

N

the teacher needs to be aware of the whole child, his needs, interests, concerns,

- strengths and weaknesses, and the way in which he can best be app%oached and

*

_attracted to a learning situation. We cannot overestimate the significance of

Ry N

the teacher's goal for providing experiences in which the child can succeed,
. ‘ .

‘buile his seif-esteem, broaden his interests, and increase the number of tech-

niques and alternativesg available to him to deal with his world.
It 1s -important to state that not only does the adult/child ratio

have an effect on the’qﬁality of an individualized curriculum, but the size of

the group profoundly influences the value of the program. In order for the

.

teacher to attempt"to fulfill the child's needs, organize learning experiences

based on his'stage of development in all areas, and provide for the vital adult-

child interactionnwhich helps him attain a balance between .gratification and
restriction of impulses and mastery of his environment, the teacher must under-
stand the child as fully as possible. We have limited the size of our groups

to 15 children and find that such a maximum allows for genuine teacher understand—

°

€ - .
ing and .interaction with children. A group’environment in which there are too




-

[Kc | | | |

wll Toxt Provided by ERIC

many stimuli (and people are stimuli) will interfere with the amount and-avail-
. . — . “~~ ‘
ability'of_learning'possible for each child. e r

A prescribed, rigidly folloﬁed'schedulevand set environment does not

H

allow for the flexihility necessary~to;accept each child 'at his level of devel-
\\ - : . . "

opment in all areas -- physical, emotional, intellectual and social. An envir- .

onmént of total freedOm.and'unrestricted choices results in a lack of teacheﬁ

N
-

guidance and an unpredictable setting with consequent insecurity li&iting the

child's ability to master his environment and impulses while hampering future .

learning. For optimum development the learning experience mus't pLOV1de freedom
13

of a few good choices and freedom of expression within limits. \\\1

N
H

offer the kind of’ direction which will encourage him to broaden his understand-

“ f 7

ing of himself and the world around him, present the most meaningful kind of

- learnipg experience to the child, To attain these goals the teacher needs to

\have a. basic understanding of young children s development 8o that she functions

N N

in terms of maintaining reasonable expectations for each child ‘at his respective
developmental stage.

In addition to the concern for .individual needs, group needs must

The skill of.the teacher'to follow vhere the child leads and‘then to

also be considered with the childrrelating to and contributing to the group and

the group relating to and contribut}ng to the {ndividual.
! \ .

Since the areas of development cannot be separatedxfrom each other,
: : i _ P O
the possible learning experiences in the pre-school setting are almost innumer-

able. Important consideration is given to the goals, teachers, have for children
in deciding which experiences are vital for promoting good mental health and
future learning ability and how these experiences can best be'presented to the

. ) N
children. To illustrate briefly, an important goal we have for children which

v

iwould influence future learning ability is the development of good feelings and



|

re

3

L " LN . . . . . N .
'that children experience success and enjoyment in school. Another important

: L) t ’lb . ' Co t d. o . ’ a .‘

attitudes toward school! It then becomes the teacher's task to see to it -
. » . . N .

¢ t

T
Y

A}
goal influencing future relatiunships with others as well as future learning ,

“ability is ‘the’ development of expression and communication skills. To el

. . s,
that his attempts at communication are valued and that he, too, is a‘valued

member of his_society, ‘the child must know that he is listened to,,that his

e

. thoughts. and ‘feelings are,respected, and that the people he relates to want to
. i : . #

‘understand him. In addition, he learns that as he has the right to.express him-

self, others in the group have that‘right too, and part5of the enjoyment of‘rights

for oneself is the ability to grant them to others as:well.

Through the vast number of experiences offered the child the explor-

: ation of his world, the sensory experiences, the encouragement of his question—

.7

¢
i
\
\

\

L

ing and curiosity and the guidance provided to offer alternatives to- problem-
solving techniques, the chi1d accumulates a body of knowledge on which to build‘
future 1earning All children do not develop the same kinds.nor expanses of
knowledge, but. each has his own on which to ‘build. 1In this context.we are try-

ing to identify certain skills which will be.helpful in future learning. In

addition to the communication and 1istening skills, areas like concept develop-

\ment, color naming, and eye/hand coordination abilities are developed. We anti-

’ cipate that the definition of curriculumlwill change as our experience grows and

the childrens' needs change.- The'following are a few examples of the variety of

T

learning experiences which ‘can be derived from one activity or type of equipment.

.

\\ Large climbing equipment serves in the development of the large .',
! /

muscles and their coordination. Children become aware of their bodies and what~-

a

they can do with them. They learn to accept the‘individuality of their-abilities,

tinterests and rate of development, and they begin to understand concepts of size

v . -
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] ‘relationshipsn Their proficiency in the.uce.of large climéing apparatus may'
e ‘ ’ . \/—\ . ]

result in feelings of success and self-worth, ‘
13 ‘-_‘ b" B . . D'

Y

© . . 3 '
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Cooking activities'provide'learning in several Areas. Children learn

s .

mathematical concepts of meafurement. Their vocabulary is increased "They ,

&£ . ’ VA [}
.expand the usexof their senses with opportunities to taste a d smell a variety .
. o &

of foods and to feel &he consistency of différent foods or the same food in

LY Y

different forms.. They learn to work cooperatively toward a common goal Child-

ren gather.information about food sources, functions and.preparation. Coohing

provides/experience with real adult mor&‘and agains may build the child's feel-
7, ings of competence; ;/ s - o . S
Numerous actibities:are usedtto helphchildren develop eye-h%nd coor-

dination. The various‘manipulative.toys,such;as tihker toys; small table blocks,

lego and many more are extremely useful. Just a few of.the art activitiesvreQ.
quiring’the use ofvsmall'muscles.and eye-hand-coordination are’collaging,,sponge
. . , Ca . .
painting, eye-dropper painting, sewing and cutting. And again the areas of
.lea;ning in each of these activities is not limited to small uuscle‘development
" but includes among other things self- expression communication skills, develop-
ment of individual creativity, sensory experiences; an understanding of balance
and properties of matter, and mastery of the child's environmentf Similarly,
teachers can propide_many types of materials and actiVities to develop learning
in one curriculum area. Almost everything teachers do cdn help children de-
velop communication skills. Ve consider all of the possibilities for language :
development during thé course of the day. Storytime, show and tell time, being

charactersl of a story and acting it out are .obvious experiences involving lan-

:

&
guage use. In addition, we help children learn to listen by listening to them,

‘by exploring all kinds of sounds, and by helping them to listen to each other as




o
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well ‘as to the adnlts. We<u§ewevery opportunity to help :them increase their
:abilitf to e;preés'themselvesx While it 1s much-less time consdming to. tie a
shoelace when a child thrusts his foot out at you or to get for him what He®
n N e Lt : - - . . ‘. " ' . ' v

points at, it is much more,important for hin to‘express his need verballf. The
. ’ )

SSe of language at meal times can .be greatly enhanced if the social aspect of

v

eating together is emphasized. Exploration of sénsory experiences ang\guidance

in expressing,them is very valuable. Trips into the neighborhood and to special -

. 14 °t : . . ) ._ . )
places offer many opportunities for langhage development.” The possibilities are ‘

-

. . N ’ P4
. infinite and require aware and invnlved teachers who consistently interact with

~

) - - . : . . N Q
children and creatively condgider their goals as teachers.-

o . . 4 . e : ;
To define our curriculum in another way, the concept of the day is- P

described below: _ : . J ‘ L j‘
) CONCEPT OF THE DAY AT CULVER CITY DAY CARE CENTER . o
' 3 4 . : Coy ot
7360 - 7:45 Arrival Time . - Children are greeted -- an important 3

' . -part of helping each child feel wanted.
: _.Children may play with available materials.
Since arrival times are .varied, there’is

e

. ' .
) e ' time’for indiyidual- communication with a
o * . teacher. : [
» . ‘ Lo
7:45 - 8:15 Breakfast * = Children serve themselves whenever possible.'Q

and clear their places when finished in
addition to the nutritional value,/this

- ' ) is an important social experience as are
all meals and snacks.

-

'8:30 ' School Time ) - Extended day care children leave for school.

.8:15 - 9:30 Free Choice Time < Activities are set ‘up by teacher. -Cogni- -
L . ) tively oriented materials are explored.
Children may choose from these and other
L materials available in the room (e.g.,.

oo ' - blocks, housekeeping corner, paints,
.manipulative materials, books, other dra-
matic play, etc.) Children may move freely
from one activity to another. Teacher
encourages task completion,. offers guidance
and assistance. ;.




79130 - 9:45

9:45 - 10:00 -

110:00 -.10:15
. ¢

10:15 - 11:15

A
11:15 - 11430
11:50 - 11:45
11:30, - 12:15
12:15 - 1:00
1:00 - 1:15
1:15 - 2:30

%

2:00 - 2i30

2:30-93:30

Lunch- ‘ - .Lunch time is staggered -for three’ different

S PTI \

mud play, gardenlng, dramatic play>/9£
Clean-up for Lunch ’ '

v

Group Time - L. Story, music or dislussion structured by
* : teacher. f

-~ \ . ¢ “
) T e

age groups as’ Kindergarteners arrive from

‘ school. .
“ . " . ‘)

. Qutside Time v - Children play freely. Rooms are prepared,

for' rest time.'

Group Time - Preparation for rest time. Brush teeth, *

v

to help settle down.

Rest Time ' - Many children nap. Others rest and/or

; play-quietly on cots. Children are per- -
v . "~ mitted to ‘sleep until they awaken. / Time
for teacher to read to or sit with ildf
ren indlvidually

[

Arrival o - Extended day care children arrive_ from
. ™, school. 3 .
Group Time and - Waking, dressing, snack. Children go out
Outside Time { to play as they are ready. 'Older childr%P(:
D Lo have snack and may have a project, story
or play in small nearby park urtil those
resting are outside. Choice of outdoor
activities as in thorning. .

Activitiee'and_games set up inside. Op-
portunity for multi-age relationships
and play.

Inside or Outside

'

be
S , ) i ' ‘
Clean~up Time . ~ Everyone helps ‘as ehfidren and adults
=work together, R
‘Group Time | - Groups“may have story time before sndck. )
Lo e . R ) . -._\
Snack ' ~'v o \\h < .o ,)&'
. Outside Time - Chdices available with all outdoor equip- /ff
S ment and special activities and experiences
. . planned by teacher. Opportunities for ,
large muscle development, water, sand-dnd -

—

LEN—

" wash faces, toileting, etc. Group time -
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L 5:00 1,5:32°".;Group\?imeﬂas desirédr—/{; FunJSongs,'stor:esi etc:ﬁ/“ - < l
. 5:3b_- 6:00 'Creanrf;/ '. T Clean-up'and'goodbyes are-said’ )
o T - ¢ - o s P > L ' —_—
. N ' ’ ' i». / S . . ) [

NOTE: Friday morning is usﬁally set aside as a field trip morning and picnida_

i f[unch ‘for the pre- school groups. They go td parks, beach zobffmuseums,
ire station, etc, . : e, / . | .
N - Y ! : . ll .
! - . o . . ’ \ . ./’.
* ' ’ . . : T A B .|l' o . :
B. Relationship Opportunities with Volunteer Teacher Aides, |- . W
- . S R a v o \
~

. . N K] ’ / C . . d
As described in'previous reports, volunteer- women from the community ,

did initially make \& most important contribution to the program. 'Unfortdnately,.

.'\-.
.

onK& one of ﬁhe four. very proficient women remained and she was then hirgdoas a
o TN L - y
+ paid teacher aide. -We belieVe'one basic difficulty liES in the fact‘that the

’ [ R p—

volunteers cannot be considered part of the core- staff ‘ We feel stqongly that, | =

-

o

there must/be sufficient paid staff -- director teacher, assistant teacher --_ \

' N . .
to cover -the program. The volunteers then, are in a sense ‘a valuable additibn.

At presen{ volunteers are students from Culver City High School en-

- rolled in an Assotiate Teacher course and students of two lqcal junior colleges

r
¢

\enrofled in Child Development courses, In addition we are most fortunate to
. . N .
have a woman from the community who truly is part of the permanent staff due

to her dedication, concern, and involvement in the program. She devotes a-hin-

.
.

imum of 3% hours every morning With a pre-schqol group and‘interacts with_the
children on a highly profession%; level.? She attends‘staff meetings and is
'”studying to.increase her knowledgerof;child;developmeht and behavior”'
The volunteers function/in all. areas~of the program as teacher aides.
Their presenceiconstitutes'an important ddition to the adult/child ratio. 'The-
opportunities for interaction between adult and child are significantly in-
\

creased. The teacher can be available to more children on an individual basis.

Volunteers, as well, provide children with interested listeners and helpers.

<

]:KC P o . _ e ‘ g ) RS
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\ ' ) . . ‘ . .

In:addition to the }ncneased humber of people interacting with the children, *
\_‘

the volunteers add to the number of adults supervising children and fhereby

. & .

. increase the safety'of.the school situation._ It is- possible”to gfter children
: BV i ) . . v - .' . :. i "

a wider variety of choices of activities since more adults are§present to

A ) N

prepare, set up, supervise, and be involved in the activities. "ﬂ"“\ Tyl

) ‘ ‘ 'IfL t%én, the students are of value to the program, the field ex- " 3
’perience'is clearly alsovof great value to them. Their understanding of child
) development and child.care is greatly enhanced and will prove ap important ' c."f
kiexpefience for them as an introduction to\pre school education technidues and/or

'i— parenting techniques. ;“é, <- ' T -hf .' \\;_ . _~._; :i' |
. ; _ The’ follow&ng steps are being established in institutihg the teacher— ;ff'“ﬁ

oo N
. 'aide-program. o o J ) ST | /‘ . ; ‘a

’ “1. Student are interviewed'by the director. They are assigned to

assist with a particular group of childfen dependent on the center 8 needs- forl
] -
coverage in the classrooms, teacher needs, individual children ] neags,and volun-

-1

o - . -

teer's preferences. An important consideration is consistEncy‘of adul%svfor the

N * . LR

children. = L AU CooL
| 2.1' Students meet with the’difector'twice mohthly for‘seminarélin
preischool teaching techniquesl guidelinei forefunctioningfin_the,classroom rdi,";L;\:
and techniques for handling’ ihdiv'idu'al"‘fc"hildr‘en'in accordance with their ne“e'd; e

are discussed.
L

’

’ 4
“~ . L4 . -

.Assignment'of students to a variety of tasks in the classroom is

* -made by the classroom teacher. S, ' ' e |
Y4, Readings in child develo ment and techniques of pre school teach-

.

. . “, f&

~ f

5. Voluntegjs will be evaluated ' Their strengths and weaknesses ‘

ing are suggested - fké.

will be:discussed with thefi~and support for improvement provided.

L
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. on facilitating the entry of the thld into the day care, setting by learning

. need to communicate ‘and observe’ called up%n in this interaction forms a basis

-stance, one mother said she simply did not understand it and that perhaps it

c. Caseworkhwith the ParEnts.

W -The principles we have used in bur continued work with parenrs are f
o P :
derived from casework ﬁnggeneral,and from psychoanaLytically oriented casework

in particular. éentral to all casework . is the importanoe of the first contacts

"in building a working relationship resp0nsive to the needs of the client.» Since

B . A

the parents we work'with and they are mostly mothers, do ngh come to us. seeking

\ BRI

~help, this initial meeting of needs is of even greater importance. Our focus .

?

about his backgr0und~ development and individual habits forms a natural bridge

f

“,to the further issues confronting the mother.= By»the'timeivf actual entry,,a

T~

process is established in which the social worker and mother~sit and talk

regularly and also observe the child together during his initial visits.. The'

i

Va . ® Co
for further\work with theiparent ;- a work which says that this s how we can’come " ..

./,

to. undersfand - In describing the Jealous behavior of an older child for in- i

» »

'could never bé figured 0ut. Responding that itrmight not be SO hard to under- f// _ih

: stand the social worker 'said that there really are reasons. for behavior if wed

'

workghard "to find them. As the processxproceeded and the seeming mystery and ' /ff?

unrelatedness of events began sIowly to diminish for this mother, so g%o did her ,
sense of helplessness and inability to cope. This was the mother who said in a_ . ~:3

&
later interview "I always thoug;k that suffering?was my lot in life “\,

‘

= " “Following" the initfal con:actséénd ‘the~ concomigant assessment of-the- ‘”“”:m

-
I i ot >

. ‘ Y A - -
individual needs of the “family, the}§ocial worker.is available for as long and
o g ; . et _ ne-

e - T Lot ‘ . - T - A T S L W o
as freéuently as is required to'deal wit these'needs. Regulay contacts such '
“\Po."v.hs»‘&.

» a

. as once-a-weeg\interviews are. established and‘maintained until the family and-\



- 20 - &

»

child are progressing adqguatell.' Teiephone contacts and brief conversaéions
with the mothers {n the center are typical additions to these interviews.
“Our technical conceptualization of the variations {n our relating to

the parents has been guided by the use of two concepts: The real }elationship 1y
. and the transference. The realvrelattdnqhtp refers to those aspects of the inte};\\'

-

action that {nvolve the siglsfaction of certain current needs or assistance {n

meeting these needs. Transference refers to those_aspectalof the interaction

in which the client experiences the social worker as {f she ue}e an internaliged

- .

person from present or past relatfonships.

! Initially, the real relationship 1s in the foreground and it is

»

" characterized by support and assistance. lsed &s & source of acttvé help during
the 1ntgke period, the socfial workﬁr {s” experienced directly as a }lextble, gen-
efous, and available adult. She is soon asked for advice ;nd sugg;lttono in a
number of concr;te ageaa. The atmosphere {n one flmil} home-vas dominated by
o disablin ‘ .
gﬁ;tt\juw to the father i{n an automobile accident. As hus-
band, father and breadwinner, this man's past history had been charucéer}zed by
vié;r, ;ndurance; and physical stréngth and his self-esteem had reeted heavily

"upon the valuec‘oé autonomy and self-support, Early coitactt with the a§clal
yérker revealed the parénts' struggle to retain their independence in the face
of thelr misfortuny and thelr lnnbtltty to express their need for helpfdtrectif
Kor‘ie;;Aof weakness. After much difficulty, they were able to verbalize their
frustration uttﬁ the welfare dgp;rtment and to ask the loctai vorker to help them
find a way ofgobtatntng food stamps. When the social worker actuslly accompa-

nied the mother to théwagcncy. a critical turning point in the relatioaship vas

" achieved. o

Environmental -;rvtces seldom stand alone. The social worker wvas
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_mable'to gain deeper understanding of the meaning of dependency for thia family.
For the clients, the socfal worker's support had a profound and personal meaning.
Eventually, v;r§ on ;he tran;ference aspects of thic problem came into play.

