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Chapter 1 . . -
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. ) - Introductiou ' L
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Sxe e

The purpose of this report is to prov1de preschool and early e1ehenta$y school o

teachers w1th a summary of current psycholog1ca1 research concerned w1th the social

« .~

'development of young children. Psychological research often provides a basis for pro-

T cedures teachers yse in the classrooqu It is difficult, however, for 1nd1v1dua1 tea-

cners to keep up thh the 1atest‘aevelopments in p;ycholog1ca1 research Even when --

- h
L)

\‘-,

;. . 'gresearch f12ﬂ1ngs are access1b1e, their relevance to c1assroon1pract1ces is often .dif-
&

7/

\»ficult-to’determine.<1h1s report is designed to relate research f1nd1ngs to pract1cai

?.
- . °

ssues teachers face in the classroom E . ) ,

: ~ The report is -limited to partlcular topics concerning ch11dreu's social behavicy

A compan1on report, entitled "The ' Cognltlve Development: of Young Children: A négofi

5 .
"%,

T for Teachersu" fbcuses n developmental changes 1n young children's ways of thinking. L

o
ts.’

The two reports were prepared as a Jo1nt-pr03ect and share similar goals and forma

- . P

 The: reader is- encouraged to use them together. o _ _ »
: >

. . . R~

) Ba°1c Research and/Pract1cak Implications: A Note of Caut1on

Summarlz1ng resedreh in psychology can bé a risky undertaklng

“

What seeins ‘'true

Fl

at .one point in tlme often becomes 1false’ when new 1nformat1on becomes ava11ab1e or

when new: theor1es change the 1nterpretat1on of old findings. ‘Teachers are under- = -

stanuably wary of chang1ng fads in educat1ona1 pract1ce--fads which often grow

paycholog1sts' changlng conceptlons of the "truth" about child developmeat The

eparatlon of this report has been gulded by.a des1re to preserve a cautious and

repective on new research and theories, in order to -minimize the dangers -

moderate pe
> ’

ot premature app11cat1on of incoumpletely tested paycholog1ca1 conclusions. For. this

_xesson, appealing and possibly effective procedures for dealing with ‘chiidren which

’ Y
i are not based on reltaole find1ngs of exper1menta1 psycholog1ca1 research hnve not

- becn.lncruded.

out of -°
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Substantial problems arise in any attempt to formulate ﬁractical sughestions

. for professiondls in one discipline based on research findings from anothsr disci-

’

° L3 .

. Cpline. Tarcughout this report, recommendations for teachers have been derived from '
. < . b . )

~ logical extensions of experimental findings and classroom adaptations of experi-

wental procedures. = - °
- Q

-

e " . Some of the proposed procedures may prove unworkqblé in the classroom, even
. ;l's Y . - ° '3 M . © g ,.vw
though they make sense from a psychelogical perspective. When evaluating potential

2 . -

¥

spplications of psychological findings an important point to'rqpemﬁef'is that. psy-

-

: cholqgicél research is usually designed to derive probability statements about the

. ’ « \ . . . . .
behavior of groups of people. If _a certain procedure is, on the avezage, more effec-.

tive than another, it may be recommended here. It is quite possible, however; fhak_

“individual children or teachers will wo;k better with a procedure that is, or the

. ‘ A4 »
average, less effective. Teachers must ultimately be the judges of what works best

-

for fhém and their students. R

% ! * & A

report willoserve to stimulate teachérs' thinking about what is

Hopefully, this
happeﬁing in their'classrppms, and’ offer some insights into why some teaching strate-
’-o o . v.s . ) . , N - . s )
gies"seem to fail .and others are consistently successful.. . e

. z . a "

Thrze types of information are presented in this report, The bulk of the xeport.

.. .
B

-

4 N ) :
is devoted to narrative discussions of psychological research on aggressicn, coopers-

tive behavior, moral development, motivation to perform in school, and the dynamics

-

. . - . o rs
of peer interaction. In these sections, research findings are presented and
« . N .. ) - <

~ o

exn:ained, and specific exampleé are érovided to illustrate how the psychologicai
E < -

LY

- - . -

é,‘* findings can.be applied to the classroom. .

P

» ¥ % é
A digest of recommendations precedes: each narrative section. The digests. “re

prerared in a chart format. They summarize practical suggestions togethe: vith shoit

o~

rationales derived from psychological findings and provide bibliographic referencrs

D
.

fov additional.readirng. The digests sérve as a brief intvoductory guide to tepics
» i

- ‘ -

- ’ . o

T]{[lc : 60607 A e
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The1r meanlng may be more ful}y

s . MY - : . - - 1 - .
cxpiained in mevre detail. in. the .narrative sections.

understood in “the context of thé narrative, 'distussion. The reader may _v.us_h to reviaw

the d1gests aga1n after complet1ng thie narrdtive sect1ons. ) & . -
3 . . - . .

The extenswe referehce sect1ons conclud1ng each chapter document sources of °

.

- information and offer the reader a gurde for further study. C1tat1ons in the narra-~
7/ - - " ’
Lole . . . o i < .
KA tive are keyed to the related references by number. Since the report‘covers pPsy-
.chologital, rather than ‘educational research, the'so'urces reviewed have been pri- .

manly the professional expenmental journals in developmental psychology
? Teachers 1nterested in pur suing further quest1ons concernmg the dynamlcs o€ _‘ ‘

i’ ._ children's soc1al development may find the followlng sources'}stlcularly 1n*°re 1,-

-
. 3 R . “a
. -

x .

ing: \ _ . L
. e . . ’

Hartqup, W, ¥. The Young Child: Reviews of Research, Volume 2. Washington, D..C.: i

. * National Association for t.he. Education of Young Children, 1972. - . o
; . , and. Smotherg'ill, N. L. 'Ihe.Youmg Child: “Reviews o;f: Research, Volume l,
S Washington, D.C.: National Association for. the Education_ of Young Chilglren_', T L
| w1067, - y “ S, .

Krumboltz, J. D. and Krumboltz, H. B. Changing Children's Behavior. Englﬁéwood

-

C'11ffs N. J.: Prent1ce Hall, Inc., 1872, . g
';‘h"q'nson, Cc. Sk1lls for Young Ch1ldren Unpubhshed man\xscnpt Edna A. H;h Child " 4 1
‘ . Development Preschool Laboratories, Department of Human Development The Univer-
‘ _“w‘ L s1ty of Kansas, "Lawrence, Kansas,..1972.¢ ’ . : a
, §EL6S

e
<




©. Chapter 2 i . S .

How-Children Change and learn . !

-~

~

Téaéhers haye the important job of creating evtotal learning, envircument for
. P v - ° . . - ﬁ..
ysung children. Children spend a great deal of time.at sqhool,.and during that time

) //4hey are coﬁtinualiy‘learning, whether'what‘is learned is planned by the teacher er

i

not. School can,prov1de not only'an opportun1ty for 1nte11ectua1 instruction, but

also a support1ve space in wh1ch ch11dren ¢an. develop, pract1ce, and perfect both

F
psycﬂologlsts can. help teachers produce an effectivelenv1ronment for 1earn1ng. Thv

;,./

£ollowing® discussion of the ways ch11dren learn prov1des a general framework Jor

vndﬂrltand1ng.the balance of the report. The pr1nc1p1es out11ned’here axe appl ed,

¥ -

in deta11 to spec1fmc types of social behavior in the follow1ng ”hapters of the

TepoTts

¢ ) ~
. 4

Children Interprét Events in the Context of Their Own Fxperience - . o

) Ch11d ‘'en 2re no pass1ve rec1p1ents of knowledge, shaped like lumos of clay Ly

- -
pownrful enGirOﬁp%nta forces. h11dren constantly act upon thexr env1ronment,

D
l'

1ang1ng it ir various! Jays "and gather1ng exper1ence which they 1nterpr°t add 1nte-
grate accord1ng to their current level of understandlng. The same event can mean

radically, dlfferent th1ngf/16’children at different levels “of developnent who have '

-

o1fferent exper1ent1a1 histories. Suppose a teacher, losing patience, shouts in a

leua voice, "I've had enough' You go sit down and,be quiet!" John, who has.nevcr
Lecn shouted at'by an’ adult, may be deeply hurt. He may assume not only that he hoc
drne someth1ng to 1rr1tate the teacher, but also that he h1mse1f is an ev11 person

M«wy, whose mother shouts at her a great deal, may just tune out the teacher's loud

-
I3

veice and go on about her business: Peter, a sl1ght1y more mature child, may under-

o
>
-

- - )

< cogpit:ve\and ,oc1a1 skills. _An awareness of the learning pr1nc1p1es de»cr1bed by .

a

svznd that something he has done has upset the teache:? who is reattghg'out of anger,
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4 S
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\'J <
Peter will nelther take~the reprimand as an attack on his personal worth, ner will .

he 1gnore it. Rather he W1ll be able to evaluate the ep1sode in a broader context

-of” Jnterperso 8l relat1onsh1ps. .. P T - . ST

!

Experiences which stretch children!s comprehensfon without greatly exceeding

< Y

‘their level of sophzst1cat1on are effect1ve learn1ng s1tuat1ons, in part because |

Y

. quch events are most l1kely to engage a child's attentron. Ch1ldrcn become 1nter-,

PPy -

ested hizjysp of the nature of the task and its relationshlp to their own develop-
vel.

-

menfal Events whiéh are completely fam111ar and well understood are like;y -

' to ‘Be. 1gnored Events wh1ch are so unusual as. to be incomprehens1ble are l1ke1y to

MY

o br~acr1vely avoided or mis1nterpreted Ch11dron ente;1ng preschool for the first T
d \
trmé for example may 1gnore the~build1ng blocks and go d1rcctly to the more fam-

4

l crayons._ Only by'bbservlng ‘other chlldren playing with blocks will they behrn

- to understand how'blocrs can be related to the1r own play interests (3, s, 6 8). \\
i

LIS . . . , .
. - “

-~ [N Vo o [

I
o

Ch1rdren LearnAyy 0bserv1ng Others ; . ! : N

'+ +* .'One.of the bestoways to learn how people behave is to watch -them. Young chil- °

.dren -are. av1d people-watchers. From their observat;ons they learn how to perform new’

. bchav1or° and they develop expectations concern1ng the consequenves of their antvons
. -
?i Whether or'not ch1ldren will actually perform behav1ors they have learned by Watcn1ng
° " Q ° -

) other people depends on many factors, 1nclud1ng the personar charactcr1st1cs o‘ t
‘ vodel what happens as a result of the model's act1ons whether the ch1ld's owa

by !
. s1rua:lon is percelvcd to be similar -to the model's, and whethet the, activity is
e

i within the child's present range of ab1l1ty Teachers can be part1cular1y effpct:kz

-

models s1nce in general children are ‘most 11ke,y to 1m1tate ‘people they know and

“1ike and peOple who are powerful controllers of desired resources. Peers are also
L -
~ gffective-mrdels, Since chrldren often 1m1tate people they cons1der to be like then-

“ -

o . - " o

selves (1, 2, 4). . S .. ' ~

we Mt o
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Giiilsren~garn from the Consequences of Their Behavior A oy

H A1 2 . ‘.
. . - s . ¢

«~ Chi:ldteri's behavior-alwdys results in a consequence from the environment,
Adtainkd = )

«

whether’ or not a teacher has planned for the consequence tc occuxr. The way each

child interprets these consequences.will have a strong influence on whether-the

~ N
. L N . -

ch11d w1ll engage in s1milar behaviors .in the future.
. - A S

Psycholog1sts'have c1ass1f1ed,conseiﬁe%ces of behavior according to the1r L

. .
T‘ Y, .t ™~

effect on subsequent behav1or. Consequences which tend to cause behav1ors to’

ar -

réoccur are called posﬂt1ve reinforcements, consequences which tend to suppress the .

toccurrénce- of bchav1or are referred to.as “punishments. Teachers often assume that’ Yoag

*o
. +

any pleasant ‘event 1s a pos1t1ve re1nforcement, and that any unpleasant event is a R ' hf

»

punlshment. When psycholog1sts use these terms, howevér; they refer to the effect

-

~,

. of the. consequence on behax1or, and not to an evahuat1on of .the event as.pleasan oy

" .unpleasant in 1tse1f In fact,-a s1ng1e evcnt may havé d1st1nct1y d1frerent effccts

- -

on d1fferent ‘children in dlfferent S1tuat10ns. Patt1ng,a ch11d ocn the back, for

~

A .’
.

nxamole may encotrage some chlldten to contlnue the1r act1V1ty, while it may éaure s ';

. . other cﬁildren to stop wNat they?are dozng. ,Ihe only way teachers can be sure of

e e .