Thiy fami}f had in the past dealt with longin;U to be ;tfed {ot.by belng f{fercely
ind;pendent; Their selfoesteem and sense of lupertbrtty to "poorvtrﬁsh" had

been conflrmed by their abfility to”glve to and ﬁnie~thtnga for others. Avare-
ness of the underlying feelings towa;d the helping person was crucial although
not initially interpreted. Instead, the family was ercouraged to give {n other
ways to the center. ’

For £;miiiea such as these, the real relationship compunents pre-
dominate with fhe use of tranaference phenomena being aecondaiy. The work in
the real rclatilonship may range from Qsatstance in utilizing community resources,
'guch as food stamps, tb help in appifcations for enéloyment. to réferrlng a chtld
to ? guidance cllnic.‘ The character of the client con::ctl i{s such that tra;sf
ference phenomena {nt.'ude upon Ehe helping process in a’nlnimai way.

For ather'clt;nts, the transference is definitely operative in the
relat;onshlp and mu?c_bevunderafood 1f the relationship tas to contfanue. Only
gradually, however, may it be subject to interpretation. This is pattly due to
the fact that the weekly contact, 1f it 1s that freﬁdfnt, neither persits the
claricy of transference reaction nor the opp&rtun(ty for assimilation of the
interpretation of that transference aa'exints with uo;e frequent contacts.

Other conmsideratfions pértatn, however. Civen the tenuous ego funcétontng of
certaln‘oﬁ the parents, {nterpretation nn;.be contraindicated, at least foltially,
because it would not be wnderstood, ;;uld then seem unresponsive, and gtght ac-

tually increase the level of nhxlety: : ‘ .

Interpretation vas initially contraindicated for a psychotic mother,
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and supporttive strategies fn her case consisted of helping her to differentfate

tetween %hat was real and what was fantasy, between what was inside and what

was outsfde. This 1s a mother who ended a weekly session with the social worker
by comsenting, "You're a Mind of transirion between my formal, stuffy psychia-
trist and the real vorld. You help éﬁ get through the day." Altkough the focus
' of the work was upor the "bread and butter" llssues of everyday living rather
than upon 1ntra-psychlc.1nsight. it was cructal for the soctal worker to under-
stand the tran;fcrence fssues us they revealed themselves in this ;llént'o
communication. ‘- .

Constant crln;s beset the work with this mother. If she was over-
vhelmed and unable to cope, the social worker helped her to organite her life
in 1{ts minutest details. The social worker had to cOnstantly devise 9ctl#c means
of reach{ns out to and maintaining contact with this ffaglla client and of pro-
viding the psychological nurturance that would help her to cope. Interpreta-
tions were ;nlftally l1imited to the recognition of certain pat;erna of reactions
and b;hav100 d;d their effects on others ruthe; than thefir 'dynanmics. But this
seemed not enough* s the client’s frequent and repetitious descriptions of a
lonely and amgry world brought her 1ittle relief and threatened to disrupt even
her temuous abilfty to function. This client's view of an ungiving world wvas
evertually focused upon the social worker wvho bqune the object of an fntense
trnnsference'reactio@.LbIt vas th; social wvorker who did not care about her,
who wduld not let heqﬂ?&lt her burdensome job, and, eipeclally, it vas the social
worker who talked to ;ther mothers and preferred them over her, just as her own
mother had preferred a youn€,{/:i:th¢r. Repeated demonstrations of concern J
dld‘lltt!e te lesafh thé;e displaciments, an4 it vas not unti] finterpretation

vas made, slbdeit cautiously, that a significant reduction f{n anxfety could begin

*
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PotJyet other parents, ttgnsfefence reactions predominatoed from the
first and interpretation was not only effective but necessary to sustain the
* relationship. In these relationships, the real relationship components remsined’

4

present, but they did not form the essertial focus of the work. One mother's
chic appearance Aand excellent job performance ;;te but supetflclal defensesviot
more primitive feelings _[ unworthiness and deprivation. As she began to trust
.the sociai <§rkeg with these, {t became clear that her difificulety in fééllng and
exprelslng'lffectlon for her child was related to her own restrictive tle? to
her past and to her hostile-dependent relationship to her ov& mother. Thl-\noth-
er approached ail telatlon{hlpo with the pte4co§sclous expectitlon that expr;i-
sion would‘lead to arguments that could be resolved only by her being a-kea to
{& “move out of the house." This had happfned to her with her own mother during

adolescence. As she began €o experience #n emotional é;nhgctlou §lth the social
nvorker. her sudden wl;ﬁ\!g t;rnlnaté emerged. This could be understood s ;.f‘
passive to active defense which was part of a generalized tt;nsfetence resis-
tance, Prétestin; herself from anticipated rejectlon,‘nhe had habitually ter-
ninited relationships before they were eatlbll;ﬁed and had thus denied herself
the opportunity for the closeness ohé said IQ: craved., When focused upon heff
behavior {n the treatment, the interpretation of the resistance and the undet;
lying transference made the ccatinuity of the relatfonship possible. Slowly

the cllenF'o feelings of helplessness lﬁd inability to affect her vorla.bega;

to yléld to gaing ln,ln:jkht ss she vas pernitted to experience her expefticion
of losg ‘in relation to the aoétnl worker. Interpreting the client's current |
keellnss and beh‘vlor‘}n terms of past experiences, the socfal worker ucobqble

to help her understand thé manner in vhich she misconstrued the present in terms

of the past and ultimately to help her move toward a greater sense of mastery

IToxt Provided by ERI »
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anh independence. As feelings of self-assurancg began to replaée the self- ~

perception of fnadequacy, this mother became freer to try cut héalthte; modes

of relating to her child and to have more confidence in and derive more pleasure

from her role as a parent.

| Generic casew;rk issues assume a special comffiguration in a day care

setting and give rise to technical considerations unique to that setting. As in
" -all social work, we had recognized the significance of beginning veli and of

moving from the point of entry to a brosder base of understanding the family.

If the "5ood safe place'" we were offering the child tnitiated the casevork rela-

tionship and the supportive availability of the social worker sustained it in

fts early days, these very factors, nevertheless, gave rise’to special dangers
PR

For one thing, the‘"good safe place" was a schonl, a place for educa-

and a special challenge fn our work. .
tion, where the work of teaching was the major order of the day and the work of
teachers {ts {mportant vehicle. Could our work with pareuts, we uaked‘ouroelveo.
be so0 designed as to enhance this central function, to help create, through inter-
action and communication, a unified approach to our children and families?* As
clinicians could Je formulate our knowledge in such a way, and share {t in such

a manner, as to facilitate its practice in this field of education? In weekly
meetings with the teaching staff we came to recognlze“fhat for then the crucial
test of our effectiveness would be the classroom. Could we, for example, “do
something with that mother” so that a parsicular child could take s nap? Didn't
another mother reé@gntze, for fnstance, how her constant late arrivals in the
mornings harmed her chifd’'s particfpation and dtorupt?d plans for all the chiid-
ren? “Does your work work?” was an implicit questfion as the teachers began to
express the sources of their own frustrations and te describe demands fro?
chlldr?n wvho could not be still, whose hyperactivity fnterfered with learning,

ERIC
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whose lack of.speech gave little ac#ess to communication, whose 103 tolerance for
‘limlts presented constant interruptions. The luxury of casework, with its c;re-
ful respect for pace and timing, gave little comfort in time of stress to teacher-
caretakers who often needed to ;ﬁt at once.
The lack of synchronization between the casework and the teaching sys-
tems may emerge in yet another way. What happens, for example, when ﬁhe work
with the mother has indeed advanced to the point in which she can assist her child
in Qome developmental task, only to find that the social worker may not have pre-
vpared the teacher sufficiently to respond positively to the child”s new move?
One child had stopped attending, and the teacher felt her suddeu absence as a
"pall cast wpon the group." Why was this child missing, the teacher wanted to
know, {n a demand that seemed to say, "Why have you let it happen?"” The socfal
vorker was quick to act, and careful work with the mother resulted in the child's
eventual return. But the sscial worker had not informed the teacher of these
plans, and the child's return was greeted with an apathetic nod. ‘Thq faflure to
’ plan together on_ the part of the social worker and teucLer had now been displaced
onto the child.
The day care setting poses yet other challenges to social work. "If,
as our experience fndicates, the supportive nature of our early work with parents
moves us quickly to fntensified relationships in which transferenze reactions
sre manifest, how can this be understood within our setting, where the social
vorker ig very real! If transference is enhanced, as ve know it i{s, by tke fn-
cognito nature of the therapist, how can {t deVelﬁp wvhen the real relat&onohtp
plays such an essential role {n the beginning? It could well be that the trans~

ference manifestations are fndeed never as fully recreated in our setting, but

it is our observation that ft {s this i{nitial gratification {tself that may

«
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actuaily thrqw the p;esence of these phenomena into greater relief.
. The social worker's availability as a petmahent member of the staff,
Eé a person seen outéldg of the privacy cof the therapeutic hour when parents
bring and pick up their children, as a petsén seen in the home, and her actual
caretaking-in the early work with entry lntenslfy, we believe, the®ionging for
the mother in the real télattonshlp‘and the regressive longing fot the "'good
enough'' mother in the transference relationship. It soon-became obvious to the
mothers that this socfal worker saw others and in certain cases this led to {n-
tense jealousy"and acting-cut in the center and elsewhere. Mere gtatlflcattod
was then not enough and a shift in the focus of the relationship had toboccur.
One éhet's%const&nt need to change the interview hour expressed her intense
je sy of the other mothers whom she often saw when she came fnto the center.
1f she was efpected dhtlng the noon hour, she would aﬁpeat after work and ask
to be seen. If she was scheduled to come latet in the day, she would suddenly
appear at noon. For her the social worker's knvo%#&ment-wtth another mother was
but one more confirmatfon of the rejection lhc“nnttcipated as a result of het
own devefopmen&al experdences with her own mother.” "Do you ever work on week-
ends?" she once asked, liespite her own availability during the week. During
one session, she related that she had ""just dropped in" to see the social worker
but had not Seen able to wait her turn because she had another appointment. - She
so6n found herself waiting again for that appointment. Just cs‘lﬁe wvas calles
N

in for 1t, she turned around and walked out. By turning the tables she had
acted out her anger at the socfal worker. Amviher mother responded with some-
thing less than pleasure when her sister applied ¥Yar day care and with great
relief when she learned this sister was mot eligible. Thi{s was later recognized
as & dlsnllcgnznt'fton her childhood home in which the sisters battled jealously

. , — .
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for even the small store of ggrenta;vaffection that was perceived to be avalil-
able. Extreme §1gilance char#éterizéd this méther's conduct in the’fbntgr as
she assured herself thaé she and her childfén received thelir properlshare of
attention andrcpncern. It was not until these feelings were interpreted within

tPe éransfergnce that she began to experience the anxiety of thes;,need; and ﬁo
understand her current feelings in terms of past experiénces.
' The relatiShship with one mother soon moved to the point where sh?
was able to bring out considerable material relating to her prémiscuity. This' ‘f
was a mother whocfharacteristically ended the casework nour by thanking the socia{; -
worker for all her help. After one such session, however, she approached a teach-
" er and expressed fear that she had offended the social worker b; her languagé.
"I really respect Mrs. "' she asgserted. In a aubsequént’session.bthe so-
cial vorker's interpretation of the client's expgctations of disipproval and /its
relationship to her past experiences as‘a disapproveﬁiﬁdolescent led to the/re-
call of how sexually stimulating and attractive her futher had been to her dur-
fng her étowing-up fears. The sgcial worker had become ‘her disapproving mother.
Another challenge arises from ;he fact that the social worker may be
pacing herself carefully in terms of the relationship, and, in particular, inter~
pretations around resistance, only to find that the actual problems of the chilﬁ'

may so intrude that this cu:eful tiflng. for the ment at least, i{s lost. Even

the most cautious respect for the necessary dgfeﬁnes of one mother who described

Sor. . : e
her GBI as a '"model child" had to yield one day tz the child's temper tan- -

L J .
trum enacted before the mother and social yorker'u eyes. This mother was not
yet ready to discuss the difficult behavior her child exhibited daily at the
center or to tolerate the anxiety involved i{n understanding how her own over-

indulgence of and f{nability to linmit this child was related to her anger cun her

ERIC |
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own childhood situation with a narcissistic, selfish mother who made demands -
but could not protect her. "; want you to tell me if something is wrong,"

this mother early advised the Bocial worker but she then proceeded to attribute
the cause for all of her child's disruptive behavior to the uncaring staff of
the elementary school :::’was attending;

‘ Experience during the first year of operation has demonstrated the
need for considerable flexibility in the definition of the social worxer's role.
Casework treatment of the parents fr;m the point of intake through the establish-
ment and conduct ofllong-term therapeutic relationships must be responsive to-
the cent}al task of providing day care services within a group setting. In or-
der to broaden the scope and applicabil;ty of our work with parents, we are now
including and experimenting with a brief or short-term type of intervention.

The initfation of a brief interventién 18 very similar to the process involved
in the on-going treatment in ovder to provide a basis for asgessment, Eacﬁ ap-
p;oach begins after a series of interviews held during the intake and early period
of adjustment to the center, interviews which help us evaluate the func&ioﬁing |
of mothé} and child. For the child we use deve;opmental ;riteria: To what ex-
tent {s th; child moving forward father than being flxntéd. This is elaborated
tn later secticns of this monograph. éoé the mother we ask: "How does she re-
late éo her child, to her fhmily. to her boyfriends, to her job; how does she
relate to the center staff and especially to the ;ocial worker?" Both types of
intervention -- on-gping or short-term -~ emerge, either from a request from

the parent because of her percepflon‘of a need for heip or are {nit{ated by the
social worker because of problems perceived by Ehose working in the center.

This second basis includes concerns involving problems in a child's adjustment,

in parent-child interaction, or fy a parent’s own li{fe which might be adversely

nffectin; efther of these other ,teis. Another factor common to both types of

ERIC :
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{ntervention 1s ‘the importance of the.first contacts in establishing a working
relationship that responds to the need of the parent as a person'as well as a
parent. The rel#tlonshlp established at the beginning is one to which the mother

\

can return for specific, problem-oriented help in the future, and our earli find-

ings would indicate that this initial relationship both enables the mother to re-

quest the help and also greatly contributed fo the effectiveness of the time-~
limited approach. :

A brlsf fllustration involves Mrs. L. vho, two months after enteflng
her 3 year ,old §§n. asked for an appointment to discuss severe problems with her
13 year old stepson. The situation became critical to'her before the 1n-person
interview could take place several days later, 80 a lenéthy telephone interview
was used to help her clarify the problem, her options, and the feelings which
were {nterfering with her ability to make a dgétston. She wis able to reach a
solution which, for the time, was both practical and reasonably comfortable. A
few weeks later, when it became necessary to revise the solution and she became

avare of the effect this problem was having on her functioning in several areas,

;he again asked for help. A series of {ntervikws was set up to focus specific-

., ally on helping her to return to her accustomed high level of functioning. Tﬁis

{nvolved further exploration of her relitlonlhlp with her stepson (complicated by
the fact that she was pow divorced from his father) and the understanding of 60"'
the feelings from that sfituation had now affected her adjustment with her own
children, yer job, and her overall sense of confidence and self-worth. There
seemed no doubt’that the use she made of the telephone interview when she felt
herself in crisis, and the subsequent short term ﬁroblen oriented the?apy had a
firz basis in the relationship establfished during the fntake and early period in
the center. Needless to say, this also aided Ehe social vorker {n quickly de-

ternining when and how to focus and {nterpret most effectively.

RIC
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An important task as we continue to expand o&r expgrience and under-

L 4

. , ‘
standing will be the development of criteria for the selection of cases for

-

i L] .-
brief or on-going t;eatﬁenc. Decisions about suitability, efficiency and op-
timum response will be linked to evaluations of the nature of.the problem, the
‘ level of disturbance of either mother or child, and the purpose for the inter-

vention. v
. . & . "
SN
D. Trafning Opportunities at the Center.

In addition to the training provided to the volunteers, fellows in
child psychology and psychiatry have through their contribution also had an in-
tensive training experience.‘ Three of the fellows from the Reiss-Davis Child
Study Center have observed the éhlldren. and two of them from U.C.L.A. are doing

,

child therapy‘as part of the approsch outlined above. All fellows receive super-

vision and attend the weekly staff conference.

E. The Integration of the Total frogram.

The careful and continuing integration of thé total deqfnatratlon
program {s’a primary and essential goal. Integration 5; effort starts with the
.recognition of the autonomy of various functions. The day care service is, in
a certain sense operated without the additional help of the child AeveIOpnent
and social work staff. Ihé Director {s respomsible t6 and receives administra-
tive support from an nssiitant cupetlntzndens in the Culver City cchooi di'tffgt'

" The senfor @uthor is respondibles for the child development and social
work staff, meets weekly with the Director of the day care center and acts as
l{aison with the assistant school superintendemt tf'necelsnry. .

Total center and research staff meets every week. to discuss those

children and thefir fanll}en that are of interest. Prloflty is given to the
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concerns of the teachers, but,the occasion of the assessment of the child may
2
_serve as the starting point for a discussion. Everyone contributes so that a

full picture emerges and generally there is consensus on what furthet steps to
take. Undegstanding the situation is 1nitially enc0uraged but there is also a’

congsistent emphasis to move this understanding to the definition of practical

steps. >
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1v. PROCEDURES FOR DATA COLLECTION: THE PROCESS DATA.
Certain ‘data are gathered sufficiently often enough to capture process
changes: The spcial work‘coﬁtacts with the parents, and the obgervations of

‘the pre-school children in the classroom.

A. The Data from Socla;tkork Contacts.
\ .

In about 50 percent of the famllies aeen, an appolnted once-a-week

contact has _been establlshed. In all other cases there ls an average of a

¥

once a month contact. Home visits are made as part of these contacts, with the

frequency varying according to the needs and charicteristics of the family. How-.

L4

ever, each home is visited in each, instance to-.correspond to the deslgnatéd cross-

sectional assessmeats.

Immediately followlng the contact the socfhl worker dlctates a pro-

-

cess recordlng of it in descrlptlve as opposed to inferential terms. When in-'
terpretations arq,made, they are kept separate from the description. .
These appointed ccntacts -are supplemented by the frequent informal

contacts between parents, socfal workers, and teacher as the children are broughtw

» to and picked up from the center. -

N ™

B. The Data from the Observers of the Children.

4

The four teachers aﬁd four child development professionals, who are /
~“alao trained as child psychotherapists, contribute on a regular and schgduled'
basis to the tota] data pfol. This results in almost daily observation on prac;
tically all of the chl}dreq. |
' The teachers have been asked to write out whatever they feel to be of

‘ . +>

importance on a particular day. We wanted as much as possible to have obser-

vations from-their point of view because certain aspects of behavior come to

/

‘EKC
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ggrvations‘into a dictating macﬁ}ne.' Because time 1is 1nsuff1c1ent for all ob-

—

. = P -

light that can only be seen by what is essentially a participant observer.

Howgver, this approach means that from a‘sampling point of view coverage may
[y : ™~ *

be uneven; so this was dealt with by carefully 1nqtruct1ng and scheduling what

. .
L4

will from pov\pn be called the child observer. . . —
Egch\ghild that enters the day care center {s given{priﬁary observa-
A e
tion time by each' observer on each observgtion occasion during the first 5 months

and at the 12 and 24 months assessment point. By primary observation time we '

-

mean that the child is -followed individually for at least.about 10 minutes dur-

1né each day's observation period. The general procedure is tozzgsérye for .
PR [N . '

about 10 minutes per child and then to go to a separate room to'dictafe‘the~cb-
’ ' *, . ‘

servers to view all children every week, a secondary priority of observation is .
. ’ : - .
given to those children having passed the 5 month point. These children are

-

~ '
7

observed in the usual 10 minute manner once a week by one of the observera/aﬁﬂ

as part of group situations involving a. primary child segs;zy any of the obser¥

3
Y

Vérs; also,to the ‘extent that any teacher or observer has extra time toauatch
0 -~ b i

L4
- .

them, additional observations.may be made.” *

“

Three of ‘the observers observe three hours a‘ﬂgek and one devotes

- [

10 hours to this task; The important po;nt is that they>contr1the approxim-
ately the same number of dbservations per child to the data pool every week.

The primary.guide to the obsesyatibn Jf the child s to focus on the
description of}thosg be?av{gg;/that reflect his developmental prpgressvand allow
inferences about hi; {nner experience. These lnferenceg, if made at the time of
dictation, are separated from the descriptive text, For example:

Paula moved into the nursery school classroom tentatively, with her
finger between her teeth.‘ Although she was initially cautious, she soon seemed

-
-

g ‘ g



}

™~ ” “ : . .
quite conftdent-totge there, did not cling to her mother, and Ler facfal exptes->
sions relaxed. Ca;éfully, she fed or clesned varfous dolls. At times she would
go over to her nother‘to receive very quiet and varm affection, and then move
nd;y ff;n her again in order to resume her piay in the doll corner. Throh;pout
this fir:t“;ertod there was, hovever, little noticeadble contact with the teacher

or student- tealhers. \

It wculd seem that cngnienzn: o the sctivities 6f‘the
school was inftially deé;ndent on the affectionate reas-
surance from a physically present mother. The longing,
n::;ctattd anxfety, and the dl;;u;ftsn of ler engagement

became even more proncunced as the mother actually began

leaving (Helnfcke et al, 19751:). )

The time of the observations is, of course, cgrefully recorded.

Following the profile conceptualization of Anns Freud (1965) we have

*

'Haaked observere t¢ keep the fc!!?wtng areas of;functiontng in mind:

L d

l{”“WApproach to Eech Nursery-School Day. In view of our interest

ln(;he child's psychological move from the home to nursery school, his i{nftfal
adaptation at the beglnning of each day.was thought to be particularly revealing.
We asked ourselves to what extent the child became fpvolved {n nev relationships

and new activitils, and what modes of alternate adaptation he pursued L1f his

. engagement did not increase during the morning.

2. Relationships. The child's relatfoanships to the varfous. peopls
-»

in his 1ife were uoted with great care. Influenced particularly by Arna Freud's

developmental line concept of moving from dependency to self-reltance (1963), ve

asked how changes in past relatiouships and fovmation of new ones tended efther
Qo ) :
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to represent the continuation of the past or tended towvard greater oelf-rcttnrcc

and adaptive exchange,

3. Expression of Affects. While many affecis. such as sadness,
] .
Cheecrfulness, hate, aad love, Wwuld most €aslly be studled &5 part of the clsar=
, ' . . |
vations of the child's relatlonohtg’. ve slso folloued the child's development

in expressing affects indepundentiy of those relatioanships.

4. Anxifety. Anxiety was also most frequently observed in the con-*

text of relationships. Those snxieties relating to separation, messing, and

the expression of aggression vere especially noted. iWherever possible, observa-

tions and inferences were also made about related present and past conflicts. In

¥

general ve wvere, however, cautfious about fnferring underlying dynanics.
. -
] ;

5. Defenses and Modes of Coping. Defenses seen in the nursery

school fncluded such things as turning a passively experienced even! into an
N «
actively manipulated one, a great variety of defensive identifications, and va-

. l "
rioys” forms of avoidance of painful sfituationa.

6. Ego Development. This included what Annd Freud (1965) has

conceptualized 1o her Developmental Profile &s ego functions, as well as those

cons{iderations involved in her coacept of lines of development. Fgo functions

include attentiveness, fruotraiton tolerance, memory, and reality testing. Many
of these functions and their effective 1ntc;r¢tto; were bast studied in relation .
to certain tasks l;d lpeclli'lllellnent procedures wvhich are discussed {n Jubse-
quent sections. Observations on Aﬁch 1ines of developnegt as reliabilicy {n
bladder and bowel éontrol and the attitude ‘toward food could readily be made in
the everyday nursery setting. Similarly, the learning of certain skills such as
tricycle riding qf holding & pencil proved to be sensitive reflecticns of ego
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developoent. Ve also noted aty indicatfions of the child's fdentification with

persons in the euvlronqcnt.

:} * 7+«  Superego and Superego Representations. In this regard we ob-

served any indications of guflt or shame, the coznlti%e eioborttlon assoclated
with such affects (superego representations), and the underlying conflicts which

possibly are assocfated with such phenomena.

8. Self-Representations apj Lde;l Selfoxegre;;ntntlono. We ;erc
interested in hov the child sees himself and vhether or not thi{s representation
ts fairly accurate or distorted. Sometimes one observed the chilé's ensctment
of wvhat h; aight want to be. P

9. [Fantasy. While we have been cautious ln.&nferrlng fnntnsleo'
from the child's overt behawtor; there were instances when the operntton‘of an

underlying fantasy could be inferred with considerable confidence.

0f the varfous foci noted above, the child's relationship to the ob-
server needs elaboration. The oboervero‘do not lgltt#te or even encourage inter-
action with the child. hen the child becomes too fnvolved with the odserver,
steps are taken to shift the relationship to the teacher. Despite this stance,
the children dc react to the obsarvers and éhe nature of tth reectlon becomes
one of the most sensitive {ndices of the child's de;elopnznt. Thus, one 1little
‘ girl first turned to the observer asking for her mother, later actively avoided

the observer, and then both rejected and fnvited him,

The experfience of observation fnevitably (nfluences further obser-.
vation. Certain questions have served as guidelines for both the observations

and the ratings made at certaln cross-sectional points (See next section).
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1. What s the nature of the child's nave‘frén the relattioan-
ship with the parent or caretaker vho brings him, to the

activities, adults and peers in the Center!?

2. What ts the nature of his relationship to adults and to his

peers? ’ !
"3, What {s.the nature of hi{s task orientation?

4. What is the nature of the expression of his aggressionl! ls

it either excessfively expressed, excessively repressed or

‘well modulated? , . , ;

) ; | A

In the area of the child’'s task orientation,\s number of iddlflonnl

k3

ﬁrocedureo have been dzveloped. In each classroom on each observation occasfon,
the teacher reads & book or asks the children to participete fn a structured
activity, such as naming colors. The observer novw sits on the fringe of the
group and scores the behavior of eaeh chfld. The scores rgfber than the descrip-
tion of behavior s written on & pad. The time s carefully aoteé.\ It L8 as-
sumed that vhen & child 1s locking directly at the teacher and (s listening, he
fs attending. V¥We do not actually score this but océre'&he other beﬁa?lorc. The

folloving categorfies are nov uvsed:
| Disengagenent:
Inattention --e::Er; avay, dreaming
. - .
¢+ Resists Involvewént -- actively refusegyte participate
2. Emgagement;

Shows spontaneocus fnterest




3.

b,

s'

6.

7.

Asks questions

Attentfon is automatically tabulated later, every 30

secoads, if no other category was noted,

Seeking Affection and Attention:

Seekp attontion

Seeks affection

Disruption:
Disrupts or interrupts and this is so perceived by teacher
or peer

Aggresses against another person

Production:. ™~

Cives a Correct Answer

Cives an Incorrect Ansver <?//’ :
Makes a Cood Contribution without being asked

‘Seeklng Lap:

Child sits {n lap part of all of the time

Regression:
Sucks thumb

Whines, etc.



v. PROCEDURES FOR DATA COLLECTION: THE CROSS-SECTIONAL DATA.

For purposes of group compirison, analysis of Lndividual varfations, and
trend analyses, ceitain selected cross-sectional anneaaicnts are made at eﬁ:ry
intoc the day care center, and at 6 wveeks, 5 uonth;. 12, and 24 months cfter‘
entry. Figure 1 {s the data collectloe form used to {ndicate when each procfdure

Is due for a given chtld.

A. Psychological Testing.

‘The Stanford Binet {s administered by an experienced psychologfiet at
each of the cross-sectional points. Most anoftantly. this professional does
not have any other luforuutt&n on the child or family. To provide additional
{nformation on verbal and performance subt:nti. fhe WPSSI is administered by

another experlenéed psychologist when the child £{s ready to enter Kindergarten.

B. Video Taping the Task Orfientation and Other Behavior.

Each chfild s video taped at each of the cross-sectional assessment
points. Both & broad free sample of the child's behavior and his or her speci-
fic task orientation behavior in the book time is preserved on video tnpé. The
latter 1s'scored using the same scoring system used on the spot by the observer

L4

of that book time,

C. Task Orfentation Scores.
The availabfility of continuous task orientation scoring makes it

possible to°‘sneycte croms-sectional scores for each child on each of the dimen-

sfons of taak\irlentctton (e.g., disruption).

D. The Child Development Ratings.

Related to the central questions previously mentioned, five develop-
mental ratings are made gt the 6 week, 5, 12, and 24 months pofint. It {s
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status of the child at that po(gt. the nature of his development {n the {nterval
" before that point {s carefully studied. The title of ratings 1a given below;

they are defined in Appendix A,

1. The nature of the child's psychologicsl move from the parents

to a nev invcolvement in school.
2. The nature of the child's peer relatfons.
3. The nature of the child's task orientatfon.
4. _ The nature of the child's modulation of aggression.
5. The nature of the child's general adaptation.

£y

E. The Parent-Child Ratings.

Tﬁe parent-chfild ratings are also made at the 6 week, 5, 12, and 24
‘month pointn. For those children {n the extended day care ;:ogrna~(lncludln;
nursery school siblings and nursery *graduatesa"), parent-child ratings equiva-
lent to a December and May point also are avaflable. The purpose {s to match
them {n time with th? ratings made on the children by their teachers. (See
below for further description.)

As with the child development rating, the parent-child rating focuses
on the cross-sectional point {n question, but the time spau before {t {s cire-
fully studfed. These ratings reflect those qualitfes in the relatfonship which

previoﬁ; studies had found to be assoclated with the child's development and in

. S

particular the development of his task orientatfon. The titles of the ratings

are given below; they are defined in Appendix B,
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1. The quality and quantity of the parent's affection for and

liking for his child.

2. The extent of time gnd energy that the parent has availabie

for his child.

3. The parent’s cspacity to mafntain an organized and effective

environmental sequence.

-

L. The clarity with which the parent defines his avafliabfility.

5. The extent and consfistency of tha limits set by the parent, -~

6. The standards get and the sanctions used by the parents {(n
regard to (a) aggression control;‘ {(b) cleanlinsss: {c) self-
reliance; (d) adult role behavior; and (e) achievement in

preacademic areas.

7. ' The extent of clarity in parent-child comminication,

8. The extent of the parent's active instructfon.

9. The manner and extent to wvhich the parent encourages the child

to move toward ’nev experiences and relatfonships.

10. The f’requency‘vith vhich the parent 1s f{nvolved {n & conceptual

exchange with the child.

Although change scores could be conputed by finding the difference \
between a parent-child rating at two dl!ferent points, changes in the parents' \
functioning both as persons and as parents vere specifically noted through the
use of two global change ratings. Employing a rating ranging from -7 to +7,

EKC
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each rater vas asked to indicate the exteat to vhich the parent had changed as

a person and as a parent. For the r.ttgg of the person this vas in all {nstances
the mother. All relevant aspects of her functioning were considered. Copparim
son with other mothers in similar circumstances was made.

In making the change ratiangs on the parents, not only the mother but )
all significant parenting figures were considered. What was the extent of change
in the total pareating situatfon? Both the specific parent-child ;;tlnss defined
previously and changes senn in other parents were used as reference poinis. It

should be qﬁfed that these change ratings cannot be begua until the 5 months as-

sessment: at 6 weeks there is no previous systemstic assessment.

F. The Doll Play Interview.

\
The purpose of the doll play interviev is to provide 'a private oppor-

tunfity for the child to express, and a trained child therapist to assess his
prodominant preconscious concern. A standard get of toys consists of the fol-
\wing: A doll house with & family of dolls fdeinicke and Westhoimer, 1965), a
family of Jarge hand puppets, & variety of tubber animals, packeis of ;oldlers.
Indians and cowboyz, a variety of cars and afrplanes, two large dolls, one of
which could be bottle-fed, a Playdoh factory set, and crayons and paper.

The session lasts for about 40 minutes &nd {s tape-recorded mafinly te
get a sample of the child's speech and to provide the oﬁportuntty for further
analysis at a later time. If the child asks about the machine which is visible,
the purpose is explained and the child is told that he may hear his ;oice if
he wants to. No problems have been encountered {n this regard.

Almost all children quickly express themselves in relatfon to the
adult and the material. The major concerns 6r’qucstlons that the child is
'aealtng with can be readily inferred. For an example, see the case of Bebby C.

Q ' i '
| I
| &



Partly to provide some structure for ending the play intervisvw and

also becausc the procedures huve been fOun23§o predict later reading achievement
(de Hirsch, et al, 1966), the following s .;Egmpted towards the end of the time.
The child {s asked to tell any at;ry that he c;axthlnk of. If he cannot think
o; anything, he (s asked vhether he remembers thengory of Coldilocks and the
Three Bears, Little Red Riding Hood, or The Three Litfle Pigs. Then the child
{s asked to draw any picture he likes. If h; dozsn'txﬁrcu something spontaneously,
he is encouraged to draw & picture of any kind of pe;soﬁ and then a boy and a girl.
Finally, he (s asked to write his first and last nzme, and to spell it {f he can-
not do the vriting. Imnediately after the session, the interviewer d(ltntes |

© full process account of the sessfon as well as his interpretation of the beha-
vior, related environmental information, and hypotheses regarding underlying dy-

namic elements.

C. Teacher Ratings During the Kindergarten and Elementary School Period.
While the major focus of this project wvas on tﬁe children's function-
ing u;thln the context of the day care center per se, & logical extensfon would
include an assessment of their public school experfence. In this confext then,
{t was decided that a rat(ng.scale would be developed which could be used by thé
grade school teichmrl to indicate the nature of the child‘'s behavior and perfor-
mance {n the areas we thought most clearly reflected significant aspects of his
development.
In order to provide as direct an extensi{on of the day care pre-school
assessments as possible, the r.tlngs;conltru;ted for the publi¢ school were bas-
lcilly an elaboration and refinement of :;e lreal‘tapped by the child development

ratings (See page 39 ). As caan be seen by‘gomparlng both sets of ftems (n
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Ajpendeces A and C, the varfous school ratings could be grouped under the five
child development ratings.

»

Thus, the first ftep relating to the child's move into his respective
setting (s essentially equivalent for the two scales vhile the ‘second t;r éh
flich items of the school ratings are vuriutions\of the chiid development rating
pertaining to the nature of the ch{ld's peer relatfons. School ratings six and
seven are elaborations of the t;tlng relating to task orfentatfon and both sete
of ratings have & comparable question regarding the child’'s manner of dealing
with his aggression. :'Then, in additfon to the foregoing, the school sc.les.;n;
clude items tapping obedience and affect state. Both sccl;: also include an
overall rating .nd‘in cn.lyzt;g the school ratings a '"total®™ categoty was also

reltablhhed. .
R

In additfon to having the Culver City day care center children rated
by thefr public school teachers, two contras: groups vere assessed {n an equi-~
valent manner. One group consisted of the San Pablo day care ceater children
who had Eone on to public schwol vhile the other was composed of other uelf.re‘

‘ childrea {n Culver City matched on age, sex, grade, and class (vhere possible). .

Durfng December and the following May, the public school teachers of
the varfous children rated them using the School Rating Scales and the cﬁlldren
{n the two day care centers were also rated at the same time by their respective

center teaéhers. i

In vievwing results gaued on these ratings, {t {s necessary to emphasize
the small sfize of{our initial samples. Addfitfonal samples are being collected
and vill be used to test the 1;1tlal hypotheses. Thus, there were only four
Culver City day care center ktdde;gattenero who completed the school year and
six additfonal siblings. San Pablo had six kindergarteners and no siblings, while
the Culver City control group was reduced from 10 20 8 over the course of the
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l,

]

school year. Furthermore, although our {nformatfon regarding the San Padblo
group suggests its comparability with the Culver City sample, we have no way
of gauging the nature of the after school care that the Culver City controls
ve;e experiencing (l.e., were t'hey with fami{ly, baby-sjtter, or private day
care?) Issues of f{nvasfon of privacy precluded our getting {n touch with this
group..

It s also highly significent that personnel changes at the Culver City

-,

N, ;
center and {n certain public school classes meant that the June ratings were not

always made by the same person who did the December ones. While this was only
the case for two publfic school teachers (out of 22), both center faters 2aad

changed by June so that it is difffcult to gauge the impast of these factors.