3 -
.

the effect of any consequence is to observe the cﬁald's roactlon_to it. . -

’C"nsequences affect behavzor in two distinct ways.---One function of conse- PV

auences is_to tell children whether~6§ﬁnot they are doing the right thing. Informa-." T .

.tlon feedback is cr1t1ca1 to almost a1 learnlng Feedback is most effective when ;

[y .

Jt immed1ate1y follows a child's attempt. Children qu1ck1y forget what they haue .

-
..

dcne, and need to know whether an action is r1ght oT Wrcn before they have for-‘ K

- - ) < -L- -

- 0 . >
2 - -

gotten what that act1on was. ) ’ ’ g L

. f ~
e " [

., The second funct1o? of - congequences is to prov1de mot1vat1on to per form‘or\to ’

-~

avoid perform:.ng arr action. In many instances a s1ng1e event prov1dos both fc.édbacx

or. the correctness of-an action, and a pleasant or unpleasant consequence .which
. me ) s . A, S . .
_infiuences the child's desire to repeat that action in the future.. A tearher’s. ..

~— .,
.

. : l.‘ . ' 1 0..’“-‘“‘ ° - [N ;‘
. . M * . [¥) ‘_l j- “ .. * . $ H . :é
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.

"but also-may make the child, feel good for having earned the teacher's approval. Of T

» - &

course, the effect of any event on a child's behavior depé‘nds oa the child's own
intexrpretation of.'the event. A child who dislikes a particular teacher may txy to
avoid doing 'thin‘gs which earn that teacher's approval.

[

The reinforcements wluch affect a chilu’s behavior.fall into three general caté~

e

/

gories; intrinsic, social, and material.---Many activities are- pleasurable in them- “"" .

selves, and thus p;:ov1de 1ntr1n51c reinforceiient. Reading a good book or solving.a - S

puzzle prov1de thexr own rewards. Certam psychologists, elaborating on the idea.s
- \

of Jean P:.aget, place great emphasis on \Q\e child's inborn desire to Jdearn and e;:peu.-

_ence new things to solve yroblems and- master skills for the pure pieasure ot prac- AN

° ¢

tici.ng, mastering, and conquering a problem. 'l‘he motivating power of the fun inher- . ¥

-~ &,

ent in tlie proccss of doing somethmg is often supplemented by built-in feedback on . /"

successful completidn of a task. Putting together a puzzle is an 1ntercst1ng " g

. -

~rt vity in,itself. 'Ihere is an extra"kick however, when each p1ec«= successfullv " . ]

g

settles J.n place anc( a great feelmg of satisfaction when the whole is assemb‘ed

—

A, s, 8 10). .\ e, -7 : . \\

In addition to rei nforcement enanating from various act1v1t: cs the social .

,- % v-;
onv;mnment 15 cc-nstantly delxvermg remforcement to children. In a classroom,
atte\ltion from teachers and peers has a powerful effect on children's activxties. s

4 . +

m fact, adlﬂhg, - and other children often unwittingly attend to (and thus N

.re-nforce) bchav ors that are disruptive aud undesu'able. Even a negative react'ion
0 -

ron a- teacber constitutes a form of attention which may increase the likehhood
Y

-

that an undef-irable behavror will reoccur. Tcachers can take advantage of the young

.
~child's suscept1b111tv to social reinforcement by attending to all efforts children

R
P

make in the rig}\t direction, and ignoring their less desirable actions whenever pos« s

N

sible. | A : ¢

. . . ‘“"
1

N _,.\‘1)2
.
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Some children, however, may be re1at1ve1y 1ndifferent to the teache; 's attent1on

and approVal " Under these c1rcumstances,,taug1b1e materlal*rewards or tokens wh1ch
can be accumulated to earn rewards and speclal pr1v11eges can provide poverful

&

Y

alternat1ves to ;ntr1ns1c or soc1a1 relnkorcement. -
\ ¥

One problem w1th prov1d1ng rewards not usually found in the classroom s1tuat1o

-~

" is that children.very qulckly become‘aware of the riles of the game. Uheh the

- -

. ﬂrewards stop abruptly, behav1crs wh1ch have not become intrinsically re1nforc1ng tend
J‘
> fo drop back to, their or1g1na1 low level of occurrence\\\Th1s effect d%h be m1n1n1zed

When rewards for°a par-

.~

by spacrhg out rewards efore e11m1natrng then completeiy.

ﬂtic‘ & avioy_are gr dually decreased ch11dren w111 engage in’ that act1v1ty for

ds of time 74th .no external reward intensive. soc1a1 or mate-

/

: r1a1 reinforcement is best reserv@d for occas1ons when a ch11d needs hclp learnlng

longer and longerup

4

sk111 to the point ‘where pract cing it becomes fun, or 1ncreas1ng a soc1a1 behav1or
| ] -

(such as playing cooperat1ve1y with other children).so that natural rernforcers in .

¥,

'the.s1tuat1on can take over. - L T

-~

- ’ T “a ‘ \
U51ng4pearn1ng,Pr1nc1p1es in the Classyoom v - .
A

" These. 1earn1ng principles’ are dlscussed in .more detail in 1ater sectlons of the

repor; However, teadhers may. find the follow1ng pointers useful in considering how
111

to structure the environment in, their classrooms most effectively. (7 9)

Yo help children learn a rew behavior, .or increase the frequency of,a useful behavivr

‘

thcy do not often enyage in. 4 . &

1. Observe carefully to determine what events are reinforcing for each par-

Loy

ticular chifd. ‘wmat activities; toys, and forms of~attention_dues the

v = =

'p'<§113 enjoy ‘most? Who is ‘the child's favorite teacher’ Who is the

"/ - s Y ’
- child'safavorlte-fr1end?

. ./I d .
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Arrange for immediate reinforcement to fbllow-ea#h successful perfprmanéé
of the desired behavior. For example, Lee, wno habitually throws hexr coat
: !

on the floor, is learniné to hang it up. Each time Lee hangs up her coat,

a teacher might comment, ''Good for you, 'You remembered to hang up your

coat. Now you can play with the play dodéh." It may take severai days - - .
‘until Lee has learned to hang up ﬁgr coat automatically, and many rein-
- forcements may be.necessary.

Provide verbal cues, or ;uggestions; to help the child identify situations
where tié’hew’behqvior is- appropriate and to serve as a reminder.-
A-teaéher‘might sa},~bLée, you élmoét forgot to hang up ybur coat{" or,

«

"As soon as you hang up your coat, you can play with the play dough."

Arrange for the child to see favor1te 1nd1vzduals perfbrm1ng the-de51red
behavior. Lee can-be present while teachers hang up.thg;r coats. Teachers
can commen; on o;her children's behavior, saying "Pam énd Mike are hanginé )
up their coats."” ‘

Reinforce the child for increasingly sucééssful steps in-the right direc-

N

tion. Avo1d expecting the child to perform an entire act1on sequence cor-
rectly the f1rst time before receiving a‘?eward. If Lee is a very young <
child, hanging up her coat may be a difficult procedure. In teaching her

this skiil, teachers miéht first reinforce her for getting the coat in her
}ocker, then for getting soﬁe portion of‘the coat on a hook, and finally

for actually hanging the’coét on the hook neatly.

When the child has mastered the new skill and is performing it at appro- -
priate times, gradually decrease the reinforcemént. &hen‘Lee has copsi§-
tently reﬁembered to hang her «sat up neatly without reminders, te?chers

can reduce their specific reinforcement to ever§ other day, then once a

- . P
P o=

‘week. Eventually no specific reinforcement may be needed gt=




~

. ¢ 3 . .
To help children stop performing maladaptive behaviors:

1.

. with the undesirable behavior.. The teacher can comment, "“hen you aref

Teachers might occasionally make general statements such as, "I'm glad
you are remembering to hang up your coats. It certainly makes the room

look neater." .

[y

Restructure the'situation so that the child receives no positive reinforce-
ment for performing the activity. In some cases, the behavior in question
will increase‘in rate beforé it decréases, so be sure to give the proce-
dure enough t1me to take effect. Remember that re1nforcement delivered

intermittently strengthens .the behav1or -and makes it more difficult to

get rid of. "For example at snack time,John consistently jumps up from

X hlS seat, shouts, "Me f1rst'" and grabs his snack. fhe teacher can ignore

e

-~ -

John pass1ng the snack only to ch11dren who are qu1et1y $1tt1ng in theéir
places. The teacher might comment, ''Bob is sitting-so quiet;y that s

think I will give him his snack first." John gets no snack as long as he.

" s jumping and shouting.

Arrange for reinforcements to follow behaviors which are incompatible

4
s

s1tt1ng quietly, John, you may have some snack.'" As-soon as John stops
shoutlng and sits down, the teacher can take advantage of this good bchaa
vicr by immediately pass1ng him the snack while praising him for sitting
quietly:. .

Arrange for mild byt effective unpleasant consequences .to follow particu-
larly negative behaviors. Such consequences should'follow natirally from

the situation wherever possible. If John, for example, begins to jump

and shout once he has his snack, the teacher can remove the snack,

_.\
o
S
-

P
(W ]

/=
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» ‘1':
Y
v
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Actively ignore‘a child who is misbehaving while simultancously attending

A}
° b R <

to-a child who is behav1ng appropr;ately. Such active ignoring is espe-

c1a11y effecu1ve if the observant teacher immediately focuses aé%ent1on
N

on the ignored child as soon.as he of sh -stogs-misbehav;ng. °When snack

. 7 is finished, John may continue to jumphand\shout while the teacher-is

\Eagﬁé%‘bangéhvolve the
. o

group in an interesting conversation or activity, pointedly ignoring

trying to explain soiething to the group:

John until thc moment he guiets down. -

Provided by ERIC.

-
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) ng?gkted TeachlngiTechnlques

Chapteér 3

Aggression

Digest -of Retommendations

Rationale

© =17~

-

rew M
\ .

'Tb,m1n1mlze aggression in the
classToom;

: Li'Provide\ikfficient space

s0 tiat children.are not

overcroqua

v

?5ﬂg.Pﬁayiae;sufficient mate-
- f‘o‘ 7 '

‘ : . N - e ¥ .‘PY‘ . .
rials so that cﬁlldren

“can ke p busy witligdt com-

Y

‘aggression.

o

Sufficient space may;eiiminate/

accidental pushing and shoving "

~—

that can lead to retaliatory
Young children do .
not distingnish between acci-

dental and purposeful attacks.

Children involved in construc-

tive activities may be less

‘likely to beﬁave aggressively.

=

Selected.Referenees

Bandura, 1973; .

Shartz and

\,Voydanoff;'léfs

k3

—=

Vo

:Davitz, 1952 -

\

1

a9

%
5t
2, Eliminate toys wh1ch sug~
gest aggressive them s for

-
.

piay, such as gunsé.toy
. Y
soldiérs, and batman or

batgirl costumes.

.o

»engage

‘f,g
o3 PN

Toys associated with aggression

r

may elicit,éﬁgressive behavior.

Children who play games w1th
w,
agé;q§s1ve themes also tend to.

insmore non-themat1c

aggression. Y

Bandura, 1973;

N Berkowitz, 1972,

‘Feshbach, 1956

-
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Selected References -

4. Do not‘allcﬁ an‘aggressor
"to- benefit- from aggres-

i

sive acts. . . .~ BN

.

o, T
5. Step between aggressor
~and victim, ignoring
aggressor while attend-

ing to ‘victin.

N

'< @

Ch11dren rewarded for aggres—

6

. sion 1earn~that aggre551on pays Patterscn, Littman,

off. 'Other children in the

group will be more likely to

’ L. . b,
‘imitate’the aggressive child i£1972

that child's aggréssion-is

rewarded.