Vi. =~ PROCEDURES FOR DATA ANALYSIS: THE PROCESS DATA. i : //

A. The Perfod Analysis Leading to the Developmental Plan.

The period analysis is a procedure for dividing a given time span
geap.. from 6 weeks to,5 months) into & number of phases which describe changes
in the parent-child’' relationship or the child functioning {n that {ntefval. \\<

The first step is-to read all the material from the contacts with the’

-

parents and other caretakers. Notes are taken on each interview or cbntact‘;nd

general phases of adaptation, progreision or regression are-delipeated in terms
of thie dates invelved. ’ .

A similar procedure is then followed for the children, except that
the very extgnsive observations permit study of the changes in each function.
Thus, 4s the ﬁateriul‘is read, notes are mnde-in relation to each area, such as
relationships, on each day (See Figure 2 for expmple). Upon éompletion ef the
note taking in relaf%on to:eqch of Ehe arecas of fu;ctloning,'these are -studied ;g;
to determine where a major change occurs; (e.g., crying for the mother in the
;ornﬂng.may drop out). ‘The notes are 8o arranged‘thac one c¢aa then seé between
~vh1ch‘days changes occur in several areas. If these changes {n effect represent
a quantitative and/or qualitative change, this s designated as théfend of one
pha;e and the beginning of another. |

? ' The content of the geriods for the observations on @he parent con-
tacts and, those on the children are then given in summ;ry form an§ s;atements
are m#de concerning ghe ifnterconnec’fon between parent;‘parent-child relationship,
and child changes. This leads easily then to the formulation of further goals

and the means for achieving them and is contained in the concluding sections of \\

the developmenfal plan. After the intensive study of the materisl for the period

~

analysis, it is relatively 2asy to focus on the end of the interval and make the
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r
\

cross-sect(onal parent-child , and child deveﬁapment ratings.

The reliability of the perfod analysis. The per(od analys(s

on children has previously been, checked for reliability (Heinficke and We{the(mer,
1965). Further checks are provided in the sample to be_anély?ed in this mono-
graph in that 15 of the‘chlldrep'ire ana?yzed by one observer and 10 by another.
A further check of relfability {s in pi:7Ess. Two child psycho-
anglyéts also trained. in child development research are tead(ﬁg.all of the ob-
servatfons and viewing the video tape on‘four‘of fhe cases, They will judge
which oi/severa} quai(tat(ve statements best describes the parent's brog}e;s,
the child's development, andkthe ln;erconnectlon between them. These statements
wiiiwhave beé& derfved from the per(od analyses completed by the obser;ers on all

the cases. They will then be asked to write a detailed statement giving the

reasons for their chofce.

-~ B, The Task Orfentatfon Categorizatfons. ¢
These d(rect'categorlzatlons derived from weekly observatfions are con-

‘ verted to ratios ifndicating the frequency of a given category per number of

*

m(nutes the child {s observed, for. exsmple:ifhe number of disrupt(ons per m(nu-
tes of observatfons. Groupings can th;h\be made which best highlight the tfﬁ;ds

f in the individual task or(en%at(on ‘categories.

+

‘. .
Reliab(l(ty of the task orientaclon scores. Not only are these .

-

scores contr(buted to by three d(fferent observers, but a more direct relfabfilfty

analysis {s being madé comparing the scores der(ved on -the spot by the observer

¢ . ' . " 4 N .
and those scores derived from the videc tape of the same sessfon. e

v,

- N \‘“.
. .- Lt
,’ ¢ . [N Ceae”
; . . r
i . N N

!
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VII. PROCEDUKES FOR DATA AxALYSI§: THE CROSS-SECTIONAL DATA.
A. Psychological Testing.
The scoring of botk the Stanford Binet and WPSSI follow standard pro-
cedures, but the reports themselves are written {n Q{elter detail and reflect
the extensive child clinfical experience of the two disgnosticfans.

Reliability of the psychological testing. 1n so far as the )

1.Q. scores cbtrelate with related measures such as task orfentation, their re-
1{ability {s enhanced. This s especially the case since the examiner has no
other 1nf§kmatlon on the chlldr?n.

A more direct-reliability test was possible by comparing the Binet
1.Q. scores with the &PSSI scores derived by another examiner on the same child-
ren at approximately the same time. The total Binet score correlates with the
SOtai WPSSI to the extent of .63; P —— .01, The N s 14 and we anticigate with

a larger N, and greater range the correiation will be higher.

B. The Task Orientatfion Scdren.

The computation and reliability of these scores as frequency per
winute ratios hac already been described in relation to the process analysis.

A certain set of observatfons then will best represent the cross-sectional as-

G -
»

sessment.

™

-

C. The Child Development Ratings.

These developmentil ratings need. no fuftﬁer data analysis other than
that which is done. to derive varfious {ntercorrelations.

Reliabflity of child development ratings. The fact that efght (8)

different observers contribute to the data pool minimizes the possibility of sub-
jective bias. Moreover, the fact that 15 cases are rated by one observer and 10
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by another removes the objection that the rasults could be generatsd b} one

'pcroon. Since four of the cases will also be rated on thes. ratings by two

outside dats analysts, & further reliability check is provided.

D. The Parent-Child Ratings.

These parent-child ratings also need no further dats analysis other
than that which is done to derive various {ntercorrelatcions.

Relfabilfty of parent-child retings. All parmnt-child ratings

are made by the socfal worker f{nvolived with that family as weil as by the obser-
ver doing the period analysis, child ratings and developmential plan on that family.
Table 1 gives the fintercorrelations of the two sets of ratings on the Culver City
Sample after © weeks and 5 months of day care. Ratings Vis, VIb, VIec and V1d
have poor relfabfility and IX Li:;pfoved after clearer definftion. Findings ba@ed
on Via, VIb, VIc sud VId must therefore be viewed with caution.

Another check on the relfiabilfcy ofAtheoe ratings will be provi-

ded by the two outside data analysts who will rate four of these families at

each.of the'noaealment‘pointi.

>

E., The Doll Play Interview. -

'In further processing the dats from the doll play interview, we will
first of all ;ollov the pro;eduref suggested by de Hirsch et sl (1966).
In telling the story, how many different words are used? Does the
) story have & beginning, development, and end? “
In judging the pictures, modiffed procedures ucéé for the Drav A
Person test will be applied.
In regars to the child writing his or her name which of the following
lppll;s:
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1. Cannot name either nane

2. Can name one name

3. Can name two names

4, Can spell parf of one name
5. Can spell part of two names
6. Can vwrite part of one nerme
7. Can urite one name

8. Can urfite one name and part of another

9. Can write two names.

In order to be able to compare assessments, the observer who has
done the doll play will be asked t> state the child's main concerns in one or
more sets of statements, e.g., the child's main concern is thet a rival for his
mn;her's love {s going to get him and his second major concern {s that he

doesn’'t quite know vhere he is going to live next.

Relfiability of procedures from doll play. 7The outside data ana-

lysts will be atle to infer from the doll play record what they think the child’s
m#ln ¢oncern f{s.

Similarly a research assistant will be asked to mske the judg-
ments both on the storfes told and the names written or spelled by listening to
th; recorded tapes of the session. A word count of the dlff;rent wo;ds used {n
the total sessfion {s not only of interest in its own right but can serve as a

reliability check on the number of di{fferent words used {n the stories.

F. Teacher Ratings During the Kindergarten and Elementary School Perfiod.

These ratings need no further data analysis other than that wnich is
done to derive various correlations.

Relfability of public school ratings. Direct tests of the

ERIC |
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reliabflity of these ratings such as having dlffere;; teachers i{n the same room
rate the child are not presently available, howvever they are being planned for.
Also, since the school }cttugs are very siamilar to the cSLId development ratings
made in the day care centers, there {s reascn to aaticipate some of the sanme
levels of relfabilfity. .

Comparison of the ratings made hy the public IChOOi teacher and the )
day care cenfer teacher who sees the child after school was made but raises
certain questions. In approaching this matter one had to consfder the varfed
characteristics and Jemanda of th; two settings. Thus, gPe day care centet's
orfentations were, for the most part, in terms of an unstructured, "open-ended"
kind of environment in which the children usually had the option of deciding
vhat they wanted to do and with whom they wanted to do {t. Under such condi-
tions a much wider array of dehavior and feeiings were likely than in the more
structured setting of the public school vhere a greater emphasis was placed on
obedfience and performing in line with the teacher's directives.

Civen the differing expectatfons of these two settings of¢ might an-
ticipate that a definfte set of relatfonships would exist {n terms of the child's
functioning within each situation; however, one would not neéesucrlly expect a
one to one correspondence in exactly the same ratings and consequently not ~
judge the rellability of the assessments from that vantage point. In order to
examine this premise, correlation matreces were generated comparing all ratings
made by th; day care center teachers with those made on the same children by
the public school teachers. Separate patreces were constructed for each parti-
cular sample and assessgment. Thus, there were the Culver City Kindergarteners
as assessed {n December of 1972, the Culver City Day Care S{blings as assessed
at the same time, the San Pablo Kindergarteners as assessed in December 1972!
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etc. A total of 12 matreces representing the 12 samples were generated.

Scanning these various patreces one could then ask, what percentage
of the possible significant correlations are obtained when coﬁp.ring the same
rating as made by the day care center and public school teacher. In general the
percentages were low. For two task rei.ted ;Atlngs. the abilfity to follow
{nstructions and the qualfity of production in self-initiated tasgo, 50% and 387
respectively of the possible correlatlont.vere significant.

To test whether the different settings might stimulate different
behaviors which nevertheless would f{ntercorrelate f{u a consistent and in that
sense relfiable manatr. all the possible comparisons between day care center and.
public school teacher ratings were examined. This was done by tallying the
uuéber of significant correlatfons found between any given center-teacher ra-
ting and all other public school teacher ratings across the varfous samples (and
vice-versa) and then computing the percentage of possible significant correla-
tions this represented. Thus, for example, {n 1napgct1ng the correlations be-

tveen the center teacher rating of abflfity to follow instructions (VIla) and the

variou? public school teacher ratings for the assorted matreces, there were 36
significant correlatfons out of a potential 136 (or 26%).

The center ratings which sppeared to be potentfally useful predictors
of varfous aspects of public school functioning included those pertaintng to:

1. The ability to follow instructions (VIIa) significantly correlated
26% of the time

2, Overall adjustment (XI) significantly correlated 257 of the time

3. Qualfity of production .
on self-{nftfated tasks (Vic) " ” 227, v

4, Positive peer contacts (III) " v 217, "o

Certain other ftems with stmliar. but slightly lesser predictive
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promise (f.e. significantly correlated with school ratings about 18% of the time)

fncluded:
1. Degree of posfitive contact with children (II)
2. Cooperation with peers 4]
3.\ Aggressive control (VIII)
4. Behavior - (IX)

\
In contrast to the above pattern of center to public school correla-
tions, {t was revealing to find that the picture looked somewhat different when
analyzing the extent to which the publfc school ratings could be predictive of
the children's functfoning in the center. Thus, whereas those aspects of center
functioning which tended to be most predictive of school functioning were essen-

tially the more behavioral, emotional/relationship variables, the school-rated

items most predlctlve‘8£ good center functioning were overvhelmingly task orfented

[ 4
in nature.

The school-rated ftems significantly correlating most frequently with
varfious center ratings Qere those concerning the quality of the child's taik
productfions (VIic and VIIc each correlated stgntfichntly with center ratings about
31% ?f the time) while other aspects of task orfentation (Vlg~'Vlb, Vila, VIIb),
and overall adjustment (XI) did sokabout 20% of the time.

°  sWhile there are promising trends eviden:z in these correlational ana-
lyses, one must exercise care in deriving firm conclusfons from them because of
the previously noted limitatlona such ar sample sizes and personnel changes.
However, conslderlgg thg‘caﬂilnued consistency of the task orfented kinds of

findings, {t seems highly plausible that at least they reflecé a genuine phenom-

ena which will continue to be apparent in further samples.




VIII. THE DEVELOPMENT OF BOBBY AND HIS FAMILY: A CASE ILLUSTRATION,
» In order to view our work in greater specificity, one child and his family
L

will be given in more detail.

A. Descriptions From the Work With the Pqientl.

Bobby was 3 years, 1 month when his mother brought him to the day
care center. Father, then age 24,"'had become almost totally incapacitated with
an illness wvhich subsequently led to his death after Bobby had been {n the child-
ren's center about four months. At the time of arziication, mother, age 20 was
herself recovering from surgery and was scheduled to return to s full-tfme job
following a two-and-one-half month leave of absence. The family was receiving
public assistance, was eligible for our eervi;e, and had been refused by several
private day care centers because Bobby was not sufficiently tsilet trained, hav-
ing problems mainly in the area of bowel control.

Mother was 16 when parents married, having known each other for six
months., Pregnancy when she was 17 was unplanned but acceptable. Pregnancy
and delivery were normal. Developmental milestones were normal except that
speech developed somevhat slowly which mother felt was due to adverse environ-

mental conditfons. Mother began working when Bobby was 5 months old because

father had lost his job and the family was desperate for money. Father finally

located another job about five months later - = —

bul left pecause of dhi sevevity of lis Hitlness,

e» after a short time he ¢t that job and did not work againA Maternal grand-
nNear

parents, who with their unmarried children lived sapess-Shi—sipstrt-from the
parents, cared for Bobby during the few months that the parents were employed
simultaneously, as well as during times that the father's illness prevented him
from giving even minimal care teo the child. Also, every few months Bobby would
be sent for a'two-veek visit with his paternal grandmother in a nearby city.
However, he spent most of his days from agevS months until we met him at age 3
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fn a smali, shabby, secénd-floor apartment with a father who was mainly bed-
ridden, often sleeping, and almost always too {11 to respond with anything but
intense impatience. This was particularly relevant to two of th. srzeas {n
wvhich Bobby was hiv(ng difficulty, toilet training and apeecﬁidevelopunnt. While
mother attempted toflet training on her day off, father found it expedient to
keep Bobby in diapers the other six days. Father's need for quiet often pro-
~voked outbursts like, “Can't you get that kid to shut up; all he does {s cﬁatter-
chatter-chatter.” |

During the first month of the social worker's contacts with mother,
fnterviews were scheduled as needed and were focused mainly ;n Bobby's entrance
into the program, with particular attentfon to the emotional implications for
both mother and child. Other ’taff members and the socfal worker became 1in-
creasingly aw;re of tlhe extremely guarded, constricted, affectless quality in
mother which was evident not only in her response to new people in her life, but
aiso character{zed her relatfionship wich Bobby. Accord(ngly,‘lntervlews vere |

!
set up on a weekly basis in the hops that through the continuity of a support(Ye

relatfonship, she could be helped to relax her guard, move {nto greater accep-
tance and a greater awvareness of her feellngs: and ultimatel y be more aware of
and responsive to Bobby's feelings. She accepted the plan for weekly sess(qﬁ;M
with passive compliance, fnitially had some difficulty {n getting Hérself to the
appointments, and only through a gradually established pattern of steady punc~
tual arrfvals did she begin to reveal the importance that the contact was coming
to have for her. For a long time, the only area of her life which she could
Saleswoman
discuss with any semblance of animatfion was her work as a ¢hescker in a large
deparrpent _
diseount store, and for a long time the socfal worker used this part of her life
as the area in vhich to help her to consciously experience ard discuss feelfings.
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‘ery slowly these discussions expanded to other lifas of her 1ife ané soon

there were indications that the looséhlng of the repression was being positively
ref!ecfed in her relationship with the soaclal uorker, with other st.ff.memberc,
and finally with Bobby himseif.

As her husband’s condition continued to deteriorate, she was gradually
sable to ailov herself to face the possibility and then the lominence of his death.
Although with great q;fflculty aad still*considerable constriction, ;hg'wan able
to'soae degr;e to prepare Bobby and then be somewhat responsive to his questions

and concerns vhen the death did occur. In the six months since then, the work
has deepened as she became increasingly agle to express feelings about her
obesity, lack of friends, disappointment in her life to this point, and her fears
about hegbfuture as a single parent. She is beginning to perceive some connec-
tions between her feelings about her present llfé and self and her»expérlences
and feelings as a child in her own family. The work is beginning to focus on

the many p}ojectlons which géveal themselves in her relationships and her percep-
tions of people's feelings about her. A dramatic example agcurred at the chilé-
ren's center Christmas party.. she had expected to arrive late because/of her
working hours and kept to‘the late hour even though she did not work and could
have come earlier, arriving with Bobby just after Santa Claus had finished dis~-
trlbutlng gifts. She felt very angry at not being told what time Santa Claui
would be there and projected her anger onto the other parents, feeling that }hey
were looking at her and wondering, ?Who 1s that weirdo?" In response, she sat

in a corner where she maintained a stony isolation whlch‘was impenetrable. In
contfast to this picture, however, is a significant example of change which has
occurred in a real relationship. From a llfetlﬁe of feeling that she could nat
talk to her mother, she has re:;ntly begun to arrange that they have lunch to-
gether on her day off and she déscrlbes her amazement and delight in discovering

ERIC
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how thoroughly she {s enjoying their conversations.

Not evidenced until after the 5 month 1nte7b.l was Mrs. C's 16'
creasing difficulty in talking to her social worker for fear that what she had
to say was not fimportant and ;ould be criticized. Transference interpretutions
1inking this to her fear of being critficized by both her parents led to a deep-

ening relatfonship and her increasing abfilfity to deal with all levels of feelirg

reactions.
B. Descriptfion from the Perfod Analysis. -
It will be recalled that the daily observations ol the child by the
e 4

observers, teachers and socfal workers are abstracted into a serfes of develop-
mental periods. Those for the first five months of Bobby's stay are given below.
It {s {mportant to note that this account fintegrates observation and interpre-

tation whereas in the original observations these are carefully separated.

Perfiod 1 - The sandbox as his homebase in the center: Previsit

through the 6th day. Bobby seemed to have no problems separating from his mother;

he was eager to come. He moved quickly to ;he sandbox and this appeared to be
his base away from home and mother. Here he was engaged in making piles of gand
or digging ‘mies. At t}ﬁes he very metfculously bll{ed soxx;e of the sand away from
the box on a cement sidewalk as 1f {n this way to test just what the rules of
the center were. He seemed hypersensitive to afirplane noises‘but, by contfaat;
-at times unaware of what people were saying to him. As.shown in the video tapes
that were ;adé of this scene, his face haa a strikingly even monotone quaiity.
Bobby looked handsome but on second look a certain varfed human qualfity was
missiﬁg. The contfhued fnvolvement {n the sandbox during the first three days
took on a compulsive quality. The potential 1ink to underlying repressed anal
derivatives was supported when he soiled himself on the fourth day and then
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‘developed & severe diarrhea. It {s of course possible that the fllness itself
brought on the soiling. The total experience, however, seemed one of a des-
perate holding »n to the home base {in the sandpile, but then suddenly everything
got out of control and he 41d not in fact attend the center for several days.