—w~Thls~act10n prevents the

, -

rd§sor from obtalnlng

)}n .

e1ther the reward of victim

¢

subﬁi%sion or ‘the.Yeward of

ey
» ]

teacber'attentlon.»,Ch;ldren*

zre likely to 1m1ta*e the tea-

| Bandura, 1973;

i

o

°

'%nd Bricker, 1967;. . .

"Fngbach and Feehhach_

Bandura and Walters, T~

1963; Einkston,, Reese,

LeBJanc, and Bacr,

-;-

-

A

1973; Scoft ‘Burton” o

3y
and Yarrow,

1967

.. .cher's demonstration of eon-‘ v . )
: ' cern for srneone‘in need. }
. .

16. Suggeet‘te the victim: Victim cad\practice and meded Pattecrson, Littﬁnn) ‘T

) ways'of dealing with the i assertive but nonaggressive and Brieker, 1967, - -
T ?égreésor, for example, T r. A rietip who ‘does Slaby, 1974 - 4 ]
tell ‘the victim te say to not subdit is less likely to .- o '4; ’

o . ) - . P

) the aggressor "NO hit- be.attacked in the. future.. .

ting" or I'm playing with

. +his now-." :

'Q ) . v,

ERIC .. e
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Suggested Teaching Techniques ) Rationale Selected Referencss
g 7. In_‘cgr'vene 1n a potentially Children who have alternative Slaby, 1974;
. . . " kY *
g 3 ’ N 3 3 3 -
aggressive situation before responses readily available Spivack and Shure,
. aggression occurs, encour-  are less likely to resort to . -1974. S
-7 - M . N . .
aging children to use non-  aggression to get what they . ) <
. aggressive verbal methods - want. A-child who asks for an LA :
: " to solve conflicts. Pro- ~ object is more likely to ) o E
el vide verbal alternatives receive cooperation; a child who L.
i NP o o L .- .
. &  for’children who: cannot: grabs ‘the object is.more likely \ \ ©o
oL . .9 ‘ . . . R N o i ) .o
5 .., think of them on’their own, to elicit retasliatory aggres- . :
X . T ’ . . I : :‘
2 .’ . Ny .- i . - . .

‘\\\"e.g.-,n"'lell him, 'I'm play- .sion. Teacher- reinforcement can g’

ing with-this now;! or," increase children's use of non- L. . ;
" - Lo . \\‘:\\\ X v . . . . . - i . » z
- "fou can ask him totrade .aggressive solutions. t6 int. - N ?

3 S » e . :
with you." _Praise the.chil- peérsonal preblems. - - . A
dren's, use of-verbal alter-’ S T - :

—————Tnatives, tneipger coopera- ) ) \j\\\m T
. T . L . T
> tion that may follow, or o .
. 2 . ” s : mr—3 5
.thel.acceptance, of '"no" for gl = ..
LI - . ‘;_)”_;,. l 4 .
- " )
in. answer. . i V ’ .
8. Mocel a reasoned,’ coopera- Ciildren imitate behavior of Bandura and Walters
- 1 o, . . - - . . .
' tive, nonaggressive . pencle thzy like and people 1962; Scot%, Burton
JERIEY apbrqach to social con- who' are peverful, They often”  ‘and Yarrow, "1967 -
.. . N . ' “ )
g ,‘-.‘.’jlicts. . . adept teachers® bshaviors. :
v : !
| I » o
i
..é . . * - " - ’ v .
Tt e . 9 .
- (%) o .- - {} G O 19 0 .
EMC o ! ’ . S .
A PR : ) S Pa— R . ~ >




_;i sted Teach1ny Tecnnlq(fs\

' ntscuss and demonstrate
alternativé problem-

'.<01v1ng ﬁéthods at times

C -wnen\aggress1on is. not

‘occurring.
@ - .B‘a
hY

- Q

Crnsistently “attend to

¥

o

tive -behavior.

1. Attend to .cooperative

-verbal statements.

Rationale

"

- 20
-
.

Selected References

‘Cooperation may be incompatible

-zad” reinforce all coopera- with aggression.

tive behavior .are I@quytgo,“

Lectures follow1ng an aggres-

sive incident may.serve as

o

rewar&iné attention to the
H I .
aggressor. Children awaré of
alfernative behaviors can choose
a ponaggréssive solﬁtibn.
: DR

,.‘ .

!

‘Children con-.

sistently reinforced for coopera-
N Ki . R
increase coopérative inter-
N .

actioné.while simultaneously

Ll

decreasing aggressive behavior.

-5
.. .
/S
-

~ .
L ,
- .

Attention to coopérative verbal -

statements is likely to increase

.

actual cooperative behavior, °

,
while decreasing aggression.

Harris,

Bandura, 1973; ;,

—Chittenden, 1942;

. Spivatk and Shure,\\\;\

1974

Altman, 1971; Brown |

-and Elliot, 1965;

Goodlet, Gbodiét,

~ and Dredge, 1970;

Wolf, and

Baer, 19567; R1sle/

“and Baer, 1973,

Slaby and-Crowléy,

1975

Parke,,Ewall,,and

Slaby, 1972; Slaby,.
&

'1975, Glaby and

Crowley, 1975
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: k Suggicsted Teaching Tecliniques’ ) Rationale Selected References
e 12. Avoid physical punishment Use of physical punishrflent pro-  Bandura, 1973; .
n . ' ) .- . . . . . T
) for -aggression. . vides a model of aggression and. Berkowitz, 1973
e - ‘legitimizes the use.,of force. = SR
: - .Children observing such tech- N
: LR . . o -
\ . niques are likely to use them -
{ > . N ‘for resolving their own-con- + .~ - T -
- T flicts. ] ;
. 13. -Do not encourage children. Children encouraged to be Bandura, 1973; T
. . . i - .o ) - o R - . »"'\‘}“:
; " to redirect aggressive aggressive toward inanimate Berkowitz; 1973;. . "7
" “behaviof toward inanimate . objects are likély to be ) Mallick and S
s — ' ' R -
3 objects. aggressive toward dther McCandless, 1966;
. i ) people. ' " Walters and Browr; |
. i 1963 ‘ : N . .
¢ . I~
- . - . &, .- ’
‘ . s, -
3 DR Ao
| - ? 1 '\
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ﬂhat is Aggressive Behavior? .~ ., ' S ' ) L ° .
- . ' ..x a‘ )

"Betty and M1chae1 are f1ght1ng aga1n but what' can you expect frOm such

ag g 51ve ch11dren." Attr1but1ng ch11dren's aggre551ve behav1or to the fact that

2

they are "aggressive'” is a part1cu1ar1y destruct1ve form of c1rcu1ar reason1ng

» H

Ch:ld*en learn to perfbrm aggre551ve behaV1ors such as k1ck1ng, h1tt1ng, ard biting,

- .

aud they 1earn to 1dent1fy s1tuat10ns where these behav1ors ‘will have reward1ng

results. An 1mportant f1rst.step in dea11ng with ch11dren ] aggre551on 1s to speclfy' -

.., o Ty - - - !
- MU :

'enavtly what ch11dren do to evoke the labef "aggress1ve.- : .

o«

oo :
Most people ‘agrée. that aggre551ve behav1or/involves actions which may * resu1t in

AN « . v

nhys1ca1 or psycholog1ca1 JnJury to another 1no1V1dua1 Th1s def1n1t1on of aggre g
ion does not include assert1ve behav1or, such as stand1ng up for one's r1ghts in a

1uost11e way. Aggress1ve acts include phys1ca1 behaviors” such as h1tt1ng, push1ng,

and chkrng; verbal acts such as shouting insults, making threats and calling names;
- . N L

- and destruction of‘another’s;property. LR

. - _ < . . .
Many cases are not clear-cut.v Whether or not an act is labeled aggressiye CLo=

involves a soc1a1 Judgment made by the observer, wio is 1nf1ucnced by society's normf "

. 1

ana. hy h1s or her prlvate belief system. One observer watch1ng two boys wrestling, ,
fnr cx nple, might c0nc1ude that they were Just Yfooling around " wh1lc another mvﬂh*
dec*fe they were show1ng unwarranted aggress1on (s). ] ‘ " S
‘ Aggress1ve behav1or usuall) involves etnend1ture of a great deal of energy. .
A t;OﬂS wh1ch are considered innocucus in a mild form may., be labeled aggressive when.

re1 iarmed w1th‘hore force, even though the form of the act1on did not change. 'A

-nrntletpat ‘can turn into a hit, an affectionate hug can_ become a tackle, depend1ng *;

on the vigor of the activity. Children who often become excited or children who ace -
generally characterized by a high level of activity are often labeled aggressive

5ecnuse of the intensity of their behavior.(SS). . .

A

q09”3 e E , ST
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In deciding whether or not to consider a particular behavior an act cf aggres-.
sioni;, dbservers often attempt to take into account the intent behind the act. Acci-
dentally trippinﬁ and fallingfagainst someone,is'not.uSually considered aggressive,

‘.while a deliberate push is. Trying to uncover the 'real" intentions.underlxing a

-

Lo ~given-act‘can be quite diffiCult however. . -2 o .
,»mon\\fd she just want the tr1cyc1e? In cases like th1s,,a debate about the "rea1"

] mo;iynt*on may be superfluous. What_is important is, the behavaor wh1ch has 1n3ured

‘e

Pat. In an attempt to m1n1m1ze Judgments of intent and the1r 1nherent ambiguities,

e p°/ 1olog1sts 1nvest1gat1ng aggress1on have usually focused on the overt form of”

+ B bemav1or5'wh1ch can'potent1a11y injure another personh

In determining ways of dealing with~chiidren's:aggression, it is important to

.pluﬂe.aggression in its propér context as one of several types. of social interaction.

- pmEETe ession is both a means of solvrng 1nterperfona1 conflict*and a powerful way of
L —

gettlng a react1on from the soc1a1 env1ronment. If chlrdren can develop a Tepertoire

of soc1a1 sk111s that prov1d° them w1th many a1ternat1ve methods for reSOIV1ng con-

.

‘11cts and produc1ng 1nterest1ng reactzons from the env1ronme1t they are less. likel;

°

to resort-to aggressive behaviors (21;.-46)..

. " The following sections of this chapter will,discuss the ways children learn how

° B - -

and when to behave aggressively, the kinds of situations which are likely to provoks

.

[

z1zessive responses, and methods teachers can use to minimize aggression in their

) ©
; clussvoons. ) .
! » - . ‘ . .ot »

@ . -

How Do Children Learn Appressive Behavior?

-~ e .

Aggressive behavior is learned behavior. Children are continually learning new

4,4‘ . ang improved ways to punch,,k1ck and push each other by watchxng other children and
T ? e, )-v' s

T aﬂutt*t;nﬂ~by trying out fiew forms of agpression to‘f1nd ou: what vor (s best.
» .

v s L . g;(}";

v ©

A * . .
L
. .

[~

uppose Shlrley pushes Pat off a tr1cyc1e. D1d Shirley really mean to hurt Pat,’




.
' v =244
&2
~ . . v P
- P
- &>
- .. i

Children also learn that in many cases the use of aggression pays off. If the cowboy
E . - . N ~

¢n television hits the bad guy hard enough, the.bod guy won't bother him any more.

'In~<chool the children who push and hit the hardest- usually get their own way¢

ildren learn aggression by observzng.---Every day childreﬂ&aie proVided exam— C

-

“les of the use of aggression to. solve 1nterpersqnar problems. Thereuis a growing .“, .
[ . .

booy of ev1dence which indicates that such examples are taken to heart (5) Every .

3

parent who uses phy51cal punishment is demonstrating the vse of phy51cal aggre551cu-j _3 ’

v - aond is, in fact, likely to have children. who behave aggressi ively. Parents who span‘k;~

.
-

their children for agore551ve behav1or may produce children who are honaggre551ve e

L N . : o~ Lo

,‘round their parenta, but such children are likely to use aggre351on th@mselves when ‘ .

w "es .
i *

L1

uteracting with their p°ers (s, 10 11 39) Children not only 1earn how to perforn\ "

Ve - .

agrre551ve acts, but ‘also waen to. perform them. . : ; RN
- Television programs, from Saturday morning cartoons to the evening news pfov;de :

children with.an exten51ve‘how—to-do-1t course 1n aggre551on._ Scveral studies have .