-

Period 2 - Robby becomes involved, (f Jncourqud, and smiles at the

obs ;rvers: From the 7th through the 12th day. This period is typified by his

again coming readfily to ghe center. New was the fact that he openly showed
that he might prefer to be with his mother. These i(gns of longfing had been ab-
sent previously. That he was, however, more attached to the observers, whom he
smiled at occasfonally, than efther the teachers or the peers was not a typical
development. Whenever he was helped, he would get lnvolvep in things such as
painting, climbing the jungle gym, or even making a picture for teacher Jean.
Most of his activity, however, was still {n the sandbox or con#(sted of riding

‘a tricycle by himself. His speech was still extremely dlfflcuit to comprehend;
however, by the 12th day he was making sentences relating to the wading pool, -
which seemed to fascinate him particularly, but which he had to avoid assid-

-

uously. f

PN

. » Perfod 3 - Bobby fs more assertive and {nteracts with peers: From

the 13th through the 18th day. New in this perfod was Boﬁby's Areater asser-
t(veneséland his ability to express aggresslve scenes in his play. He could
defend himself bettef‘agalnst péers and took p;rt fn fantasy games where he was
the barking dog or an attacking monster or someons firing a gun at a girl. He
sglll could not get the names of the chfldren ;lght -- he gseemed to be using them
iike miscellancous labels. By the 15th day there was, however, an important
ch;ngekln that for the first time one could observe a give-and-take {nteraction
with anoﬁer boy, Loufs.

Q 4
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Perfod 4 - Bobby is engaged fn an art activity and now knows peers'

names: From the 19th through the 33rd day. This period is delineated first of

All because of the qualitatively different {nvolvement in art aﬁflvlty that oc-
curred on the 19th &ay. His engagement was {ntense even thoqgh he sti{ll called .
the glue "water". Pride also emerged for the first time. For example, on the
22nd day, after making a roadway, he was very happy and said, "I d1d fc!"

Perhaps even more f{mportant than the engagement was the fact tﬂat dur-
fng this p?rlod he began to call peoyle correctly by their names. He talked about
his turn. He called Alma's attention to the rain by saying, "See the rain!" He
knew the names now of all‘the c?(ldren. It 1s, therefore, interesting that des-
pite this growth he seemed to be very frightened when the ch(laren_prgtended
piaying ghosts. They put blankets over their heads and one really had.the feel-

fng that ﬁobby didn't quite know what this was all about and scmetimes really

believes they were ghosts.

Perfod 3 - Bobby refers to "My Anna" (the teacher) and paints his

"ka-ka" (feces): From the 34th to the 40th day. The first clear sign of his

definitive relatfonship to his teacher, Anna, was seen on the 34th day when he
referred to'her s "My Anna." Then on this same day he spoke of his "ka-ke"
(£e%es) and then painted them. This suggests that the developing reaching out

to people.was part and parcel of his greater verbal couirol of certain anal deflv-
atives. That is, there was both a freeing of these derivatives through the pafint-
ing but some mastery of them through the talking about {t. Most {nteresting in
this regafd.ls the fact that during this perfod sofling and wetting still occug-
red in'the daytime but was not- to be seen after this period. fhe deve lopment

-

seen in the areas of engagement, assertiveness, and peer rclations very much con-
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Perfod 6 - Bobby reacts with open feelings to father's critical

state and becomes further involved emotionally with the teachers: Days 41
through 30. This perfod was marked by the profound {ncrease {n the fath;r's
fllness. This meant that the father was-bften not at home and Bobby reggteé by
overtly fretting more {n general and especially as hé was b(gught to the center.
EThe iritense longing for his father could be seen in his play and {n moments of
depressed-1ike gazing. Most important though was the fact that he coulq move
from this open fretting to relating to the teachers and allowing them to help'
him engage &p such things as play with tiles, toys, and playéoh. His struggle
with aggression continued as he tended to feign aggression‘as he saw {t {n

other children rather than being actfively fnvolved. It had a ceftain Yag 1f"
character to f{t but the previously seen assertion of htmsélf and the émergencs'
of aggressive derivatives very much contlnueq alongside this behavior. ?hat

was really new then was the combination of the inftial fretting followed by con-
sfiderable engagement with people and tasks. Tﬂ(s indeed s;emed to set the stage

for what was to be a very important period of his development.

Perfod 7 - Bobby's feeling expression, his peer relatifons, and his

speech expand-in response to mother's strikingly greater fepl(hg avaflability:

Days 51 through 79. Father was back in the home during this time but clearly

’

more important, this was the time when the mother chayged dramatically {a the

sense of becoming more alive {n her total approach to people and to Bobby {in
particular. This was very soon after a dramatic sessfon fn which the social wor-

ker could help her to express more of her feelings. Symbolic of this was the

-

mother’s previously felt concern that {f she ever started cry(ng,.she would

never stop. Now, {nstead, she allowed expression of feelfng from herself and =
from Bobby and most important began to talk to him f{n the sense of verbally re-

flecting his feelings and answering his questions. We belfeve that the new
Q - '

o«
a
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behavior seen in Bobby\xas intimately related to these changes in the mother,

It was the first time that he went into the water at the beach and was elso the

first time that he took his clothes off with ease. He was talking a great deal

more in whole sentence( and talking about his trip to the beach and to Disneyland.
"oy
This was the time when he stopped disturbing the other children during naptime.

As already noted, his soiling now was practically eliminated. The selective
involvementlin certain tasks, such as Earpentry, hlocks, tricycies, and in var-
1ous water) projects very much continued. There were-other times,‘theuéh, when
his engagement was zero and certainly his absolute level of task orientation was

" still very low by comparison with other three-year-olds.

-~

Also new were his more definite contacts with certain childten, such

as David, Louis; and Michael. He shared his playdoh with Michael{: He and Louis

played trucks together. He was even able to invite Michael and exclude Louis.

He allowéd David to pour water on him. One could not yet speak of a real peer
partﬁgrship but there were definite beginning attempts.

Also new was his tendency to crash into one of the observers or the

“

female director with his tricycle or even to throw sand at them. This‘was‘play-

ful and his cheerfulness and assertiveness would expand as he could allow him-
: v Ce .
self to do this. We interpreted this as a move from a predominant preoccupation

-

with anal themes to a beginnihg phallic aggressiveneés even though this Qas still-

tinged'with gowme sadism. | - K . !

'

Period 8 - Bobby's feeling expte sionl‘peer partnership, and verbal

communication again expand - longing for the person is gTearly experienced-

Days 80 through 109. This was the period from shortly befora the father s death
to the time that his thher rec!ived a job promotion. There is little doubt
that the death did have an immediate impact. At moments he was stunned and pas-

sive and then would suddenly charge impulsively only to be hit by the other

.

i
s
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children. Onwthe day that his fath;r died, he defended his tr(cycle success-
fully against Peter but finally bit him as {t seemed he vas losiﬂg and then bit
himself fiercely as well. This self-biting was not seen again and no doubt ex-
?ressed some ©of the desperateﬁess of his feelings on this di{fffcult day of his
life. |

The fretting for the mother fncreased again at this time., Having
lost one parent, he voula be more concerned about losing the other. Yet {n a
strange way the absence of the father; who ptey(ously had demanded repression of
feelings %gcau&e of his {llness, and the new expani(ve,approach of the mother her-,
seif may gcll have allowed Bobdby to express“ re of his feelimgs génerally. in-
cluding longing for tche person. HQ\\

This increasing hbllity to express his need for the person would be
consistent with his increasing capacity to move out to people {n the center, to
communicate clearly with them, and to {ateract with Pete; and Mfichael in such a
way that one began to get the feeling of s ome real bartﬁershlp. Thus, he shared
horses with Peter In a c?mpllcated fnteraction or he shared his toy streetcar
with another child. For the first time Pcter and Bobby were now seen together
quite of;en. Similarly, rlght after’ some lnténs; fretting for uils mother and a
need to avoid all people, he was seen with Michael fin a friendly and sustafined
relationship. Or, he could noﬁ equally easily move from the fretting to in-
volvement in such tasks as playdoh, |

Therc were quite a number of observasions which potenflally related .
to his reactions to the death of his father. At times he would say that daddy
was dead, daddy was gone, but then the next day he,yould say, "1 went to Disney-
lind_ulth Daddy." Th(s“klnd of talk might then cobqlnue in a kind of talking to

himsclf which was hard to understand. His play also splayed him in the role ~




of kicking over certain tower-like structures. It suggested that he might

have some fantasy of having contributed to the death of his father. This,

. .

however, was unclear and needed erther exploration.
Other developmental concerns related now not so much to the vuality
cf his beha;}pr alone, because in many ways he had changed quite dramatically,
‘ds

but to his fieed to catch up in several areas of behavior. Certainly his task

orientation was, in absolute terms, still laéging far bchind his age grou;.
“Similarly, his peer partnerships, though beginning, had £a{ to go. Thirdly,
while his ability to actively expr;ss his longing for péople, and particulariy
his mother, represented a tremendous development for this boy, he also revealed
that-a process of individuation would now havg to take place. Here again we
anticipated that relieving the mother of her guilt about leaving Bobby,as well
as enhancing her general confidence, ambition, hope and capacity to express her
feelings, would aid in this process of separation-individuation. .
Once more stressing the change was the differencegén the video tapes

shot at about 5 months when compared to those made during his first day. varied
enmotions are seen in his face. He is involved in tasks and defends- himself

against other children who want to take thing; from him. He 1is an alive-looking

child, even though not as handsome-looking as he was in the very beginning.

C. Description From the Doll Play.

Bobby's doll play session, which was admigistered approximately five
months after his entry, reveals both his strengths and his continuing develop-
mental problems. For one of the first times in some time he had separated
2asily from his mother and become immediately involved in car and tractor play
with Louis. At a moment when he seemed to lose his intercsf slightly, he was

approached and asked if he would like to come and see some toys. He was clear




about not wanting to do that. Louis now voldnteered to g0 and when asked
svhether he might be willing to come with Bobby, both now joined the observer
and the two boys were soon enthusiastically finvolved in playing with the c&ts‘
that are part of the doll play set. Again shoving his increased ability to ux‘)ve
into new sftuations was Bobby's ease in latting Louis go back to the classroom.

Once alone though he seemed more hesftant, still continued to make
cars cr;sh fntc each other and then seemed to fluctuate back and forth between
this type of car play and other play which seemed more suggestive of unresolved
anal conflicts. Thus, he made the large sausages and called them such, but then
mov;d back again to the car play and these cars now suddenly crashed into and
on top of the hale and female dolls. Now he became anx(o;s and retreated to a
more perfunctory, rigid moving of the’doll play furnfiture and asking about the
varfous pieces. Here again his progress was obvious in his cons(de‘::le verbal
conérol. Gradually, he could show his greatest fnvolvement with the bathtub and
the to(iet. His face 1it up as he spoke about ‘ke-ke' and "ka-ka'. Again,
though, there was what seemed like a play disruptfon. He did not become exces-
sively anxious but his. involvement was certainly limifed from there on out.
Showing again the limits to his absolute involvement {n tasks was the fact that
he could not respond to the observer's request to draw a picture. In fact, he

!

resisted any request from the observer including, of course, fnitfally even

coming with him.

D. Data From the Psychological Testing at 6 Weeks and 5 Months
Unlike most ch(ldreh, Bobby sho&ed no advance in his 6-week perform-
ance on the Stanford Binet wher compared with his performance at tﬁe beginning
of his entry into the day care center. The entry I.Q. was 83 and that at 6 weeks
was 84, His difffculty in moving into new situations and relationships was seen

@ 1 in this testing. Infitfally he si{mply refused with a very firm 'no". On
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the second effort, however, he could be coaxed by both cont;derable attentfion

and the offering of two small plastic animals. Not surprisingly, once {n the
testing sftuation he exhibited & very short attentfion span and after twenty
minutes could hardly cooperate any lomger. Even duriag this time he vas easily
distracted. It became clear that he was very much concerned about separstion
from a caretaking adult as he played hiding from the tester. When asked "Where's
Bobby?" he would respond with "Bobby gone." He enjoyed getting under ;Eg,deak”

]

and banging on both sides as hard as he could, clga;}yﬂxak;ﬁgwégflght in his
ability to prodhce so much noise. In add(t(on: he repeatedly climbed up on one
of the chairs fn the room and explored varfous manners of getting out of the
chair, including crawling and all kinds of jumpi.z. As he was doing this, he
would say ""Me climb up,” or'zMEjjump." The use of the word "me'" here (ndicates
something of his language and personal {dentity development. \

This interpretation of his age-finadequate libellng was very much sup-
ported by his fnability to find word labels for common objects. For example, he
labeled a fork and a flag as a spoon and a tree. This weakness {n turn may be
related to his difffculty in retaining the memory of a pictured animal as if he
could not retain the labeled concept, and, i{n addfitfon, would be distracted by
o}her'stlmull when asked to make the recall. By contrast to these areas of
functioning, he could join two halves of a picture to form a whele and thus showed
his ability to manfpulate materfals {n a meaningful way.

"~ At 5 months Bobby still showed some difficultfes fn moving f{nto the
testing sftuation and arrangements had in fact Leen made to have the mother pos~
sibly accompany him. Again showing his progress was the fact that this turned
out not to be necessary. Even more impress(ve was the ggln in his total perfor-

mance. He now scored an 1.Q. of 96, representing a 14-point gain {n a per(éd of
C
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F

three and one-half months. The tester felt that the primary reason for this was
the striking improvement in Bobby's attentfon span and impulse control. He was
able to work attentively for nel;ly the full time. Even after he began to fa-
“tigue, it was much easier to return hiz to the task then in the previcus session,
and the previous marked negativism or resistance in the form of refusals was not
present. Rather, he demonstrated now much pleasure in his performance. Thus,
when he completed the bead stringing item, he said "I got a whole bunch.' What
should be noted here 1{ the use of the pronoun "I" as opposed to '"me' in pre-
vious testing. We believe this represents a greater clarity of self-concept and
the accompanying positive self-feeling, in this instance, related to actual
achfevement. The tester noted that he could remain %n the chair and di{d not con-
stantly have to crawl off somewhere else. Even more important, she felt there
was novw a direct verbal interaction with her and this again very greatly facili-
tated the testing. Here then we have ‘some specific confirmation of how the more
direct feeling interaction with his mother might affect his testing pexformance.
The need to gb off into his private world, as the tester put it, was now minimal.

~ While there was {mprovement i{n all areas, he was still furthest be-~
hind in his ;erbal fluency and his ability to respond to picture itemsy~ However,
the difficulty now was less {n the labeling than in such concepts as ''bigger and
biggest' and in other coﬁprehenslon items. He did now display good visual memory
and could identify pictured items from description of their functfon or physical
. features. He was also able to make visual discrimination betweun various forms

and to match forms on this basis. The good motor control in joining objects

continued at this time.

E. Data From the Task Orientation Categories

It 1s of considerable interest to note that just as Bobby had the
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lowest 1.Q. score in the center at the six wezk assessment point, so he had the
highest scores on disengagement and disruption at this séme assessment time.
It was indeed extremely difficult to keep him in the group situation. The scor-
ing indicates that he was disrupting once every two minutes. By the five-month
assessment, the scoring indicated one disruption e§ery five minutes. This meant
in effect that in a twenty-minute period, which is the average length of the
gro;p-structured time, he was disrupting four times., This vividly indicates
then both a dramatic change and also the fact that, by comparison with his peers,
he still needed to show considerable development. His disengagement had also
declined but was stil]l present. Notable was the fact that both his need to go
onto a lap or his need to regress were now absent at five months. Once more
showing his relative lack of development was a zero score under productivity.
That {s he could not yet, either when asked, or spontaneously,volunteer the kind
of answer that would be judged as contributing to the group. We would expect,

however, that by the twelfth month assessment of the task orientation, he would

indeed show some signs of this behavior as well.

F. Concluding Remarks (
v

The above case fllustrates well both the measures that we have used

and the emerging focus of our research. The mother's social worker rated her

as changing +3 as a person and +1 as a parent. She noted, in terms of the more
specific ratings, an increase in her capacity to maintain an organized environ-
mental sequence. Sée also noted an increase in the energy and time available
from mother to Bobby. On standards for aggression control, she rated a decrease
of 2 points from the‘six-week to the five-month point. This was seen as a posi-
tive development in allowing Bobby more opportunity to express normal aggression.

She noted that as a result of the weekly casework sessions, the mother had moved




from an uvnsmiling, constricted, almost depressive, demeanor to a more open,
cheerful, relating person. The tea;hets had reported what she herself had
noticed, namely, the mother's ability to work more directly with her own and
Bobby's feelfngs. All this was particularly striking in relation to her hus-
band's death. She could share her worrfes and fears and actively discuss Bobby's
own anxieties and que;tions.

The period analysis, and particularly periods 6, 7 and 8, seem to us
to demonstrate the impact of this greater emotional availabYlity and cfarity in
communication from mother to child. While Bobby clearly made moves towards en~

gagement with peers and '"his Anna" by the six-week assessment point, this trend
and especially his involvement with the.teachets, was greatly accentuated in the
period from the six-week point to the five-month assessment. We can see here
then that a good center takes a child some‘gistance in his“gevelopment. But, at
least in this and other cases, a change relevant to the chilJ's functioning on
the part of the parent is needed to enhance the child's further deVelophent.

The fact that a considerable acceleration in his[develop:ent did take place {s
documented by the data from the psychological testing, the task orientation cate-

gories, and the developmental ratings which showed an increase on the average of

two points.
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IX. RESULTS.

The findings of this study will be organized around the following

L4
statements:

{
A . Both the Culver City and San Pablo d@y care centers enhance the de-
velopment of the entering Eh(ldren after they have been there for
6 weeks.
B, The children attending ‘the Culver City Center sustain this gain to a
greater exteﬁt during the p;rlod from 6 weeks to 5 months and this

gain {s in turn associated with progressive changes in the parent-

child relatfonship as facilitated by a soclal work contact.

C. The Culver City children continue to sustain their differentfial gain
in the  {nterval from 5 to 12 months as well as during their first year

»r .

fn Kindergarten.

A. The Progressive Development During the First Six Weeks of Day Care.

Taking the average Stanford Binet I.Q. as the measure of the children's °
develement, and carefully matchfing the Culver C(ty'and San Pablo samples on age
of entry, sex of child and {nftfal I.Q. (109 and 108) we find that by sfx weeks
after egqry both groups show an average I.Q. of -117. The increment {n I.Q. is '

' extremely consistent and statistically significant for each group.” Applying the
Wilcoxon Matched-Pafrs Signed Ranks test (two tafled) the dfifference 1§ statist-
fcally s(gn(f(caﬁg/bgtween the .02 and .05 probabfility level for Culver Cfty and
at the .01 level for San Pablo. The average 1.Q.'s are g(vén fn Table 2 and
have been plotted {n Figure 3.

-

Because the children were {nftfally not tested at Entry, these findings
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are fin part based on recent samples. This accounts for the discontinuity in the

curves of Figure 3 at the 6-week’ point. .

Given the fact that we are relying on one measure, it could be argued

that we are simply measuring the chfildren's ability to adjust to the stfange

testing situation. A mfnimal statement would be that on this measure there {is

no detrimental effect and the groups do not differ. The qualitative period ana-
lysis of the first six weeks of the Culver City sample and knowledge of the San
Pablo sample does indicate that a progressive adaptation i{s taking place for most

/ . -
children during the first six weeks.

B. From 6 Weeks tJ 5 Months: Change in the Child as a Functjion of

v
Parent-Child Change.

During this interval the children in the Culver City day care center
tended as a group to sustain the gains in 1.Q. that they had achieved in the
firsé six weeks of day care. By contrast the average Staqford Binet for the San
Pablo children declided significantly (See Figure 3, and Table 10.). The average
change in I.Q. from 6 weeks to 5 months showed a‘gglg of 3.5 points for the Culver
City sample and a decline of 3.5 points for the S;n Pablo sample, a statistically
significant difference between the .61 and .00l probability levels as determined
by the t test of mean difference.

To unde;stand the reasons for this important differentiation in trend,
the data analysis was shifted from a comparison of the two groups to anaiysis of
the sources of variation within the Culver City'sample. Noting that there were

.indeed important differences in develdp;ent, it was further determined that a
great number of the child development indices including 1.Q. correlated with each
other and were in turn found to be‘a function of the quality and changes in the
parent-child functioning. In order to providevsupporg/éor this conclusion, we

© _ divided the data presentation into three steps: |

ERIC | 3
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1. A study of the intercorrelation of child indices.
2. A study of the intercorrelation of parent-child ratings; and
3. A study of the association between child indices and parent-

child ratings.

The Intercorrelation of Child Indiées.

*

Five child development ratings, the Stanford‘Bimet I.Q. score,
and seven task orientation category ;cores are available on each of the 25 chif;ren
6 weeks and 5 months after entry into day care. The intercorrelation of thesé
measures are given in Tables 3 and 4. Factor analysis of these correlation co-
efficients would be possible, but we have decided to postponé this until all data
collection is completed.

Visual examination of Tables 3 and 4 reveals considerable intercorre-
lation suggésting that the indices are tapping slightly different aspects of the
child's total development.\xThus, the more inclusive rating of the child's adap-
.tation correlates for both the 6-week and 5-month point at the .01 level of
statistical siénificance with a successful psychological move from home to the
center, the development of peer relations, the ability to modulate aggression, .
tﬁ; global rating of the child's task orientation, and negatively‘rith the speci-
fic task category of disruption of the task. The Stanford Binet I.Q. correlates
at the .0l level with at least one component of this cluster at each assessment
point: The task orientation rating at 6 weeks (.62*%*) and the adaptation rating
at 5 months (.49*t). Within this cluster, the importance of the categories of
disruption and disengagemént as Aifferentiators of’the children's behaQior should

be stressed. They intercorrelate significantly at both the 6-Week and 5-Month

point (.73*%* and ,59%%),
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Relating these findings to the hyrotheses on ghe intercorrelation of
task orientation at about 3 to & ycars of age with psychological move, peer rela-
tions, aggression.mod;lation, and 1.Q., we find that hypotheses 1 through 3 on
pages 3 and 4 do ihdeed recefive support at the 6-week point. These stated that
task orientation of 3 to 4 years,of age was related to a successful psychological
move from home to center, adequate aggression modulation, and hiéher performance
on the I.Q. test. |

) Table 5 gives the fintercorrelation of the 6-week to 5-month change
scores for the child indices. Just as the general adaptation rating correlated
‘positively at each assessment point with each of the developmental ratings, with
the Stanford-Binet I.Q., and negatively with the specific task category of dis-
ruption, so the intercorrelation of the change scores based on these dimensions
shows a similar pattern. Furthermore, the child;gn Qhose_rate of disrupting ghe
task declines also show a decline in their disengagement and less regressive
behavior.

These findings on the changes 19 the children's behavior best lend
themselves to a summary of the findings on the child indices. Chil&ren who are
rated as improving in their general adéptation from 6 weeks to 5 months also show
progressive development 1in their psychological move from h;me to Centgh, théir
peer relations, :heir modulation of aggression, their Stanford‘hinet I1.Q. score,
and thelr task orilentation as méasured in a variety of ways.

It follows from the above that if in the 6-wcek to S-month interval
the Culver City children as a‘group showed a more positive develdpment in their ‘
I.Q. than did the San Pablo children, then they should also show a more progres;f
sive group trend in the various ratings and task orientation categories. This igq

iy

in fact true for the child development ratings which increase. Similarly, the

IToxt Provided by ERI
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>

task categories of lép and regression decline from 6 weeks to 5 months and those

for productivity and interest incfease. Statistical comparison of the average

ratings for the two centers is, however, at this point 11ke1§ to be-misleading
because the ratings on the San Pablo children are Pased on significanﬁly less
information: The final report of this work dealing with larger samplés will .
present a more systematic analysis of this question.

‘

The Intercorrelation of Parent-Child Ratings.

Before studying the pattern og asébciation‘between the various
parent-child ratings, ‘it is important to remind the reader of the reliabilit;
assessment of eadL rating at 6 weeks ana 5 mogths (See Table 1 for these reSults.).

The intercorrelation of parent ratings for the 6-week and 5-qonth
point is given in Tables 6 and 7. Examination £evea1s first of all that except -

N

for the unreliable rétings, the pattern of intercorrelations is véry similar at

B

both assessment points. A factog}analytic study might well be 53 riate but
aéain we prefer to wait until our further samples are completed. p::fkal exami-
nation of the patterné as well as some logical grouping suggests the clusters
diégrammed in Figure 4. While all the reliable parent-child ratings intercorre-

late to a considerable extent, parents who communicate clearly with their children
are most likely going to be affectionate and clear in their availability. Simi-
larly, those who actively instruct their child also organize the environment

and set limits more effectively. Finally, those parents who have conceptual ex-

changes with their children also move them to new experiences 4d are interested

¢

in dcademic achievement.
Table 8 gives the intercorrelqtion of the change in parent-child
rating scores. For easier codb ehension a table revealing the ratings most highly -

intercorrelated is also given (See Table 9.).




It can be seen that the parents whose impact on their child was

rated as generally most improved on the global parent change rating increased \j

Al

both the clarity and time of their emotional availabifityﬁand thencla;ify and

freiﬁency‘of the communication with their child. They alsb tended to increase

.

the active instruction of their child and more frequently moved him or her to -
new eXperiences.‘ ' ] ‘ - . \\\

e - N

The Association of Child Indices and Parent-Child Ratings. ) &

. o

The above analyses, though not complete /in the sense of awaiting

further samples,ldo strongly suggest the importauce-gf-the following child indi-

ces and parent-child rating clusters: ) 7 A

/o

Child Indices " Parent Child Clusters

C Adaptation = Clarity of\CommunicationE>
Psyéhologiéal Move ’ : . Affectiqn; Time Available;
™ Modulation of Aggression S Clarity of Availgbility
i Peer Relgtionébips Conceptual Exchange: Move to
Task Orientation Rating | ’ 'New Experiepce; Acaéemic
Stanfqrd Binet I.Q. R . T Sfandard; .
Disruption of’fask ‘ Active Instruction: Organized

Y
.

: ) Envirenment; Setting' Limits

Figures 5, 6 and 7 show the intercorrelation of the two sets of ﬁeasures,

child and parent-child at 6 weeks, at 5 months, and in terms of the change mea-

- sures between these two points.
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Adaptation, Psvchological Move, and Modulation of Aggression. These

three indices do not correlate to a significant extent with any of the parent-

child ratings at 6 weeks, but at'5 months they do correlate with three or more
\ LA
of the ratings, making up the clarity of communication/affection/time available/

f

clarity of availability cluster. Also important to note is that the child index

~.

of a progressive psychological move from home to center correlates witﬁ"fﬁe par-

ent's moving the child to new'experiences and setting academic standards. |
o « |
The change in thése three indices is also most strikingly influenced v

.

H

"!‘

by changes . in the parent-child ratings of the clarity of communication/affection/ w
t

time available/ clarity of availability cluster. Each of tneg/is correlated with .

- either the time available and/or clarity of availability/cnange rating to such'an . B

t

I /%,
extent that the correlation coefficient reached“the .01 levelfof'significance.

The change scores for adaptation, P ychological move, and m dulation

of aggression also correlate with parent chariges from 6 weeks 'to 5 months in the

L4

extent of conceptual exchange and moving the child to new experiences, but these

correlations ‘are not as striking. /’ L

The fact that the development of peer relationships does not correlate
4
significantly with ,any of the parent-child ratings should also be noted. This

is surprising and once more. 1t‘has/ﬁeen decided to hold interpretatlon of this‘

finding until our samples\are sufficLently large to allow further data analysis
o ’

and replication. "

. . K P} . / L=

Task Orientation, the Stanford Binet I.Q., and Disrugtion"of the' Group

' *

Task. These three indices with their more direct implications for the chlld s

\

learning are at 6 weeks strongly associated with the cluster including the ratings

of conceptual exchange, the parent mov1ng'the,child to new experiences, and striv-

" ing for academicfacnievement. They are also sﬁronglyjcorrelated with the cluster L

' ;
[ f .




g
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describogd by Active Instruction. There is a generally weakar puttern of as-
soclatfbns with the cluster described by clarf.y of communication, claritv of
availablll;y, and parent-child affection.

As such thisr picture it 6 weeks gives strong support to the previously
stated pypothesis relating parent-child variables to task orientation (See page 41
'&ypothesls 2). This stated that :he child’'s task orientation from threef;o ten
would be influenced by the parent's affection, sensitivity to needs, clear com-
munication, ¢ncouragement of new experiences, effective limit setting and ex-
plicit achievement pressure. While limit setting did not emerge as significantly
correlated with task orientation at 6‘weeks. another variable; active instruection,
which {5 cmrnuiated with limit setting, did correlate with task orfentation and
1.g.
3 .

By 5 rmonths the picture has,K started to change. For the Stanford Binet
1.9. score, the correlation with the Conceptual Exchange/ Move to New Experience/
Academic Standards cluster and thevActive Instruction rating is still strong.
%ut for this index and even more for the task orientation rating and the disrup-
tions of the group task, the correiations with the Clarity of Communicntion/Affec—
tion/ wtc. cluster are more frequent and statistically more significant than they
wiere at 6 weeks.

It 1s, therefore, of special interest that the changes in all three of
these child indlces, task orfentation, Stanford Binet [.Q., and disruption of
the group task are consistently correlated with chasges in only one parent-child
rating, namcly the clarity of the psy;hologigal avafilability of the parcnt.

func{udlng this section, it would seem/thac changes in the various
ratings of the clarity of communIC{tions cluster are during the 6-week to S-month

intorval most strikingly assoclated with changes fn all of the child indices except
+

IToxt Provided by ERI
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peer relations.  Of the ratings in this cluster, whether or not the mother
and/ur father change both in the extent but especially in the clarity ot their

availebility seems most {mportant (See Figure 7).

C. The Culver City Children Sustain Their Developmental Gains in the

5 to 12 Months Interval and in Kindergarten,

1f an {pportant differentiation takes place ﬁetween the Culver City and
San Pablo sample from 6 weeks to SJmonths after entry into day care, it becomes
of interest whether this differentiation is or is not maintained. Because data
" collection 1is gtill proceeding, different samples will be used to answer differ-
ent qucstions. In each group comparison we have; however, matched the groups in
terms of initial score, whether this be the I1.Q. or a rating.

Thus, to follow *he 1.Q. trends for the two samples from entry to
12 months we had to deal with two different group comparisons because the initial
samples were not tested at entry. The first, which we'have already discussed in-
volved two samples on whom we had sufficient entry-to-6-weeks I.Q. scores'to make
a comparison. The increase in each of the groups, Culver City an;ISan Pablo, was
signfificant and {ndeed very similar (See Table 2 and Figurs 3). fhe average
Stanford Binet 1.Q.'s reported by the Early Training demonstration and control
groups have alsp been plotted in Figure 3. All thote groups of children involved
in a pre-school program showed this initifal rise while the Early Training control
group did not. The similarity in the nature of the trend far the two groups, §a§
Pablo and Early Training, who had both some pre-szhool and some contact with the
family is fndeed striking. There 1s an initial rise and them a considerabje
decrement in the average 1.Q. The Culver City children whose f{iwmilies expericnce

extensive social work do not show this decrement.
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The second comparison involves the average 1.Q, trends from the 6 week
to 5-and-12 month point. The Culver ity and San Pablo groups are again care-
fully matched for age at entry, nex, ard the base-line level which in this case
is, of course, 6 weeks. As shown in Table 10 and in Figure 3, the Culver City
children sustain their gains in the interv;l from 6 weeks to 12 months and this’
increment is statvistically significant (.0l .~ P — .02) when compared with the
decline for the San Pablo sample.

A similar conclusion is reached when the 6-week level of the two groups
is compared with the average I.Q. at =ntry into Kindergarten (See Table 11 and
Figure 8). The samples are again matched for I1.Q. at 6 weeks, age at entry, and
sex of child. Comparison of the trends again indicsdtes that the Culver City
children showed a prog:essivé as opposed to declinfng development. Since the
children have at graduation frog pre-school been {n the program for varying lengths
of time, the effect ofythis vatisble could be studied. Table 11 shows that the
difference betweenjythe Culver City and San Pablo sample was most striking when
the children had b:Z;\Qp fheir respective preograms for a year or more. This dif-
ference is mainly due to the fact that the Culver City children maintained their

gains and the San Pablo children showed a decline. The greater period of time in

a sense allowed thesc p{ogram differences to emerge. .

The importance of the level of the chlld;s 1.Q. in the early Kinder-
garten perfod 1s underlined by the fact that this score was correlated sipnifi-
cartly in the Culver City sample with the iollowing ratings made by the pubdblic

school teacher in December of the [irst Semester:

L1 Contact with Other Children
111 Positive Contact with Others
VIII Control of Aggressiown

X Expressfon ot Happy Affects, and

X1 Overall Adjustment
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A further step in the analysis involved comparison of the average
change scores from December to June for the Culver City and San Pablo samples. Is
the growth for the Culver City child during the Kindergarten year significantly
different when contrasted with the San Pablo child? For each of the ratings lis-

ted below the Culver City children showed a more favorable developument .in Kinder-

garten:
VIIa The cbility to Follow Instructiions P 2 __ .0l4
III Positive Contacts with Others ' p .020
XI  Overell Adjustment P £ .029
\Y Cooperation with Peers P .~ .050 N
VIII ‘Control of Aggression P .~ .070 \\\\)
X Expressioa of Positive Affects P L_.071

Although based on very small samples,> {t is of {nterest that four of
the above ratings not only show a significant change but, as just shown, corre-
Iated'wgyh the L.Q. at the beginnlng of Kindergarten. For example, the child's
1.Q. at‘the ernd of pre-school was correlated with the teachers rating of over-
all adjustment in December, and his overall adjustment rating {n June was by com-
parison with his San Pablo match likely to be higher.

* To conclude and review, {t has been shown that the differential gain

in, 1.Q. for the Culver- City children {s sustafined at 12 months, Perhaps even more

-~
important, it was payticularly the children who had been in the Culver City pro-

gram- for a year or morvqgﬁﬁ performed more adequately on the Stanferd Binet 1.4.

at the beginning of Kindergarten and according to thelr teacher showed i signiti-

cant improvement fn their adjustment during the Kindergarten year.

-
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X SUMMARY AND DISCUSSION.

The above data analysis has provided considerable support for the hypothe-

o

sis that ch{ldren in the Culver City and San Pablo care centers showed a very
similar and progressive development during the first six weeks of day care, but
onlykin the Culver City sample was tﬁis progressive development sustained during
the next 10 and one-half months of being in the program and during their first
year of Kindergarten. | '

‘~ The differentiation of these Frends first became Qisible in the 6-veek to
S5emonth interval. It was, furthermo;e, hypothesized that his differentiation,
and more sp;cifically the more extensive progressive growth of many of the Culver
City children, was & function of changes in the;r.pareqtfchild relationships and
the latter in turn was influenced by a soclial work contact.

To arrive at the conclusion that change fn the child is affected by chéﬁge
in the parent-child relationship, a series of analyses were undertaken. The inter-
Correlatig; of the various child fndices was studied first and is best summarized
by the findings on the change scores. Children who are rated as improving in their
general adaptation from © weeks to 5 months, alsbvshow progressive development in
their psychological move from home to center, their pecr relations, their modu-
lation of aggression, their Stanford Binet 1[.Q. score, and their task orientation
as measured In a wariety of ways.

The study of the intercorrelation of varicus parent-child ratings is also
best surmarized by the findfngs on the intercorrelation of change scores. Those
parcnts who during the 6 wecks to 5 months changed the most on a global parent
to child impact change rating are the same parents who increased both the clarity
and time of thelr availability and the clarity and frcqu&ney of their communica-
tion yvith their child., They also tended o Increase the active instriction of

ERIC
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their child and more frequently moved him to new experiences.

Finally interrelating the pattern of change in the child indices and that
for the parent-child changes, it was found that the changes i; all the major child
indices except peer relations 3%re correl?ted with changes {n some compoment of
the cluster describing clarity of parent-child communications, parent-child affec-
tion and the extent and clarity of the parents' avaiiability. For this sample it
would seem that changes in the clarity of the parents' availability were particu-
larly strongly related to changes in tﬁe ¢hild's development.