’ - ’ s

emonstrated that after watching aggre551ve acts performed on f11m or telev151on .

’

chtildren tend to view aggre551on as a successful form of social 1nteraction and to .Y

H

Eave more aggre551ve1y with their peers. Children will 1m1tate spec1f1c aggre551‘e
actions that they have never perfoxmed before, such as hitting with a hammer held

high over the head The rodels who er1c1t this 1m1tation may be adults, children,

oTr cven cartoon models attacking cizher inunimate obJects or other people. Th iv -

A
~

no eV1dence supportiwg the commonly held v1ew that watching aggression enables ch11~
! % <
dven to release 'pent-up hostility' which otherW1se might result in aggre551ve beha< |

o

vior. On the contrary, viewing aggrcssibe incidents increases children's knowledge .

L]

o. bow to perform ayure551ve acts. and reduces their inhibitions against behaving

-

agzgressively themselves (S5, 7,8, 9, 11, 13, 23 25, 26, 27). . ' .

Scne people feel that nggrcs:ion cn tcieviSion will have no aggres¢1on-chciting
. cffoets i€ the agyressor gets his "just deserts" in the cnd. One problem with this.

TR oo 66625 - )

?;H%‘““
A
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L crcd got\into trouble. ‘Those "babys1tters” who. had prev1ously seen axV1olcnt cowbov

e Vior.' 1f spec1f1caL1y offered a reward for showing what the model d1d, however, §h11

e aggressor ‘is punished, then, children can st111(1earn new forms oi aggrcss1ve beha-

- g - e e - - - - - " P - - p AN

SR 2173
¥
hand 4

view is that very youﬂg ch11dren orten do not understand the connect1on Mbetween )
. events rn te1ev1slon program | whrch‘are separated by a comp11cate;\;t;ry 11ne and B !

scveral commerc1a1s. The fact that the’ v111a1n gogs-to_ Ja11 at the end of a half

houn,chase may be considered_a completely separate. event from the gory m“rd°;ﬁ§p°°6555

[y

‘ fully committed at the beginning of the program (15).,_Chiidrén who understand that

&n aggress1 ve model has been pun1shed may not immediately 1m1tate the model's beha-

- o
‘n

*

dren can. often correctly demonstrate the model's aggress1ve act1ons. Even‘when an .

L 3

- =,
' .vror s1mgly by observ1ng them. Whether or not they will adopt these new forms of
agqress1on depends on what they exoect to happen as a result of the1r own aggresslqn

Vi
\ -~

o

in any given situation (2). - ' o1 S ,
3 ‘\ 'A’ 3 ) >
Exposure to aggressive 1nc1dents also tends to 1ncrease a.child's tolera1ce for .

AN *

aggres on in others. In one study (18j, th1rd and fourth gtraders: saw a mov-e ond

t =1

then watched a v1deotape of two younger children whom they bel1eved to be play1ng in

-*

PN an empty room. The ch11dren were 1nstructed to seek adult help if the younger ch11-

» ¥
« ———ly

£ilm tolega ed higher levels of aggress1on in their charges befbre seek1ng heln than
. * t:{ R .
RO shilaren'g“o had .seén a neutral frlm. . : ’ ’

Children learn aggrescion through practice and reward.--:Chiidren are ofteﬂ‘
zowarded~for their own aggressive behaviors. Aggression uSually provokes a subston-

tial reaction from the environment. . With a s1ng1e aggress1ve act a ch11d can tause

L4

other ch11dren to cry, shout, and run, adults to move quickly and talk loudly, chgecrs

to :ly through the a1r and crash with a satisfying thud. Even if a child reccives £, RO

nat 1a1 benefit from an agq:éss1ve act, caus1nv such a pronounced dlsturbancc can
. .

Ee rcrnfhrc1ng in itcelf.
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IR an extensive ooservatlonal study of preschonl children's free play (33),

s
£
x
<
v
3
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80 percent of ch11dren's aggre551ve behaviors were: “directly réwardéd in "some-way.

) Victims gave up objects to their attackers, cr1ed,-or ran off and left the territory

-to the aggressbr. When an aggressive act was successful, the aggressor was more

likely to attack the same victim in the same way again. Many children started the I
w

year at school with low frequencles of aggressive behav1or. A? they observed the

P

agnre551ve activitiés of other ch11dren, and frequently became victims themselves,

~— o

they bcgan to adop ﬂ;fens1ve aggression strategles. If their defens1ve aggre551on
was successful in ward1ng off attackers,,these children began to 1n1t1ate aggre551ve

tacks‘ The 1nc1denee of aggressive’ behaV1or -among these children) increased drame-

(4»-«,.. i

. trcally over the. course of the year. The combination of observing peer aggression

' nat for them, aggression did mnot- pay off. B

‘s

[

\
and belng rewarded for their own aggre551ve act1v1t1es had” taught them how and when

tg te aggressive. Initially nonaggre551ve ch11dren who werr unsuccessful in the1r

\-

t*nmpts at aggre551un did not increase their 1ggresslve behaV1or.‘ They 1earneg

) \ SO
v
Contrary to popular beliefs, ch11dren encouraged to behave aggress1Ver toward

-~ -

A K

ipenimate obJects are likely, to.try out the aggresslve skills lea%hed in these s1tm ‘

on$'on their peers. In one study, 7-year-01ds boys who received rewards for@puncf

inz a rubber clown were more aggre551ve toward peers both in a competltlve gdn ‘and

. s, o

3.
in a free play 51tuat10n (47) In another study, 5- and 6-yedr-old boys who .we

L

0

\

rﬂwarded forﬂpre551ng Jevel v1gorously wero more aggre551ve toward peers than boys
e
wafded for‘preéslng the lever gently (48) Rewardlng aggression even in the 1nnocu~

© 0 LN

ous ontext of. do;l play gives ch11dren an opportunlty to perfect aggres51ve skill

’

ik,

whlch muyceventually be used against peers.
’ $

hi

Whet Condixt 1ons Iend to E11'1t Aggressive Behavior? .
. ! [y

xvenothom;q children mey liave mistered a veriety of aggressive behaviors, .

whot! T or qpt they perfora agpressive dct, is determined by factors within any
Ns T i :

’ -

»
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particular situation. Studies comparing children's aggressive behavior in school, at

hone, and in the- laboratory have found that the same children are likely to show
extremely different amounts. of aggressive befiavior in different Situations (20, 32

) 40). A-ch11d~who terrorizes friends in the backyard at home may not use aggressive

,behaviors at schooi.

- ‘ Past experience determines how children will respond to emotionallg arousing
\ ' v

_incddents.---Some psychologists have maintained that all aggreSSion is caused by ers-
tration A frustrating experinnce, such as being prevented from reaching a goal, may

indeed provoke an emotional reaction, which may in turn energize a high-intensity

4
i

response. Since aggressive acts do involve a great deal of energy, they may be more
-1

.

likely to occur following frustration than relatively passive activities. Research

has indicated, however, that past experience influences exactly how children will

——

direct the emotional energy aroused by. frustration (14, 17, 20).
!

The classic study of the effects of'experience on responses to frustration

invoived 7-.to 9-year-old children attending a summer camp (17). Half oﬁ)the children
spcnt seven sessions playinz’aggressive games. In~one such game the individual cover
ing a spot on tne }loor when the buzzer sounded was the winner. All types of aggres-
siva behavior werc praised and encouraged. The remaining children spent their ses-
s‘ops engaging in constructive, cooperative activities such as drawing murals and
comrleting jig saw puzzles together. Following these sessions all of the children
were given candy bars and shown the beginning of a movie. In the middle of the uovie
‘+he experimenter stepped in, took away the candy, and moved'the children to another
room where they were allowed to play freel; with a standard set of toys. Although

all children had efperienced the sarve frustrating event, their reactions to this frus-
t¢ation differed radicaliy. 'Children who had played aggressive games behaved more

ageressively following frusiration; chiléren who had engagsd in cooperative activities

L -haved mrre construciively, Fristootion per se dcen rot automatically’elicit wggres-

kS




" Children usae aggression to retzliate,---Accidental or purposefui
3

hysical attacks

. ¢an provoke aggresiive regoonsef Eron the victims (20). Preschool children who are

' jwcqxes nt. Vi tIFS tend to increase the ‘r,;evel of agg;essiva behayior (33).

Young children find it difficult to take into account the 1ntentions of another
Znn$v1dualg and they may respond aggressively even to an accidental shove, "It is
important that children in group Settings have enough space to carry on ‘their activi-

ties w1thout the acc1denta1 physxcal conflicts which may provoke aggressive retalia~

zion. In one study, 7-, 9-, and 12-year 61d boys were.asked “how they would. respond

to zn aggressor in a variety of story situations. The 7-year-olds chose to retaliate

h*th aggress1on whether the attack in the story was intentional or accidental, while

(%)

he 9- and 12-year-olds responded less aggressively to an acc1denta1 attack than to~
an intentiona] one (41).

'

Emphasizing the unintentional nature of an attack may help children refrain from
v s - 1

rzetaliating in kind. 1In one séudy, thiyd graders preveated from winning a prize by
the clumsy behavior of aincther c¢hild wére given a chance to either help or hurt thzat
child in performing a §imilao task. Wnen the experimenter explained tpat the frus-~
trator's actions were accidental, children wereﬁlesslinclined to choose a response
which would hurt the frustrator (30). Je

The setting can pzovoxc aggression.-~-Even in the abaence of direct provocatvcnﬁ
elomants in the immedizte envircnment which have beg assoc1ated with aogress1ou in

o : g

the r2st may induce children to behave more aggresfively. Objects which encourags
nlay with aggressive themes, for example, ma} also increase the level of aggression
in -general.  ln one study (lé) groups of S; to 8-year-old childreo participated-in
play sessions. Some oI the sessions included stories, records, and toys revolving
arcuad aggressive tuemes such as cowboys and Irdions, soldiers, and pirates, vhile
othevs revolved around/neutral themes such as trains, circuses, farms‘aod otores.

-

Chilczon piaying with epnies.ive toys engaged in more inappropriate agaression

0029
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unrelated to the theme of the play tﬂan children playing with neutral. toys.
Aggressive toys can elicit aggressive bebav%or.
Chil?ren are more likely to be aggressive in settings where they have been
*rengrge? }er aggressioh in the past. The sight of a previous v;etim, for example,
may in 1tseIf be a suff1c1ent stimulus. for attack Victims who have cried, given )
up an obJect, or w1thdrawn\1n the past are more 11kely to be attacked aga1n'(33)
Non;nterference by an observ1ng adult_ eeems to be 1nterpreted by young chi 1dren
as appro;al‘fbr aggressive acts (11). In one study‘{42), pairs of preschool boys
’ played togetﬁer during two successive seésions. When an adult passively-sat and
waeched the boys play in the f1rst sess1on, the boys behaved more aggressively in

ths second session. Boys who played by themselves in the ‘1rst ae551on played less

aggreés;;EIy in the ‘second session. The adult's passive attention apparently served
: : ~ ’ -

.

to encourage aggression.

Aggress1ve words can provoke physical aggress1on. Several stud1es have demon-

[RS

strated that children rewarded with adult attention and praise for mak1ng aggressive

e

statements not%only make more aggrescive statements but also tend to engage in more

piysical aggression (28, 29, 31, 44, 45).

liow Can Teachers Minimize Children's Aggressive Behavior?

< .
«

Many diffetent methods for dealing with aggression have been advocated by child

dovelopment specialists. Research evidence clearly indicates that some of these

methods have a good probability of success, while others may either fail to aflect
aggression at all, or may actually increase its occurrence.
One p0pu1a4 idea which hus not. been supported by the evidence is that there is

an "aggress1ve dr1ve" which wells up inside an 1nd1v1du31 and must be relezsed pcr

odically. This emot1ona; reiease has been called catharsis. Advocates of th1s ph11-

! o

osopi 7 maintain that chi.ldran should be allowed to “express their hostility" and

2

W0




“EKC

-30.