These findlngs can be related to the development of Bobby and his family.
While the mother had all along felt affection and liking for her child, her more
depressed and repressed functioning made her often unavailable and would interfere
with the clarity as to when she was available. Similarly, the verbal and affect-
connected commungcation was limited. Emocional events of any sort were difficult
for her to talk about. It was shown how "he work with the social worker, among
other things, allowed for greater affect-laden communication and this in turn was
related to Bobby's greater feeling expression, general expansiveness, growth of
speech, and reaching out to peers in particular (Scc page 60 Period 7).

It is recognized that certain changes in the mother may not affect the
child and that there may be other changes véry specific to a given mother-child
relationship that are not captured by the level of abstraction made possible by
our observations. These might well be revealed in a more intensive therapeutic
contact with mother and child.

Since each child and family {s analyzed as intensively as Bobby, we are
in a position to state that in each instance where change took place {n the mo-
ther's functioning, and this could be in a progressive or regressive direction,
the specific impact and timing of this impact on the child could be demonstrated

ERIC
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through the period analysls; In certain instances of long term work with a mother,
sources of conflict would be uggovered which would lead to the mother's temporary
depression and thus unavailability. From the child's point of view, this change
in parcnt functioning could have a regressive impact. It {is our expectation that
as the mother resolves such i{ssues, the long-run impact on the child will be even
more favorable. This will be illustrated in future reports.
The approach Eo early intervention which has yielded the above findings

. s how parent-child changes 1nfluen;e child development stress«s that in each
scet of family-child 1ﬁterrelationshlps there are certain developmental problems
whose solution can be greatly facilitated by working with the parents while at
the same time exposing the chiid to an ind{vidualized pre-school curriculum. It
is the general hypothesis that changes in family functioning are in the majority
of cases needed to sustain the child's developmental progress. The initial evi-
dence contrasting the Culver City and San Pablo populaticn &and the analyses
within the Culver City population suggests this is the case. The assessments
made after the children have been in the program for 12 and 24 months will be a .
further test of this hypothesis. This does not say that interventions focused
directly on the child and/or the nature of pre-school environment make no impact.
There are other possibilities: (1) Changes in the child from whatever source can
affect the parent-child relationship; (2) the therapeutic work with the parent
may be ineffective; and (3) even {f effective work with the parent is done,’ thera-
Peutic work with the young child may also be necessary. The last step is indeed
bciné taken with two of the children in the sample.

| Despite these reservations, the evidence of this report clearly suggests
that a social work cont;ct with parents of young poverty children participating

in an individualized pre-school curriculum has an immediate and sustained bhencfi-

cifl fmpact on development of these parents and on the intellectual and sccial-
Q

+
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emotional development of their children. o

XI. IMPLICATIONS

The recent hfstory of early intervention progr;ms should Alert us to the
dangers of formulating policy on the basis of too little data. Since this re-
search was, however, specifically designed to ask what additional factors could
be introduced into current interwvention approaches to make them more effective,
some of the implications of our {nitial findings should be made explicit.

It is our assumption that the so-called "poverty cycle" is in part a ques-
tion of certain parent-child expe;iénces leading to a certain character or per-
sonality development which in turﬁ leads to a rotal adjustment which does not
favor the children of that generation. The girl whb in her own childhood ex-
perienced 'parenting which left her feeling unsared for =and lacking in cOnfidénce
is very likely to feel inadequate in mothering a child especially if she has cho-
sen a partnerlwh? himself still n;eds more care rather than having the 1inner
strength to give to his wife and child and must therefore run from the situation.

Confronted with these facts two recent impressive publications had sﬁgmns-
ted ways of improving the income and housing of these people. In "Borm to Fail,"

vBritain's.National Child Development Study suggests direct "expenditures that
will réise low incomes and improve poor housing.'" (Time, Nov. 12, 1973, pp-.88)

o
Jencks (1972) im his study of Inequality comes to similar conclusions. Without
wishing to dispute these solutions for breaking the extremes of the poverty cycle,
we would argue on the basis of our findings that the integrated intervention
directed to both the child and the family-child relationships described here en-
hances and sustains the potential of both child and the parents in such a way tlhat

they can indeed also take advantage of such economic and other opportunities as

are available. These training and job opportunities must of course be avallable

O
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to a sufficient extent, but our data show that only after contact with the Culyer
City center and eapecially with the social worker were the parents able to make

use of their full job potential and mére generally of their potentfal as people

and parents. Again we stress that these correlations are suggested by our families.

Different samples may lead to different conclusions.
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Date School Total Time in Center

———————

Name? (mo/fa)

sasess

Sy
..l N

Tel: .

Siblings in Cénter:

Name B'date Age




action to Entrance
Ma jor Approach

“Engagement

Sucking

[

Swinging

lationships to
Mother

Student Teacher
Teacher

Peers

" Transitional
objects

fenses
Defersive 1idarti-
fication

-~ '

Passive to active

fects
Sadness Vs, Cheerful

xie;;‘Iajgglation to

10-26

FIGURE 2.

Days in Nursery School

-

Sent. 19th -~ 1lst Day

Sept. 20th - 2nd Day

Showing Scoring of Paula's Entrance Into Nursery School
*

Sept. 216t - 3rd Day -

Separation
Mesalng
Aggression

o Development
Identification
with teacher

- Passivity Vs.”
assertiveness.
Learn singing;
story

‘Bidp tricycle

ERIC

IToxt Provided by ERI

Mother there

Anxious then con-
trolled play _
Limited - in doll
play only

Very little; some
titing

None

Seeks affection and
mover odut

None evident

Points to Ethel's
spilling

Parallel play in doll
corner with Ethel

None evi:isnt

Maternal: feed dolls

Refuse to leave school

Some pleasure in
play-doh

Control by turning to
mother

Concerned about .
spllled water

None evident

None evident

Active - defends toy

’

None evident
None evident

\

Mother there

Anxious, then many
activities
Fleeting

<

Very little; some
biting
None

Seeks affection and
moves out

None evident

Asks permission

to play

Parallel play in doll
corner with Ethel

and Donna

None evident

Matefnal: feed dglls

None evident

Vicariously enjoy
mess {

4

Near tears
Concerned about mess

None evident

None evident

Active - on move
None évident
None evident

Mother sometimes gone

Sad, isolated, sits
alone
Limited ~ with
teacher {
Considerable -

None

Seeks attention;
longing

Jumps with Molly
None evidaent -
None'evident

None evident

Maternal: feed,
clothe dolls
None ewident

Mosftly sad

Near tears

Concerned about mess
None evident

None evident

Passive - often sits

None evident
None ev!denm



eaction to Entrance

Major Approach
Engagement

‘Sucking
Swinging

elationships to
Mother

Student teacher
Teacher

Peers
Transitional
objects .

fenses

Defensive identi-
fication

Passive to active

fects

Sadness Vs.
Cheerful

iety in relation to

Separation
) Meséing .
Agéressibn

o) Devel;lment
Identificagtion
with teacher
Passivity. Vs.

. agsertiveness

Learn singing;

story | '

Ride tricycle

i

Pays in Nursery School

Sept. 22nd - 4th Day

Sept. 23rd - 6th Day.

Sept. 27th - 7th Day

Mother sometimes gone
Cautious - then
retreat .

Some engagement;
rctreat from mess
Considerable

"None '

Seeks reassurance
after mess

Molly attends;
accepts help
Attends: changes
clothes

" Parall=l play in doll

corner. Read book to

Bob

None evident

Maternal: feed dolls

-
None evident

Cheerful when mess

<

Whines at end of
morning
Greatly concerned

None evident

None evident

Passive - often sits
None evident
None evident

Mother mostly gone

Very controlled, less
anxious
Limited

Considerable
None

- ~Some longing

Jump with: sit next
to " )
None evident

Mother mostly gone

Great longing;
immobolized
Limited - teacher
facilitates

A great deal

None

Longing; fretting
Follow Sarah, Molly

Follow and git close

Parallel play in doll Parailel play.in-holl .

corner

Nor;.evident

Matgrnal: feed dolls

None evident

(-
\ '4

Cheerful when mess

Near tears . -

Great concern;
very clean _
None evident

None evident

Passive and active
None evident
None evident

-

corner; defends right

Noné evident

Clean up excessive

Not go to mother

Sad except when mess

Near tears or
crying
Considerable concer

None evident

Helps: Distributes
toys ' )
Itmobile and defenids

Attend actively

" None evident



ATEGORIES -

eaction'to Entrance
Major approach

Engagemeﬁt

Sucking
Swinging

lationships to
Mother .

‘Student teacher
Teacher

Peers -

Transitional
objects-

L4

fenses
Defensive identi-
firation

-Passive to active
fects

-Sadness Vs.
- Cheerful

xiety' in ‘relation to ’

Separation

Messing
Aggression

o .Development
Identification
~with teacher.
Passivity Vs. .
assertiveness -
Learn singing;
story

Ride tricycle

10-28

o

" Days in Nursery,School

Sept. 28th - 8th Day

Sept. 29th - 9th Day Oct: 3rd - llth Day

Mother mostly gone

Great long’ng then

‘cheer up a little

Limited ~ teacher
facilitates

. A great deal

Sarah swings some

" Longing, Seeks

affection when hit
Seeks lap and swing:
Sarah

Seeks lap. Little
response otherwise’
Limited: not tolerate
aggression;jealous
of swing

None evident

/

-
/
/

Clean-up excessive
- k]

None evident

Very sad

s

- Near tears:

Coqsideréble conEern
Not tolerate bump
from Bob

None evident

Passive: stares e

Nome evident -
Norie evident

)

Great longing.

Limited: not share

Mother doesn't stay

Great 1ongigg;igurn

to teacher

Mother doesn't stay
. - B

Great lohgfng; turn

to teacher

Very limited - teacher Limited:- teacher

facilitates
A great deal
None evidenp

Frets

Sarah:}AQ;Molly:play
P

Segkgbcomforf

None evident

facilitates
A great deal
None evident

Great longing

Sarah:lap

N~

Seeks éomfd;t for hurt

Parallel play in-doll .
corner:defend rights

Special gift from S

father

Cry when can't help , Maternal:-comforts

teacher
None evident

Very sad '

Near tears; barely
holds on '
Considerable concern
None evident

Helps: set table

-

Passive; subdued

Can attend ‘ i
None evident

/

Y

doll
Sarah: runs away

I/I

Very sad,

- Play-doh cheers

o
Near tears

Some concern

Not tolerate attack

None evident *

" Passive and defends

Can-attend

’j None evident

il



ot

-

*TEGORIES

Laction to Entrance

Ma jor approach
_ Engagement

Sucking . .
Swinging

lationship to

~Mother

Student teacher
Teacher .’
Peers - . -

Transitiongi
objects

fenses

Defensive’ identi-
fication

Péss;ve to active

“Sadness Vs.
Cheerful

Very sad;

xiety in relation to

'Se'par'ation
Messing
Aggression

o Development

Identification
with teacher -
Passivity Vs.
assertiveness

Learn singing;
story

= 3 a

QO “ricycle

10-29

F

, Days in Nursery School

‘Oct; 4th - 1éth Day

Oct. 5th - 13th Day

1 -
Oct. 6th - 14th Day

Mother doesn't stay

.

)
Great longing; cries_
Limited; teacher

- facilitates

A great deal
Some from Sarah,
teacher . *

{
i

- Great longing

Sarah:lap;Molly:play

. Seeks swing, lap

nét tolerate
Kurt

Limited:
aggression:

Special gift from

‘father

Maternal:
hair .
None evident

cries

Cries: seeks mother
None evident

Not tolerate attack:
Kurt 3

b4,

Help: set table

Passive: does little

Can attend
None evident

- feed, brush

" Mother doesn't stay

\
Great longing
Limited - teacher
facilitates
A great deal

Some from teacher

Cling plus 1onging

Sarah: ‘lap excessive
Swing eases entrance
Limited: little
contact

£

Special gift from
father

5
None‘evident
4

None evident

/
i

- f

;
Very sad

“\
Near tears
None evident -
None evident

-

None evident

Passive: does little

None. evident

~ None evident

»Mother doesn't stay

Happier afte;
considerable -~
teacher facilitates
A great deal
Extensive Sarah

.
~.

~.

swing

Some longing
Sarah: swing
Sarah: swing
Parallel play 'in doll
corner: Ethel

None evident

None evident
Teacher: run awvay

and back
Y

Smiles at teacher
Cheers up with play

Cry when can't swing
None evident
None evident

Help Sarah clean

Active, can't assert
self

Can attend
None evident



FIGURE 3

Showing-Ave:gge Stanfgfd Binet T.Q. Scores for Various
- -

n

Programs and Length of Time in Program -
o
~ O .\
120 ‘ . f—()_Culver City: “Pre-School plus Extensive Social Work
. ’ N =
! : .
118 . Q L/ —\/
116 '
114
112 ‘ |
110 o Y
108 % ' ¥-San _Pablo: Pre-School plus Some Social Work '
106 . D B
104
. 102 !
100 « Early Training: Home Visits
98 ’ plus Summer Pre-school
9% —o
~ 94
92
90 v Early Tréining Control::No Home Visits or Pre-school
88

v /

86 e . . T "‘"“*-———____’

84

Entry 6 Week 5 Months 12 Months 24 Months

Length of Time in Program
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Active Instruction

FIGURE 4

4
y
Showing Clusters of Parent-Child Ratings

&
Clarity of Communication

Affection

Time Available
Clarity of Availability

. S
]
!

f——* Conceptual Exchange

Organiz

. Setting Limits

N’

ed;Enviroﬁment Move to New Exberience

Academic Standards High

-

-
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FIGURE 8 =

» \

i Showing Average Stanford Binet Scores At

6 Weeks and Beginning of ﬁindeggarten

119
118
f 117
116 .
115
1.Q. 114 ;

core 113

v,

112

111
110 S : ,

109 - Saﬁ'Pab1o

108 ! : ; . .

107 : |

106 _ R - L R

)

. .

L]

6, Weeks After Entry -~ _ Béginning of Kindergd;pém
' Point of Assessment

LY e




N

Showing Reliability Intercorrelations of Parent-Child Ratings:

11,
1I1.

Iv.

VI-a.
VI-b.
Vi-c.
VI-d.
VI-e.
- VII.
v VIII,

IX.

.

]

s Y

Affection -
\

Time Available

"N =25 -

Organized’EnvironmentP*

Clarity-Availability

Limit Setting
Aggression Control
Cleanliness

Self Réliance

Adult Role Behavior .

o

‘Academic Aéhievement

Clarity of Communication

Active Instruction

Move to New Experiences

: . =N
Conceptual Exchange™

LY

Global Parent Change Rating

Global Person Change

Rating

Level® of Significance:

Social Worker vs. Observer

\
After

Six e
Weeks

8L

L67%%

. .89F*
5 2%H
':58**
7T
‘.64**
L B2%%

T Jhb*
<

CT4F* |

. 68%*
L 81k
14

'.73**

-

After
Five
"Months

L L6T**

.88%*
BT

L86**

79w’

4BF*

B
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Showing Average Stanford-Binet I.Q.'Scores for Entry aid 6-Week Point
. . ’ \ . . .

N = 10} L .
. .\'-. \ R ) o ’
' . i . ¢
' ' \‘. ! -
: |
3 ! .\\\ ' . ’ ’ -
/ \ AVERAGE 1.Q. ‘
DAY CARE CENTER Entry ' Six Weeks
. .'.\ . . -
. 1- ’ : . Lo
Culver City 109 \ o : 117
: 2 B \ T
' San Pablo - 108 .\ oour
o | '

:
N

I

|

,

1 :
‘ Applying the Wilcoxon Matched Paired Sign Test of Significance i
. (two tailed), the difference between|Entry and Six Weeks is statistically
significant between the .02 and . .05 probability level. - . Lo
) ; \ . . . . \
' Applying the Wilcoxon Matched Paire Sign'Test of Significance , \'
~ (two tailed), the difgerence betyeen Entry QES/Six Weeks is statistically
significant at the .01 probability level. P
\ ‘ \
O A\
g _ \\
, &
e <, .
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TABLE 8-a

iﬁg Intercorrelatipn of Spécific Parent-Child and Global Person and Globél Parent Ratings

4

II.
- ITI,

Iv.

Vi-a.
VI-b.
VI;F.
VI-d.
Vi-e.

VII.
VIII.

IX.

- . N = 25

Aﬁfection

Time Available
Organized ﬁnvironment
Clarity-Availability
Limit Setting
Aggression Control
Cleanliness

Self Reliance

Adult Role Behavior
Aca&emic Achieveme;
Clarity of Communication
Active Instruction
Move to New Experiénces

Conceptual Exchange

Global Parent

Levels of Significance:

*

Global

Clobal
Person .Parent
* *
. W46 A4
*% *k
.51 .67
%k *% .
.51 55 A
*%
.14 .66
*
‘.10 .37
.05 -.15 .
--03 -021 A '
-.08 -.22
.10 .19
.05 .04 '
*k {
.21 .52 ‘ f
L kK -
"-06 .49 i
- *k ’
.18 .48 |
. % ! .
.33 .73 &
kX -
.59 ——
P .2 .05; ** P _~ .0l.



-

Global/Parent
- Change Rating
. Time ?arent
Available®
Clarity of
Availability
Clarity of
Communication
Conceptual
Exchange

Move to New
Experience
Active

Instruction

Table 9

Showing those pafent-child changes from 6 weeks to 5 months

which are most highly intercorrelated

N¥izs —_———
L S 72
,52%%  52%%
73k L75%.
LB LR
e .38%

«\

L40%

(973

.68%*
.35%

L4*

e

4 5
Q
43 .-
O7%% S 1%*
A43%

.59%%

Levels of Significance: - * P . .05; ** P 7 .0l.

‘'

.28
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: ‘ TABLE 10 . i, '
. < )
N Showing Average Stanford Binet I.Q. Scores
for Six Weeks, Five Months, and' Twelve Months
‘ . N= 11
i
y .
1 2
DAY CARE CENTER ~ Six Weeks Five Months Twelve Months
t : .
Culver ' City 115 . 119 119
San Pablo . 115 111 ’ li0o

1 .
The t (separate) for comparison of the mean difference (5-months minus
6 weeks) of the Culver City versus San Pablo samples is 3.05 with 19.1 d. f.
and .001 <P¢ .01.