[

’

“drain their aggressive drive" by watth1ng aggtessive f11ms read1ng aégre351ve

stories, and engaging in "harmless" types of aggressive actlvity an.
A

They be11eve tbat a ch11d who h1ts other children should be encouraged to hit a p1110w '

e e e 2m o 2 ,.@'-

or doll 1nstead a child who k1cks other ch11dren should be encouragéﬂ'to K}Ck a tree

K1ck1ng a tree supposedly helps a child get rid of the bad feel-

*

ings inside, reducing his or her "need" to kick another person.

or table instead.

n

In fact, there has'been virtually no support for this approach. On the contrary

many ca~efully controlled research studies in both laboratory and field situations
indicate that encouraging any form of aggression actually increases the 11Relihood
that more ageression will occur. While an aggressive kick against a tree mey be sat-
isfying to an angry child, the rery satisfaction gained by kicking serves as ; reward
for an agéressive behavior which is likely‘to be directed toward an individual in the
neaw %uture (5, 11, 20, 21, 30). Children who play ‘aggressive games and use aggres-
sive toye bchave more aggressively towards other children (17, 19, 30). Children

encouraged to use aggressive words engage in more physical aggression (31, 44, 45).

Children who observe aggressive incidents or listen to stories that portray aggres-

sien beﬁ%ie more aggressively themselves (6, 7, 19, 23, 25l126, 27).:

The -principles teaohers can follow to-reduce aggression in their classrooms
include }1) structuring the situaticn to minimize conflict, (2) ensuring that the ‘
aggressive activity that does occur is not rewarded either by aoult attention or by
the yiétim’s submissive response, and (3) teaching alternative methods of social

interaction through modeling, reasoning, discussion and direct suggestions for

.

socially acceptable solutiens to conflicts.

Teachers can ctructure nonaggressive environments.---Children need sufficient

b

space to carry on their uctivities without getting. in each other's way. If too many

chiidren begin congregating in 2 small area, the teacher might redirect some of them
to on altzrnative activity. Proviling aple space helps eliminate the accidental

25 reeliatory &

606351

pusi-ing and shoving “hat ¢an lea .geression,
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~Teachers can provide sufficient materials. so that children will-have some’

constructive, interesting activity easily available and‘wili'not need to compete for'

.

desired resources. Teachers can eliminate toys which will be used in play with

aggressiVe ihemes such as guns and toy soldiers. Such toys ére likely to elicit BN

ronthenat1c aggress1on (19) .

Tbachers can remove the rewards that children receive for aggressive acts .==~

-

Hany events can serve as rewards for aggress1on. The most obv1ous aré actual objects

- . A
- 3

such as a toy snatched from anothexr child. If the victim cries or runs awéy, this

e

submissive behavior can serve as a reward. Any form of.a&ult attentiod'can also act
as a reward. It has been amply demonstrated that the-teacher's atteptionAin the
classroom is a powerful force for controlling ohildren's behavior. Rebuking or lec-

tuving a child for an aggressive :.ct may increase the likelihood that the same act

wili occur again (5, 36).

- A

Should the teacher simply ignore all eggressive interactions in the classroom?

There are two problems with th1s simplistic approach. In theerirst place, non-
1ntervent10n by an-adult can be 1nterpreted as approval by young children (11, 42).
In the second place, rewards for aggression are often_provided by the victim (33).
Teachers'can intervene without attpnhing to the aggressor. One technigueﬁﬁhich
has proved successful is to step between the ohildren involved in the incident, igrore
ing toe aggressor.but paying attention ro the victim. Attention to the victim might
involve comforting an injured child, finding the victim something to play with, or
suggesting to the victim ways of dealing with the aggressor in an assertive way. For
example, a tescher might return a stolen toy, instruct the victim to 'hold on tightd
tc the toy and to tell the aggressor in a loud voice, "no hitting." Such a technique
txzkes advantage of several psychological principles simultaneously. The aggressor
reccives no reward for aggressicn and gets no.direct attentioq:from the’teacher.

.

Cther children in the group »beorva that aggression is not a successful method of

00032
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,social-interaction. Therefore, thcy are, less 11kc1y to behave aggress1ve1y thenselves
’ % = '8~\
The teacher's demonstrat1on of a s/mpathetlc respense toward someone' who is hurt may

be imitated by other children. The victim learns to ccpe with difficult sociallsituas
tiens, and has the teacher's support for practice in being assertive without respond-

. ing aggressively (3; 35, 38, 43).

-

“Feachers can defuse potentially aéﬁressive confrontations by guiding the chil- "

dren in a search for an effective verbal'solution to conflict or by directly suggest-

ing a verbal alternative to an aggressive behavior. Suggestions such as '"You can ask'

[LA
=,

Mazy to move over;" | "Te11 Peter, '‘I'm play1ng with- this now,'" or "You' can ask Ben to ,_f

N - 2 DE e
t“ade w1th you, can be effectlve. By te111ng ch11dren speclfically what to say‘an

critical situations the teacher creates opp tun1t1es to reinforce these verbal bena-

N

viors, the peer cooperat1on that may :ollow or acceptance of 'no" for an answer.
Childten are more likely to cooperate voluntarily with a peer who asks fs;/somethlng
“than with.én aggressive peer (43,,46).

Should teachers punish aggression? Physical punisnmeqt may Seem effective fn
2 shore run since it msy immediately stop the undesirable behavior. In thgflong .
run, however, physicel punishment may be the 1945t effective methed of controliing
aggression. Any adult attention, even in the form of a rcbuke; may teinforce aggres-
sive behavior, causing it t;;increase.w An adult using fovce serves as a powerful

and zuccessful model for thc use of force in conflict situations and legitinizes
force as a problem-sleing method. Children whose parents use coercive disc;pline,
for examgle, are more likely to be,coercive in'dealing with their peers (5). Chiildren’
vhose aggression is controlled by the use of punishment are more likely to be aggre5-
~ive when thcf'think the adult will not see it,‘especiaily if they feel their aggres-
sion is justified (20;.

- P

Teachers can enconrage behaviors incompatible with aggression.---Aygression.is a

socizl behavior whick stinds out clearly, is easily imitated, and is often suc ces ful

(e
-,
e ad
>
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1n.provok1ng a reaction from- other people Other types. of social behavior are ﬁore .

e B
vbtle, and perhaps more difficult_ to learn. Teachers can help childrefi learn a -
3 * 4

‘variety of social skills which will enable them to have successful interactions w1th

— .

both peers and adults;* o
The teacher's own behavior is a powerful influence. If the teacher demorstrates
.a reasoned cooperative abproach'to dealing with both children andiadults? children

are likely to profit from the example (38) S_— Lot e e

——

JE1chers can lead children in discussions of .alternative methods of dealing w1th

r ! s

;social,conflicts,'empha5121ng“the undesirable cgnsequences,of.aggre531on., This’refa
soning,process_shoulo'ggg‘take'place.immediately after an aggressive incident, siﬁce:
such adult attention may'reinforce the aggressor. 'Children can learn from discus-.
ulOﬁS about social bchaV1or which eccur at neutral times. In one study, for example,

an adult,acted out alternatiVe solutions to conﬁlicts using 1 set of dolls (14) One
¢

1ncident involved two children who both wanted to play with the same wagon. In the v,

»

®

angre551ve solution, the two fought, the wagon broke, and both children were unhappy
W
The alternative involved taking turns thh the ~wagon, which satisfied both 1nd1V1—

[

duals. Preschoolers who observed\these Iittle dramas and participated in discussion

——

. " of the various alternatives became less aggress1Ve and more cooperative in their play
Anotner group of researchers has devised a ten-wee&,program using stories and
pupnets to encourage ureschoolers to think up and evaluate their own alternative
solutions to various interpersonal conflicts. They report‘that fhe'longer children
participate in the program, the fewer aggressive solutions they offer. Also;‘chil-’A

dren's behavloral adjustment as rated by teachers 1mproves a, a result of children's

R

increasing ability to think through the consequences of their actions (46)

Cooperative intera wctica may be 1ncompat1ble w1th aggression. If cooperation

. “‘)k\vﬁé) o
inrreases aggre551on may samultaneously decrcase. In one n‘ruerx “schoul cless fou

- o

chers were able tc reduce th2 numbzr-of aggress1Ve inciconts and increase the amount

1
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of cooperation simply by 1gnoring all aggre551on and attending to children whenever

they did something cooperative (12) Preschool teachers in another study paid atten-

tion only to verbal cooperatlve statements while ignoring aggressive statements and

,aggressive physical behavior. "This attention did not involve praise. Teachers - ; )

merely repeated the children s cooperative statements, saying '"(child's name), *
heard you say (child's phrase) " The result was a dramatic increase in the number
of verbal cooperative statements; an 1ncrease in the amount of actual cooperative
behavior. and a corresponding decrease  in the level of aggressive behavior . (45)

\ ﬁAggre351on cannot be dealt-with 1n isolation. Any truly effective method for

‘handling.aggression uust_include active encouragement of cooperative and construc-

tive social interactions.
: . T A\

Points to Remember

’ ~

r

1. Children who observe other peoole behaving aggressively will tend to behave
aggressively themselves. Aggressive models include adults, other children, and
televisionror movie characters who display aggression. Adults using physical
puniishmerit are potent models for aggression.

2. Children rewarded for aggressive behavior are likelv to continue to behave .
aggressively. Rewards for aggression include.any form of- adult attention, the
submission of victims, or the attainment of objects or privileges.

3. Children encouraged to be aggressive toward inanimate objects or to play games
with aggressive themes are more.likely to engage in aggressive interactions with

, .
‘their peers. - .

4. The most effective methods for controlling aggression are removing rewards for .

aggressive acts, teaching and encouraging cooperative problem-solving methods,

and. providing extensive opportunity for constructive behavior.

<
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8 Suggested Teach1gngechn1ques

D1gest of Recommendat1ons

Chapter 4 =~

Rationale

He1p1ng, Cooperating, and Empath1z1ng

To encourage constructive

» a

-5ocial behayior in the

classroom‘

™

1. Discuss the 1mp11cat1ons of

>

ch1}dren's and teacher's.

actions fbr other people's

\; ]

fee11ngs.
g

2. Emphasize the simiiarities
among people.

04 <

"3, Suggest specific ways in

" ,which children can be.
co?perative and helpful,
and reinforce children wﬁen
they follow these~suggea- "

tions.

.

et ) [ Y M
- !

~ -Reasoning with an emphasis on

.cohsequences'forwother,people

£ * \

is associated with-the.developt

ment of a humanistic concern

Ve
for others. - 4

Children tend to show empathy

.toward individuals similar to

themqelves.

Young children ma} not- know
what to do to help or

jyare
Children are likely to/ repeat .

 Dlugokinski and

Firestone, 1974A~—“——7

-

Feshbath, 1973
Hof_fman, 1970; '
Spivack and Shute;
1974; Staub, 1971 2; .
Yarrow, Scott, and’_

>

Waxler, 1973,

Feshbach and ﬁoe,
1968; Kagan and
Madsen, 1971

Altman, 1971; Coopex

LI 4

" and LeBlanc, 1973;

Doland and Adelberg, .

a behavior they have/ﬁeen re1n- 1967; Hart, Reynol&s

\

forced fbr. Other k. ildren mayf“Baer, Brawley, and

I °

learn techn1ques for pos1t1ve g

AT
Al

ﬂarr;s, 1968 .

social 1nteract1$n by observ1ng Hartup and Coates, .

!

"children who ar¢ behaving coop-
{ L .

&

eratively. ;

.9994‘1/
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Selected References

tr .. Suggested Teach;gggigchniques

: 4, Set up situatiéns‘where

5, . children are'likélx to

| _cpopérate and help each '

_ofhgr,‘lAssign responsi;

bility to children..

< Set up group projects.’
offer. ”group incentives..

Provide equipment. which.

. requires use by more

. r
v

B
s

Y
]
5

than one thild.

o

5. Attend to children who
}ate'cooperatipg, §h;ring,
and helping. Attend to
children who are sayiné
«coopeéative, helpful
things to each other. -
Simultaneously ignore
negative social inter-

actions,

[T U

t

'inforced for. Children

Children are likely to :
cooperate and help each
other under these condi-
tions. "The more freqﬁeﬁtly
child*én voluntarily précf
ti;é positive social skillg,
the more likely they are to
use these skills iﬁ'less

structured situations,

2

o

‘Children are likely to

use behaviors,théy have
been reinforced for.

Children are likely to
imitate behaviérs they

see qther'children re-

given attention for co--
operative verbal inter-

actions are likely to

behave cooperatively..

[

Azrin and Lindsley, )
1956; Cooper and LeBlaﬁc
1973; Kagdn‘and\Madsen,
1971;.Krum£oltz and
Krumboltz, 1972; Nelson

and Madsen, - 1969;

'Rosenhan, 1969 a'and b,

1972; Staub, 1970, 1971

a and b; Stendler,

. Damrin, and Haines, \

1951.

Altman, 1971; Cooper
and LeBlanc, 1973; -

Hhrris, Wolf, and Baer,

1967; Hart, et al.,
'1968; Slaby, 1975;

Slaby an@}Crowley,_1975. )
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Selected References

Avoide lecturing to

. 7/
children when they are

not sharing or cooper;
ating.

Provide examples of
sharing, helping, and

cooperating.

Lecturing is often in-
effective, and the at-

tention it provides may

_cause uncooperative be-

havior to increase.

¢

Children are likelf to

help and share when they
have seen somecne else do
it, particularly if they

know and like the model.

.

g
<
-
~
PN

D

Harris, Wolf, and Baer,

1967; Rosenhan, 1969 a

and b, 1972.

Bryan and London, 1970;
Bryan and Walbek, 1970 a
and b; Midlarsky, Bryan,
and Brickman, 1973;

Prestie and Coiteux,

1971; Rosenhan, 1959 a
and b, 1972;-Staub, 1971

a; Yarrow, Scott, and

Waxler, 1973.




What Are the Prerequisites for.Constructive Social Behavior?

Although adglts often complain about children's nonconstructive behavior, the
fact remains thaéhihildren do~show a great deal of concern for .each other, and they
do learn to interact in construct1ve ways. Cbildren do not just "naturally" become
altruistic and helpful, however. A simple act such as helping another person pick up
a fallen stack of papers kaolves a complex interaction of ideas, emotions, and be-

haviors which must be developed.

" - o

To become'helpful, chﬂgdren must first understand that other people have feelings
and needs different from théir own. They must understand that their own actions qanl
have an effect on other people. They mu@tllearn the skills necessary to carry out
actions that haQe positive consequences for otiers. Thgy must care enough about othex
people to feel good about haying helped, shared, or cooperated. if Alice falls off
her tric&cle and is hurt, Peter is most 1ikely to help her if he understands that she
is yurt, feels concerned aboﬁt it himself, and ggégg_that'helping her up will mafe |
both of them feel better (2, 16, 29, 46, 47, 48, 55).

\ With an understanding of the processes involved, teachers can foster the child's
growing understanding of tﬂ; f?gllngs and needs of others, teach some 6f the skills
necessary for pos1t1ve social interaction; and :et up s1tuat1ons in which growing
understanding and #écreasing skills are most 11Le1y to gé used.

\

\
How Do Children Come To Understand Other People's Feelingsﬁ\

" Even very young children have a surpri§ing capacity fo;\understanding how other \
people feel. Three-year-olds, for example, can predic; with\é&eat accurac} that'
people will feel happy in pleasant situations. As the& get older, children improve
in their ability to diff%rgntiate unpleasant types of cmotional reactions such as fear
sadness, and anger. Older children's generally increasing ability to go beyond their
own outlook and consider situations from many diéferent points of view enables them

to put themselves in arother's place more easily (4, 5, 6, 11, 50, 51).




Teachers can encourage children;s naturally improving tendency to empathize with
others. Discussions in which different emotions are identified and labeled can help
children understand their own feelings as well as those of 6thex people. In‘one
training program for preschoolers teachers use stories and puppeés to act out situa-

. tions in which emotional changes occur for the main characters. Children are
/’//////EEZ;;;:ged to identify emotions in the context of the story, using observable bé?

. haviors us a guide. They lcarn, fogﬂgxample, that a girl becomes.sad after falling
off a bike. They can éeil that she is sad because they can see and hear her cry (55).
Pointiné out how childcen's behavior may-have positive or negative consequences
for others focuses child?en{s atten%idn on tﬁé.special effects of their actions.’

"I'11 bet John_is glad that you gave him part of your snack," might be an appropriate

comment. In addition, teachers can use their own helping behavior as;a concrete

demonsgration of the principle of showing concern for others. A tgacﬁer might com-
.ment, for example, 'Jim was-umhappy becanse he fell off the swing and hurt himself.
- But we helped him up and he feelé better now." (13, 16, 17, 29, 55).

Teachers can encourage children to discuss their own feelings with one another.

Teachers can verbalize their own feelings as well. They might say, for example, "I
was élad tihat you helped pick up the papers:" It makes me nervous when you talk so
"I get angry when you lcave papers lying around" (13, 55, 58, 65).
Di;cussing the similarities underlying the differences among people can also

facilitate children's empathic Research indicates that children respond

responses.

., with greater empathy to individuals they consider to be similar to themselves. Girls,
for instance, . show mo?e empathy toward girls, and boys show more empathy toward boys.
For a vcry young child, simiiarity may be emphasized in an immediate and concrete way,
by séying;.for example, "Peter‘ana Mary and Ellen and Jim all enjoy blay%ng on the
.swings, just like you do." For older children, the ab§tract ccncept of ''other people'

can be effectively used in discussions. The teacher can show how children in other

60619
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) . L ‘ys ‘ s oon Ll . '
countries live in families, play, get upset,.and‘have experiences -in common with all
. /

children. Children may be better able to apprcciate cultural "and individual dif-

ferenées when they understand that all people share certain basic human character-

istics (18, 30, 31).

How' Do Children Learn P051t1ve Social Skills? »

Understanding other people s feelings is one thing; acting on that understanding '
is another. Suppose Andy tumbles from a play ladder, gets hurt, and begins to cry.
Ochk sees him fa11, understands that he is unhappy and wants to help.' What does’
ﬁick ao? If Dick is a very young child, he nay be at a complete 1dss and either do
nothing or start to cry himself in frustration and sympathy. If Dick is somewhat
more mature, he may take his own mother to the hurt child, reasoning that when he him—
+ self is hurt, his own mother is the most comforting person. If Dick is even more
mature, he may either go himself to comfort the injurea child or find an adult pre-
ferred ‘by Andy. In this case, Dick realizes that Andy's needs are different from his
own, and has a better understanding of how to -help. If the fall was a bad one, an
older ehiid may even ask Andy how hefs feeling at a later time. He will be able to

{4

think of ‘Andy's fall outside of the immediate context. Knowing what to do in a given

N

situation involving other people requires both understanding the real needs of others

and skill in knowing what to do in any given situation (30).

Children learn skills of helping, sharing, and cooperating through adult guidancg.
and positive reinforcement, through interacting with other children and working ont
problems on their own, and through observing adults and other children behaving in
socially constructive ways. Young children inexperienced in handling group inter-
actions must learn even the most basic skills. It may never occur to them, for ex-

. . : \

ample, to take turns or divide possessions with another child. Merely exhorting

children to share does no good when they don't know what ‘actual behaviors arce involved.

N
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T product, and the teacher has an opportunity to attend to cooperative behaviors. . The
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in sharlng. One effective technique for increasing cooperative behavior is to sug-
gest a spec1f1c cooperat1ve behavior and reward the child (merely a smile will do:n:
many cases) for following the suggestion. Two ch11dren both want to play with a
prized go}o'oar, for instance. ‘The teacher can suggest that Ellen use it for S
minutes édr when the big hand on.the clock reaches_Sf and then John can use it for
s mrnutes. The teacher can then reéinforce their sharing by smiling or bringing ‘
-additional toys to the ch1‘dren (12 14, 26)

The two children in the above example have learned a‘soc1a1 technique wh1ch will
enable both of them to use a toy without fighting over it. In add1t10n, other
children in the group have observed peers taking turns and have seen that the teacher

rewards sueh behav1or. Children learn what to do and what to say in these s1tuat1ons

by watching other.children and by watching teachers (27, 52). .

Under What Conditions Will Children Use Positive Social Behaviors?

Once ch11dren have acqu;red both an understanding of other people's needs and
!

a varlety of constructive social skills, they still must learn to act on empathic
understandlng by using their skills. Teachers can increase the likelihogd that
_ positive social behaviors will cccur by the way they structure the physical and
social environment in their classrooms. J

Teachers can ‘set up situations to encourage constructive socia.l behavior,-~-~For

example, Tom, Emily, and Susan may be engrossed in ﬁainting their own pictures. "Look - =

at whet.l_did," is a likely comment. In this case, the children gain experience

%

working together, the group as a whele participates in the reward of a_finished
& ‘ .

structure of the situation influences the amount of cooperation which occurs.

Children tend to behave more cooperatively after participating in situations where |
. _] .e - * .}

they have shared a group reward, operated with a group ('we") orientation, or |
' |

"y
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" 22 . -
received reinforcement for cooﬁerative behavior (1, 12, 31 41, 61).

o
The more Op portunitiesfchildren hdve to practice voluntarily helping, sharing,” .
-f,[{l t.\

or cooperative behaviors the*more likely they are to use those behaviors in other

51tuations. In several studies, it was found that When ‘children observed a model

1

donating candy or money to charity and then voluntarily donated themselves they were
likely to donate a second time when they Were 1eft alone.' Children "who had been told

to donate, on the other hand, complied while the adult ‘was 1n the room, but generally

e - St

did not donate when*they were left .alone (46, 47, 48, 49). By participating 1n
situations where helping or cooperdting is obv1ously ca11ed for, children can prac-
tice, constructive socialfbehavior they have initiated ‘ori their own. They'W111 then
be more likely to use these well-practiced skills in less structured situations even
without the presence of an adult. .

In. addition to setting up group projects, teachers cah provide.eouipment which
can only be operated by more than one individual. Such items aS’teéter-totters and
rocking boats require that'children work together for maximum enjoyment (12).

_Teachers can offer group incentives to.children ior completing individual tasks,
while at the same time giving permission for children to help each other. A teacher
might say, "If everyone in the class can do +hese_prob1ems correctly, we can have an *
extra 15 minutes of recess: You can work together." Following such statements, it
is important for the teacher to allow the conversation and bnstling“about that occurs

as the children help each other conplete the task (33, 41).

Assigning responsibility to children also encourages them to be helpful on their

.

~own initiative. Cross-cultural studies have found that children are generally more

helpful in cultures where they are regularly given responsible tasks such as taking

€

care of younger siblings. Within our culture, it has been demonstrated that children

are more likely to 1nvest1gate sounds of distress in another room if they are speci-

N\

fically left in charge of the situation than if they are not specifically given such

responsibility (56, 59). ’
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<o
<>
PN
0

——— ——— e e — mm— L e - - >




© . _-48-

Teachers can reinforce prosocial behavior.--When teachers attend to specific
-1nstances of cooperat1on, sharing, and helping, ch1ldren are more likely to continue
engaging in positive 1nteract1ons, espec1a11y 1f teachers s1mu1taneous1y ignore
1nstances of negative sec1al 1nteract1on (12 23, 26)." It requxres some finesse,

however, to provide positive re1nforcement w1thout d1srupt1ng ch11dren s 1nteract1ons

and turning‘them into several separate child/adult conversations. The teacher can

o

stroll past a group of children and smile pleasantly, or make a brief comment such as,

""You make such nice things when you work tqgether."' The teacher can then move on,

3

forestalling prolonged interaction. Teachers might also bring additional materials‘tp

groups of children who are cooperating or sharing well, Children playing house, for

example, might be able to use additional dishes, blankets, and pillé;;. Small cars
T q

could add to the excitement of building a 'L'ock garaée together. The adﬁition of
extra materiais not'only reinforces the coperative interaction, but also heips'to
prolong the play by giving it a new twist (62).