2

The t (separate) for comparison of the mean difference (12-months minus
6 weeks) of the Culver City versus San Pablo samples is 2.74 with 198 d. f.
and 01 < P< .02, '

7.




TABLE 11

Shawing,Average Stanford Binet I.Q. at Six Weeks and Beginning,Kindéggarten

.t///?

. and whether Child in Program Less or More than a Year

i

) N = 25 n'\‘ ‘*'L
\l
LENGTH OF TIME IN
PROGRAM & DAY CARE CENTER
' (A) (B)
Beginning . Dif ference
Less Than Year . . Six Weeks Kindergarten (B - A)
Culver City 115 ’ 118 3
San Pablo 113 110 -3
1 [~ 4
More Than Year
Culver City 114 118 4
San Pablo | 117 111 -6
. 2
All Center Children .
Culver City 115 118 3
San Pablo 114 -3

i

111

The t (separate) test for the 2-tailed comparison (More Than Year) between Culver City
and San Pablo on the difference between the I.Q. at Beginning Kindergarten and 6 Weeks
is 3.27, a difference that is statistically significant between the .01 and .02

probability levels.

The t (separate) test for the 2-tailed comparison (All Center Children) between Culver
City and San Pablo on the difference between the I.Q. at Beginning Kindergarten
and 6 Weeks is 2.67, a difference that is statistically significant between the .0l and

02 probability levels.

[Kc
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APPENDIX A , R

., MANUAL DEFINING

RATINGS SUMMARIZING CERTAIN ASPECTS OF | )
3 .

THE CHILD'S DEVELOPMENT IN DAY CARE

G

H
Tnst?uctions to Rater: Carefully read the period analysis and.the task orien-
tation observations on the child to be rated. Confine yourself to the time span
being considered; e.g., ratings made five months after entry take the first five
months into account. Think of the ‘categories as arranged glong a dimehsion from .
adequate to less adequate development. - Place each child in one of the 7 categories.

o

The ratings)are not absolute but relative to the total group of children’
being studied and the child's own potential development. -

I. The nature of the child's psychological move from theiparents to a new in-
volvement in the nursery school. This rating is relevant to the concept of
individuation-separation. It is most likely to be seen in that part of the
period analysis dealing with the daily entrance into the Center. The defined
poiants are: . ’

.~

7. The child experiences feeling that he (or she) 1s cared for by his
parents, can return for refueling, but limits latter to initial
period of nursery school entry. The child forms or rather experiences
a new and additional home base in relation to the teachers and this
is gradually diminished in importance as he moves toward task and -
peer involvement.

4. The child' experiences feeling that he is cared for, but this is .
threatened- by some maternal ambivalence or other maternal or
family fluctuations. He can eventually trust the total school .
as a hore base, but only after a period of anxiety and reaching
out for the previous main caretaker.

s

AN

3 o : B )

2o S

1. The child experiences great uncertainty in his home base and this
1s assoclated with difficulty in establishing trust in either a
teacher or the school.

1I. The nature of the child's peer relations. This is best defined by the

Anna Freud DeVelopmental Line relating to peer relations. The defined points
are: :

7. The child makes purposeful positive contacts, resorts to periods of
defensive testing, but these lead ultimately to peer involvement,
mutuality, assertiveness and even peer leadership. :

”




- 2 - ) .
C ' \
) ( lt §> &
----- . -~ \ - , LS

o ) '
Purposeful positive contacts are made and persisted in, but they\

alternate with periods of withdrawal and passivity and the ‘ultimate
mutuality {is 11m1ted‘

——

----- . | .g;-vf \"

The céntacts attempted by the child are predominantly of a negatfve,
provocative sort and/or the: child remains isolated from peers.

III. The nature of the child's task orientation. This is defined in many

places but emphasized here is the involvement in both self-selected and group
structured tasks. The defined ratings are: -

7.

The child moves from and adds to self- selected activities -- e.g.,
tricycle, blocks, doll corner -- increasing. engagement and persistence
in these and then engagemen 1n and ‘contribution to tasks structured
by teacher. ¢

) 6., ~----

S. e----

4. The child;s involvement in self-selected tasks 1is considerable, but
largely dependent on adult approvai and/or somewhat isolated. By
the end of the five month perilod he can engage in structured group
activities even though he makes very few positive contributions.

3., e==---

2. e----

1. The child is involved in self-selected activities, shows some per-
sistence, but is limited in variety and dependent on external ap-
proval. Initial engagement in structured group activity is followed

by disruption of the group.
Iv. The nature of the child's modulation of aggression. Are the verbal asser-

tive derivatives developed or is the picture one of extremes of aggressive out-
bursts or the repression of aggressive affects? The defined ratings are:

7.

»
Aggression well modulated: Neither excessively expressed or inhibited.
Appropriate assertiveness and socially appropriate inhibition is present.
Next to no evidence of need for conflict resolution related to aggres-
sive derivatives.



---- ’ r v

<£. Aggressivenéss modulated in context of considerable inhibifiqn, occas-
ional provocation;and/or turning of aggression inward. There are in-
frequent outbyrsts, no striking masochism, but assertiveness is- limited.

. 4
3. —--n4 ' ' S S

- -

1. Aggression expressed in direct, severe and provocative form. Reaction
of environment has.masochistic consequences for the child as have
other actions, such as falling down and hurting himself. Aggression
may also be completely inhibited or there i{s an -extreme fluctuation
between outburst and inhibition. *-¢

V. The nature of the child's general adaptation. Considéring all aspects of
the child's development what.is the balance of progressive over regressive trends.
Include specifically how this relates to the child's adaptation in the Center and
the home.

7. The progressive over regressive trends are consistent with the potential
of the child and what one would expect at this age level. ’

4. The progressive trends outweigh regressive ones but are not consistent
with the potential and age level of the child.

3. emme- . |

The regressive trends and asso
: ciated arrests and fixati -
weigh progressive trends. °n pOIQts out

4
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.APPENDIX B
. - - MANUAL DEFINING
. : ‘ . S :
| ' © PARENT-CHILD RATINGS 3 o
f . S .
. Y b\ N
! ’ ) 2
. . N ' . 1 it s>
. I .
I. The quality and quantity of the patent's affection for and likinggfor ji
: his child. Wdrmth has also been used to refer to this dimension. It
involves the love and, compassion for the .child as expressed in a vari--
ety of ways. . . y i
\\‘/_‘-‘

\ T
(7) Parent has and)shows intense affection and liking for child.

T

O
Gy + .

4) Parent has and shows moderate liking and affection for child; no
signs of rejection.

[

(3) -t
(2)
(1) Parent has little basic liking for .child; indications of rejection

are evident.

II. The extent of time and energy that‘the parent has available for his
child. Although related to affection and liking, it 1s important to
describe just how often the parent is affectionate and available.

P

.(7) Parent is psychologically available to the child a great deal of
the time; e.g., 4 - 6 hours.

(6) ¥
(5)

4) Parent is psychologically available for a moderate amount of time;
e.g., 1 - 2 hours.

(3)
(2)

(1) Parent is hardly ever psychologically available to the child for
any length of time.




\ . R “

The parent's ‘capacity to maintain an organized and environmental

sequence.

Even if affectionate and capable of sétting limits, can

~ the parent organize an effective set of routines to which the child
can adapt7

(7)

6)

(5)
(4)

(3)

(2)
(1)

The

-

Payent has developed-an organized sequence for child without
b ing extremely rigid.

O3

i

. L
" ’/ﬂ’f‘

.
[y

Parent has developed moderate amqﬁ’t of organtﬁ\:ion in regard

to meals, sleep, etc.

[

V J
v

Parent has developed ‘next to no organized routine in even such
matters as mealtime and sleep. . “ -

* ~

clarity with which the parent defines his availabllity. The: parént,

may be affectionate and spend considerable time with the child, but the
child is often uncertain as to just when he can expect the parent to be
available. -

'(7)

(6)
(3)
(4)

(3)

(2)
(1)

{

Parent has given child very clear concept of when to expect hil
or her. The availability can be counted.on.

Parent has
available.

Parent has
available.

. »

! 7 .

given child moderate certainty as to when he or she is

\

i

’
given child little certainty as to when he or she is.



V.

vI.

I

The extent and consistency of the limits set by the parént. ‘Can the

parent confront the ghild's challenge of power and manlpulation in

order to insure consistent directives?
. b -
o \

(7) Parent consistently follows through on the limits set. ;Consistency
. rather than the number of }imits should be judged. :

. ~. a
(6) -
(5)

.

(4) Parent is moderately consistent; there are. several instances of
. a lack of follow through. ’ '

) S .8
(2) '

(1) Parent tends to be very inconsistent; sometimes following through
and sometimes not, or never following through at all.

The standards.set and the sanctions used by the ‘parents in regard to

the areas listed below. It is important to recognize that certain

;nsistence. MaK% a rating for e&ii\area.
“~

sanctions work best for a given child. Where the' parent expects
greatest compliance with standards, these sanctions will be used vith

a) Aggresstdn control

.b) CIeanliness .

c) Self-reliance : ; . :

d) Adult role beh «vior " ' -
e) A¢hievement in pfeacademic areas ‘

.
- . -
L3 ™

A7) Standards set are high and strong sanctions are used to enfor

standards. : ~
®© - — 3 / -

). B , \

(4) "The combination .of standards and sanctions used are_ﬁqnerate..
(3). : s N~

) | . / - .
(1) The total impact of standards and sanctions used 1s minimal.. The
parents exercise little control in this area. .f



Y

N

VII. The extent of clarity in parent-child communication. . To what . extent
' doés the parent use reason to persuade, encourage verbal give-and-take
and, in general, openly confront issues’ ’ -
. - - 3 '

1

I . ) o
(7) The clarity of communication between parent and child is high.
That communication may involve verbal expression but need not be
confine&.to that mode 4 _ i

(5) o . {
(4) - There is a moderate amount of c0mmunication around issues invol-
ving parent ‘and child

.(3) I

(1) There 1is littlé clear communication around issues of iﬁportance
to parent and child. The*child feels he or she can't make her-
self or himself understood. ¢

'

~

[}
VIII. The extent of the parent's active instruction. How effectively does
the parent instruct the child in large motor skills, in fine perceptuo-
motor “skills, and in conceptual distinctions such as word meaning and.
haming of objects?

.

(7) The parent' engages, in much instruction of the child and is
definitely oriented to having the child learn. .

(6)
(5) ' " e

(4) There is a moderate amount of instruction.

‘. . (3)' g . Lo - 3y
) @ . e < RE

(1) The parent engages %n next to no explicit instruqtibns even though
_~they may value.such instruction. : . .-
! . :




1X. Theémanner and extent to which the parent encouraged .the child to move
toward new experiences and relationships.  Does the parent provide the
type of support and planning-that is likely to lead to a sense of pleasure
and competence in the new experiences? Does the parent give the psycho-
logical permission to move out from herself ‘or himself? Or are there
signs that communicate that the child must remain as psychologically close
as previously and nothing should change?

.

)

(7)  Parent encourages new experiences\through hélpful planning and does
not insist on the maintenance of the previously existing psvcho-
logical interrelationships. ~

(6)
(5)

(4) Parent encourages some new experiences but in other instances either
through )lnadequate planning or maintenance of the previously existing
relationships, does not permit new experiences.

)
(2)

(1) ‘Parent seldom-encourages new experiences in relationships. No
adequate planning and/or keeps the child in previous relaticnship.

X, The frequency with which the parent is involved in a conceptual exchange
with the child. How often does the parent read to the chtild, tell him
a story, and talk to him in the sense of giving and seeking information?

(7) Parent tzlks to the child a great deal in the sense o: giving and
seekin; information and/or reads a grea® deal to the child.

o ¥

(5)

(4) Parent sometimem talks to and[or veads to child in information-
concept areas.

(3)
(2)
(1) Parent seldom has conceptual exchanges and/or periods of reading.

It is qu%te possible that effective communication nevertheless
occurss




APPENDIX C

MANUAL DEF INING

TEACHER RATINGS OF KINDERGARTEN AND ELEMENTARY SCHOOL CHILDREN

I. Hature of the child's move into the classroom.
This is most likely to be seen at the daily entrancé into the classrcom lLut
may be revealed at other points during the day.

(7) The child moves easily into the ¢lassroom setting, showing no anxiety
leaving the parents or entering a new situation.

()

(5) “

~

%) The child feels comfortable £&n schovl and with the teacher for the most
part although occssional signs of longing for the parent have been
evident.

(3)

(2)

(1) The child has great difficulty in being away from "home base' s3nd does
not trust the teacher or school to provide him with a feeling of se-

curity and comfort {n place of the parental home &nd contacts.

. d
II. The degree of the child's contact with other c¢hildren.

(7) Given the opportunity, he {s almost always éoing something with other
children.

(6)
(5

(&) There is an average amount of contact with other children while at other
times he will do things by himself and/or try and relate to the teacher.

(3)
(2)

(1) He is rarely, {f ever, dcing aomethiﬁg with other children and {s usually
fsolated and self-preoccupied or constantly with the teacher.

+




111. The posfitive/negative emntional nature of the child's contacts with other

Iv.

children.

(7) Almost always poesftive, friendly, warm, happy, comfortable.

(6)

(5)

(&) Coantacts will fluctuate so that there will be approximately equal
amounts of positive as well as negative contacts.

(M

(2)

(1) Usually negative, aggressive, cold, hostile, unfriendly.

Degree of child's emotional {nvolvement with cther children.

Here we are concerned with the intensity of the child's feelings expressed to-
wards his peers (be these feelings positive or negative) and his emotional {n-
volvement with them.

(7)
(&)
(5)

(%)

3
(2)

(1)

Very strong and extremely emoti{onally finvolved.

Feelings expressed towards peers are of moderate intensity and degree of
emotional involvement with peers 4is average. ‘

There {s but a minimal amount of emotional involvement with the other
children. Even though they miy be playing together, their emotf{onal
fnvolvement has a flat quality as if the contact is of little importance
to them.,



V. Cooperatioun, leadership and following behavior. -

This refers to the kind of play/behavior that tne child engages in with his

peers. :

(7) Play with peers is a sharing experience in which the child contributes
ideas and leads assertively but can also be an appropriate follower
and let another child take charge.

vl

(6)
(5)

4) There is an average amount of vacillat{. * between the "mature'" kipd of
attitude reflected in #7 and the quality described under #1.

(3)
- (2)

@3 Play with peerd 1is almost always either (2) as a follower, and never
"taking charge" himself or (b) almost always as the leader in terms
of not being willing to relinquish power and leadership to others (if
you score 4, 3, 2 or 1 also indicate whether the (a) all follower, or
(L) all leader quality is applicable).

N

VI. Extent to which child works well on projects by himself which he has initiated:
(includes play, aeademié work, etc. could be almost any kind of 'project".)
-

(a) Creativity

(7) Highly creative, thinks of new things on own, takes things he's
learned and adds his own creative variations.

(6)
(3}
(4) Is often moderately creative, tends to rely on ideas garnered from

teachers and peers (in addition to repeating activities of teachers
and peers in order to master them.)

(3)
(2)
{1) Plays and works unim&zinatively, (e.g. only coples productions of

other children or duplicates things shown by teacher ~-- even once
he has learned how to do whatever it is he is imitating).




(b) Attention span and involvement

(7) Concentrates totally on tasks for as long as is necessary to complete.
- (6)

(5)

(4) Moderate attenéion span and involvement.

3)

(2)

(1) Never stays with anything for more than a few moments and doesn't

seem involved even when he is working on something.

(c) Quality of production (when applicable)

(7) Extremely good, significantly above levcl one would cxpect =2t that age

6 o
(5)

(4) Moderately good -- at age and grade level expectancy.

(3)

(2)

(1) Extremely poor (note:‘can occur even.with high creativity and good

attention span involvement) -- substantially below age and grade
level expectancy.




VII.

Extents to which child works well on projects by himself which teacher has

(a)

(b)

(c)

(7
(6)
(5)
(%)
(3)
(2)
(1)

(7)
(6)
(5)
(%)
(3)
(2)
(1)

(7)
(6)
(5)
(%)
(3)
(2)

(1)

initiated. "

Ability to follow instructions

Always does just as iwv told.

Does as is told about 1/2 the time.

Doesn't follow directions.

Attention span and involvement

Concentrates totally on tasks for as leong as 18 necessary to complete.

Moderate attention span and involvement.

Never stays with anything for more than a few moments and doesn't
seem immvolved even when he is wurking on something. ‘

Quality of productions

Extremely good, sienificant]v above level ome would expect at that age.

Moderately good -- at age and grade level expectancy.

Extremely poor {mote: can occur even with high creativity and good
attention span involvement) -- substantially below age and grade
level expectancy.



(d)

When creativity 4is appropriate within the contaxt of following
directions:

(7) Adds owa creative touches.

(6)

(5)

(4) Is modestly creative with guidelines set by teacher.
(3)

(2)

(1) Does just as is tnld and does not deviate in any way or add any-
thing of own.

VIII. How does the child deal with his aggression.

(N

(6)
(5)
(4)
(3>
(2)
(1)

Aggression 18 under appropriate control in that it is not!excessively ex-
pressed or inhibited. There is appropriate assertiveness and socially
appropriate inhibition.

There are few aggressive outbursts, however, assertiveness is limited.

L4

Aggression is expressed in direct, severe and provocative form. Can be
seen in terms of direct physical or verbal attacks on other children and/
or a tendency for the child to direct his aggression towards himself (e.g.
falling and hurting himself frequently or making fre:uent and seVﬂte
self-deprecatory remarks.)



XI.

Behavior

(7) Always listens, is never a behavior problem, does as is told and does
not "act up'.

(6)

() ’

(%) Fluctuates between ''gond" behavior and "being a problen'.

3) .

(2) /

(1) Seems like is almost always causing trouble in some way or another.

Affects

(7) Usually happy and seems comfortable.

(6)

(5)

{4) Moods will vary relatively equally between happy and unhappy and anxious.

3) -~

(2) .

(1) Usually unhappy, anxious, seems like something's always bothering him
(may also be seen in a child who's trying to act havpy bul is cuvering
up.)

¢

Rate overall adjustment

(7) As good as it could possibly be.

(6)

5)

(4) On a par with the average child.

(3)

(2)

(L) As bad as one could imagine.



VI,
VIIL.
VIII.

IX.

- XI.

CHILDREN'S RATING SCALES