ﬁewarding children for cooperating in one situation may result in increased co-
operation in other situations. In one study, pairs of children learned to éooperate
in pulling levers to make a machine deliver candy. These ehildren also increésed

their friendly cooperatiyve interactions during free play sessions in preschool, where

no specific rewards were presented (1).

;f children are encouraged to say nice things to each other, they are more like- -

ly to do nice things for each other as well, Teachers in one preschool attended to
cooperative speech by saying, "(cﬁild's name), I .heard you say, (child's phrase).“
Even though teachers were able to attend to only 15 percent of thé cooperative o

-~

verbalizations that occurred, both the number of cooperative things children said to

each other and the number of times they actually behaved cooperatively increased (54){

A’ similar. effect has been found for older children in a laboratory situation (53)f

&
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- The amount of positive attention required to maintain a desirable level of co-

operative interaction will vary with the particular children in each classroom,

Children just Begin}xing to learn positive social skil-ls_niay require a great-deal of

qdulﬁ support. As children-become mo;e:proficient in deafing with social situations,
their ppsitive interactions with peers will becom€ more rewarding, and the teacher
intervention may be redﬁced‘to an.occaéio;gr smile, wink, or nod.‘

Thé use of posiﬁive aétention to encourage prosocial behavior can have a snow-
balling effect. As children observe others being rewarded for cooperating, they:arg
-more likely to be~§ooperative themselves, Interactiné'without confiict aﬁh réceiving

positive attention from the teacher combine to make' children feel happy and good about

themselves, Children are most likely to share and cooperate when they are in a good

-

Bl Q-

mood (39, 48, 60). ‘ : e

Teachers can provide a good example themselves,~~Children are more likely toihelp '

someone or share possessions when they have seen someone else do it first, Suppose

Jason is holding tightly to all the blocks in the basket. '"You can't have any," he
e . : .

shouts at Peter. 7The teacher rushes over o the childrén, and delivers a lecture on

o

the importanqe of sharing. Unfortunately, this is not an effective technique. 1In
fact, even if Jason fi;ally shares ugde; the stern eye of the teacher, @t is not
like1} thét he ﬁill share in the future. " The teacher has given'him attentién for not
‘shariﬁg, which may tend to ;ncréase his.tendency to be selfish (23). While the
tgacher may succeed in‘foicing Jason to share, in this situation, it has been shown
that }equiring children to share does not result in more sharing behavior at other
times (46, 47). A more effective technique might be to say to Peter, "Come on, let's
find some blocks for you." (nonattention to Jason). Together, ;he teacher and Peter

can then locate some blocks to share with onc another (demonstration of the desirced

behavior.
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The'inportance of providing children with a.behavioral.examfle'of the desired

ubehayior'has beén deémonstrated in-several studies. Children were told'that “poor -

'orphans" need some of§§~eir candy, noney, or other prizes which the children hid
I
prev1ously won in a game. An adult dei}vered a lecture on the irportance of g1v1ng

ook

w

to others. In some ‘cases the adult also gaye something to the poor children; 1n other

cases the adult did not donate. Thé children who were most_likely to donate were '

“‘

those who observed an adult donating. The adult's preaching did not affect the

children's donations. Pf the adult gave the children gave. If the adult did uot
X, o
G 1ve, the chrldren did not give either, no matter how eloquently the adult advocated

sharing (8, 9, 10,. 24, 44, 46, 47) : : \
; ) ’ An adult's own behavior can also influence that adult's credibility in «<hildren's
exes. In\:ne study, when children were praised for_their own altruistic behavior by

n|adult

o gave nothing, children were less likely to donate later, When a selfisn

<

person rewards children's atruism, the reward may backfire (38).

\
Teachers»can become more effective models by getting involved in a warm relation-

ship with children. Helping children, listening to them, talking with them, and

¢

follow1ng theirﬂsuggestions are just some of the ways vs teachers become 1mportant in-

" )

diViduals in children's lives. In one study with preschoolers, adults spent. several ~

weeks building such a relationship with children before systematically ‘demonstrating

\
\

. helping behavior in a variety of settings, In these demonstrations, adults used
pictures and props to portray\situations in which 1nd1V1duals needed help. The
adults explained what they would\do, for example, to "help the monkey get the banana
he can't reach." In addition, liVe examples of helping behavior were used, One
adult would act concerned when another's head aas bumped. An adult would-help: a
kitten find its hidde1 food. In each case, the models described their own actions anc

used the word "help." "Chilldren who observed models they already knew and liked were

;, themselves more helpful to othcrs.than children who observed models with whom they had

Q ’ : . N .
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‘ no prev1ous relationship. The chlldren contmued to demonstrate their helpfuliess in
"real l1fe" s1tuat1ons eVen several weeks after the exper:.ment. For example, they -
were ‘more l1kely to pick up toys a baby had dropped outs1de of the playpén. The re- .
search shows that even a relatwely short-term relat1onsh1p enables demonstrat:.ons _

of helpfulness to have a lastmg effect on chzldren's vullmgness to be helpful (65) )
- ‘ »

Pomts to Remember . ,‘ . C . co. : =

N

l. -Children's ability to understand other ‘people's feelings :unprovps as they -

grow older. The development of empathy is_facilitated by d1scuss1ons,wh1éh L

emphasne (a) other people s needs and feelings, (b) consequences to others S
of, the ch1ld's.actrons, and (c”.the similarities between the child and other
Len . . . = e C 1
: mdw' duals., -

2. Ch1ldren learn the skills mvolved in being helpful and cooperatwe (a) by‘ A ‘

watching other people, (b) by mteractmg w1th ‘other" ch1ldren and working

out problems on the1r own or with adult gm.dance, and (c) bv followmg direct

Y -

suggestmns made by teachers. . ¢ . < .. .

’ © - s e

-3 Ch1ldren are ‘more l:kely ‘to practicé their pos1t1ve soc131~—sk1lls when :
N \ L ". .

(a) they are workmg on group pro;ects with a "we" onentanon, (b) they /d'r/e

given personal respon$”1b1l1ty, ‘(¢) they are happy, (d) they aobserve peOple \ 3

they know and like dlsplaymg prosoclal behauor, and (e) they have been re-

inforced for behaving and speaking 'cooperatwely. T

/

14

¢

/- . -
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Chapter 5

Moral Judgmeht and Good Behavior

-

Digest of Recommendations

Sugggstéd Teaching Technique Rationale Selected References

To encourage good behavior in ' -
in the classroom and facili-

tate the development of

internalized humanitarian

standards;
. Ii_ﬁngage children in discus- Children who p;rticipate in Jensen and Hughstoﬁ,//
sions of moral conflicts discussions about moral dilem- 1971; Jensen and /
and interpersonal confrdﬁ- mas tend to make more mature Larm, 1970; Spivack/

tatiéns; Encourage children moral judgments and may learn ' and Shure, 1974. /
to devise alternative sol- to solve their ;wn interperson- /
utions to social conflicts al conflicts in mature, so- f

an& to think through the cially acceptable ways. : % "

consequences of proposed, - ]

solutions.

2. Attend to children who are Children tend to repeat behav- Bandura and Walters,

behaving well. Use a form iors thaf have been rein- 1963; Becker, Madsen,
of atggnti;n the inSf%id- forced by teacher attention. Arnold, and Thémas;
ual child finds pleasant. Children observing the situa- 1967; Harris, Wolf,
\ . tion are likely to imitate and Baer, 1967;
2 behavior that has been rein- Risley and Baex,
‘ forced. - Children may'also 1973; Scott, Burton,
. 1imitate the teacher's demon- and Yarrow, 1967;
strations of friendly, help- Thomas, Becker, and
ful behaviors. Armstrong, 1968;

Ward and Baker, 19G8.

0080




Suggested Teaching Technique

Rationale

Selected References
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3. Pointedly ignore misbehavior
wheﬁéver possible by turn-
. ing away from the misbehav-
ing child and attending to

a child who is behaving

. . appropriately.

Supplement contingent
teacher attention with
material rewards or

spe;ial privileges when
ngces$ary. Rewards which
occur naturally in the
classroom, such as free
time and use of special mat-

erials, are particularly

effective. \

from

Ignored behavior may increase at
first, but eventually it is
likely to decrease if the child |
does not receive reinforcement

other sources.

- and Yarrow,(1967;

~ Thomas, Becker, and

Material rewards can be
effective reinforcers if

used sparingly.

" Ward and Baker, 1968.

Bandura and Walters,
1963; Becker, Madsen,
Arnold, and Thomﬁs,
1967; Harris,VWolf,
and Baer; 1967,
Risley ana Baer,

1973; Scott, Burton,

Armstrong, 1968;

Bijou, 1960; Risley ‘
and Baer, 1973;
Winett and Winkler,

1972.

B



Suggested Teaching Technique

Rationale

-61-

Selected References

5. Formulate clearly stated
. contingencies which inform

chiidren in advance of the
consequences of their ‘
actions. Say, for e{gmple,
"When you put your truck
away, then }ou cah play with
the bloéks;" "If yoﬁ throw
the play dough again, then
you will have to leayg the
table.! Foliow-fhrough and

administer the stated con-

tingencies if necessary.

»
» °

LA

‘6. Avoid ;éﬁgated warnings of

punishment or nagging.

Under these conditions, the
child assumes responsibility
for complying or not. The
teacher need not force compli-

ance. Well-chosen consequences

increase the. child's moti- t
vation to comply. The teacher
can then reinforce the child's
voluntary coqperation. Chil-

dren are more likely to inter-

nalize rules when they’ have

complied following a mild

threat or incentive than when _

they have complied following

a severe threat.

Long-winded statements consti-
tute a form of teacher atten-
tion which may reinforce
undesirable behavior,

Threats

quickly become ineffective when

they are not consisiently follow~.

ed by teacher action.

dhg52

’

.smith, 1563;

) McCauléy, and
' Hamniond, 1967; Slaby,

1974; Turner and .

1974,

Aronson and Carl- .

Freedman, 1965;
Leppei, 1973; Millex,
Holt, and LeBlanc, .

1972; ‘Pepitone,

Wright, 1963;
Walters and Parke,

1967.

Hariis{ Wolf, and

Baer. 1967; Slaby,
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[

Suggested Teaching Technique : Rationale ’ Selected References -
7. When stating negative - Consistent, immediate punish- Cheyne, 1971; Parke,°
nontinéeﬁcies, choose mild ment may tend to diécourage 1969, 1970; Walters.
»punishﬁénts ;elated to the the'behavior it follows. - and Parke, 1967.
act which can follow mis- - R
. behavior immediately, suéh

as removing a misused toy.

{o ) 8. dn‘§ituations where chil- (Jghii&éen are more likely to Miller, Holt, ;;d
drenf;;;; no choigq,wstétép:. follow positively stated LeBlanc, 1972; .
the_igquire& Eékavior siﬁply commands when they know the-' Slaby, 1974,
éﬂd firmly. Avoid using teache; will follow through.

rhetorical questions.

33
_Follow through on commands "
with physical aid if
necessary. -
9, Formulate a few, cleér, Children are more likely to cbey Cheync and Walters,

reasonable rules. Discuss rules they consider reasonable. 1969; Hoffman, 1970;

the reasoning behind rules Reasoning can increase chil- LaVoie, 1974 a and

when children are follow- dren's awareness of othé; | b; Leizer and |
ing the rules, and not people's needs. Reasoning is Rogers, 1974;

when the rulss are | a form of attention which - 0'Leary and Drabman,
disobeyed. "should be limited to occasions  1974; Parke, 1969.

when children are behaving

appropriately.

@
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{hat Does It Mean To ''Be Good?"

‘"Johnny's such a.good boy," say his teachef%. What do they mean? - They might

mean that Johnny sits quietly all day in class and never causes any trouble. They
“might mean that Johnny is helpful and obedient, and that he-always does the "right
thing." They might mean something totally different from the teachers Johnny had last

year or from h1s parents.

, . . - . .y

Johnny must make sense out of the d1ffer1ng def1n1t1ons of rlght and wrong -pro-

. pounded by. the many adults and peers in his social environment. He must also come to

some conclus1on on h1s own and learn the behaV1ors wh1ch will enable h1m to follow

-

his principles. Johnny s teacher will try to 1nf1uence h1m to bohave accord;ng to

the standards in force in that teacher's classroom. Consc1ent1ous teachers will also,
be concerned with fostering Johnny's overall growth as an individual with strong,

internalized, humanitarian standards who behaves rationally in accordance with his

principles.

The teacher's job is a difficult one. Teachers do not control all the factors

Ed

operating on Johnny or his classmates. An understandlng of how experlences influence

¢

children's behav1or and moral or1entat1ons can help teachers plan effective strat-

egies, but such strategies will not be effective 100 percent of the time. ~There may \
be some childrén, in" fact, Qhose problems are so greht that outside professional helﬁ
will be needed to cope with their difficulties. Nevertheless, through flexible adap-'

tation of principles discussed in this chapter, teachers can positively influence

children's behavior more often than not.

-
'~ -’
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5 .

-

How Do Children Decide What Is Right And Wrong?

For very young ch11dren, morality is determined by what adults around them
permlt and do not permlt. Preschoolers are 11ke1y to believe that rv‘es are abso-
lut2 and inflexible, like the physical laws of nature. Limited by thelr general
inability to view situations from points of view other)than their own (referred to-
as egoeentrismo, young children assume that everyone holds tﬂe same definitions of
right.and wrong. Tﬁey have difficult& inferring.ofher people's intentions, and ehey
tend to judge an act.according to its objective consequences. An action will be
viewed as bad if it does not conform to a rule, if it causes damage, or if it is

. \
) punished. Young children will say, for instance, that a hoy who accidentally breaks.

15 cups as he opens a eeor is naughtier than a box who breaks one cup while trying

to steal jam from the cupboard. At the same ‘tinme, young'children~can*percefje-their“*=-~*
o own inner states, and they expect everyone to understand their own innocent inten- \

tions. A 37year-old,.for example, who accidentally Qréaks a'glass may deny respon-

51b111ty for the act (38, 69).

&

P As children gain matur1ty and experlence,‘they begin to judge actlons on the
basis of internalized standards of right and wrong. They Become less concerred with
- . whether their actions will be discovered aed punished znd more concerned w%th
| following their own pr1nc1p1es. It becemes easier for children to take into account
the intentions of other people, to understand that rules are des1gned for a spec1f1c
purpose, and to.realize that rules can be changed according to the needs of the s
. group (2, 19, 31, 35, 38, 40, 46, 48, 55, 69, 74). x

‘While children's ideas about right and wrong tend to remain stable across .- -

situations and to change gradually with age and experience, their behavior varies

from situation to situation. Children are not uniformly '"honest'' or ""dishonest,'

s 4

for example. Children who will cheat in one situation may not cheat in another, -

depending on opportunltles pressures to achieve, sanctions, 8d peer pressure (16 |

34, 58, 78), O 00H58)% - L |

-
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What Experiences Influence the Development of Children's Moral Judgments?

- : 9

1 ! 3
Children's experiences with their peers and with adnlts can either facilitate or
. . ‘ : | . ’
impede the development of their ability to make in?ependent moral judgments on the |

<

K . ".l' .I . e e .
- basis\cf internalized standards. Evidence suggests that children who part1c1pate in
group d1scuss1ons of moral conflicts can learn to make more mature judgments (41 42)
N Ch11dren tend to imitate the moral reason1ng of respected models (8). As ch11dren /

" engage in reciprocal role-taking'experiencés with peérs, they tend to become 1ess\j‘
egocentric and better able to take into account the lintentions behind other people's
I [ | .

EY M H

actzons (38, 69, 79). - \ oo

Disciplinary techniques can afrect children's noral/orientation.--"The rule is
| /s
. no talking in "the classroom. Now, I don't want to hear’ another word out of any of .
B \ B : , N ; . s -
you,'" announces the teacher. Amy says something to her neighbor, and the teacher

sends her out into the hall .as punishment. Th1s 1s an example of a power-assert1ve

d1sc1p11nary technlque. The rule is arb1trary, the enforcement is based on the
teacher's'power over the children. The children's attention is focused on the conse-

quences imposed on them by external authority. Evidence indicates that consistent

exposure to this sort of disciplinary approach,ﬁssassociated with slower derelopment
of an 1nterna1 moral or1entat1on, 1ess res1stance to temptat1on, less of a tendency
- to feel guilty when doing wrong, ~and less’ w1111ngness to confess and a\cept b1ame.

iWhen rules are presented in. this way, ch11dren_are 1ess 11ke1y to 1ntern§}1ze them,

e

They tend to follow such .rules from fcar of pun#shment rather than because\they

believe the rule is "r1ght" (38, 39). . i . A )

.

"When people are work1ng hard on the1r pro;ects, it bothers them when other
people talk and make npise. Let's see how quiet we can be so that we won'*nbother
each other. If sou are, qu1et, 1'11 be able to he1p each of you with your work. "

HaV1ng stated th1s reasonable ru1e, pointing out the consequences for other people o7

-~
(Sl

!
1
I

{
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. of the children's actions, the teacher then.moves around to the desks of children -

who are working quietly, helping them with their work and at the same time rein-

forcing their quiet actiVity Noisy children‘are ignored. This is an example of

-an inductive disciplinary technique combined with p051t1ve reinforcement. The
teacher has given a reason for the rule, has explained the benefits of quiet and the -

> 13

bad, effects of noise, and has appealed to the children s own sense of mastery to

N
. accomplish the goal of peace in the classrqom. The children s attention is focused
on the consequences to others of their actions and their own responsibility for. ) : - "
:;. " observing the rule. A' clever teacher will change the children's activity‘before thJ
; children become bored and noisy . The teach&T can then complimentcthe class on their .‘

- ¢
——p- ¢

* ~ —ability to Temain quiet. Next time, the quiet period might last a 11ttle longer.

ConSistent exposure to inductive discipline is associated with the development
‘J’

of ‘an 1nternal ﬁ.ral orientation combined with concern for others, a tendency to

*

feel,guiltY‘when.doing wrong, an increased ability to resist-temptatioh, and an

increased likelihood of confessing and accepting blame after'transéresSing. When -

\ -

Tules are presented in this ﬁay, chmidren areﬁnore likely to internalize them. They -

¢ Y .. ‘e )

begin to understand that rules, “in veuclal are not set up in an arbitrary fashion,

\ »

but arise, from the nece551t1es of a particular situation. They begin “to take respon- |

' 51b111ty for ‘their &wn -actions and’ to follow rules because they believe they dre

-f
"rignt i They aiso begin to formulate a generai definition of "right" based on

0 concern for -others rather than on concern for consequences to the elves (384 39, 51).

- B ’ .
p  What ‘Are The\Effects And Limits Of. Punishment %gchniques? . N -
: R 1’7‘ ° . .
: ' . . v .
" Punishment in this chapter refers €o consequences following/a child's behavior ‘
~ . -
.which are intended to reduce the occurrence of the behavior, and not primarily to
- . ) N . /

nget back at" the child in a retaliatory sense. The effectiveress of punishment 1s:j2

' . . .
> , . I
1] ‘o . ,‘ )

T .‘ 000"'7 o
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. determined by whether the particular behavior is actually suppressed, and not whether’
. the child has been adequately "pa1d back"" - <1

~

Sever1ty of pun1shment in sycholo ical stud1es is usually determlned by the
p g A

y <

.

loudness of a tone used to signal the ch;ld that,a,behavlor is wrong, or the harsh-

s 4 . :
. nesg of the experimentet's verbal rebuke, Severe punishment in this sense does not
co . L - , A
refer to any type of physical punishment. Sinbe ethics prohibit using physical o

pun1shment in psycholog1cal laborjtories, Controlled studies of this type “of punlsh-

" ment "have -not been done. Data on phys1cal pun1shment are l1m1ted to correlational

- . -

studies ,of extended use of this technlque by parents. The data 1nd1cate that parents'

. ~ . .

N who use physical punishment tend to have children who show h1gh levels of aggressive
z L]

&

[+4

behavior (11, 91). . .o

.

EN\Mat are the effects of punlshment?--haboratory exper1ments 1nd1cate that -

children can be induced to obey an arb1trary rule for a short perlod of time 1f an

extremely loud noise or a. harsh rebuke immediately follows any diviation.from the

e I

rgle. GlVlng a reason for the rule, however, make& mllder; less 1mmed1ate punlsh-

’ ! -

ments equally|effective. In fact, often a good reason can be effectlve with no- -

_ punlshment at all- (zo 54, 64 65, 91) ‘\, " , : ,
L ¢ i - & B Y i
- ' All teachers know, however, that some dhlldren will occa51onally disobey even
‘e )
vo the best reasoned rule. In the interest of ma1nta1n1ng firm control of the class,/

2 3

H
!

pun1shment may occasionally be not' only necessary but also- desirable. In such

cases, pun1shment which 1s immediate, reiated>to the act 1n some way,‘and Just
3

sgvere enongh to enforce ohedience will probably be the most effective in the’ long .

Tun. ‘Teachers can remove a toy misused by\a child, for'instance, or they can remove

\ “ 2 Chlld from a group where that Chlld is causing trouble. :

Ve If en1ldren are aware that a m11d pun1shment Wlll consistently follow mis-

behavior, they are ‘less - llkely to ergage in _that behav1or. Several studies have
£ L ‘- ) :

¢
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*indicated that when ch11dren obey a rule following a mild threat of punishment (or

under a mild 1ncent1ve), they are more 11ke1y to cont1nue to obey the rule than if

¥

L o
: . they were threatened with a severe punishment (or promised a large® reward). (5, 25,
e b

67, 88) In one study, an adult suggested in a m11d tone that he mlghtibe upset 1f

k4

the ch11dren touched a part1cu1ar toy. Those children who obeyed follow1ng th1s
mild threat not only refrained from touch1ng the' same toy weeks later when no adult

was, present but also cheated 1ess on a game which they could win only by fal§1fy1ng

their scores. On the other hand those ch11dren who obeyed following a severe threat \
(the adult threatened to become angry and take all the toys home) .did not continue to
follow the rule at a 1ater t1me. Although the severe threat induced ‘children to obey

\

the rule in the immediate situation, the children did not internalize standards of
good behavior (53). ’ ~ R
What are the limits of punishment technigues?--"'Sit down, Tom," says the teacher.

Is this verbal rebuke an example of a mild‘punishment which can induce- children to
- > v

stay in their seats? Teaggers need to obsérve the fong-term effects of their
management techniques very carefully to be sure that what they consider "punishmént"
does not backfire. In one study conducted in a first-grade classéoom it was found
that although telling a child to "sit down" usually had the immedi%te effect of

getting that particular child back inrhis or her seat, the more erquently teachers

9

told children to '"'sit down," the more frequently ch11dren in the classroom tended to .
!

stand up. However, when the same teachers’ condentrated on pra1s1ng\ch11dren who
{

stayed in their seats ahd ignoring occasions of standing up, the nunber of times
.-‘ ‘.
ﬂh11dren stood up decreased dramatically (56) ;
In the above instance the.reinforcing effects of teacher’ attendlon apparently

. |
outweighed any suppressive effects of verbal rebuke Many studies have demonstrated

that in a group of children, where tez.ner attention is at a prem1um, behavior that”™




te’r

) what they be11eve t

" they are not actualhy increasing the behavior they wish to d1scougagey7
/

_,reward1ng or pun1sh1ng techn1ques to téach a game to 6-to 8-year-ol

r \ \ -69-
< is attended to in anz way by the teacher is 11ke1y to increase. In adm1vxster1ng
"/
f be pun1shment, teachers must tdke care that 1n the/ﬁong TUN
3, 71).

- In addition td the effects of attention, teachers must constantly be aware of

!

the example they aJe setting for ch11dreﬂ's behav1or. In one study, /adults used
ch11dren. When

!

. T

want children to develop coercive, pun1sh1n ‘gteraction patterys. should be wary of

employlng such techn1ques themselyes %i
g

e adult who usesé hysical punishment,

ay be imitated by . -
. / ~
children,(ll). ' ‘ e

in ‘particular, prov1des a modellﬁb* aggressive behavior which

{

"You can't play with t blocks[:f you throw them," stafes the teacher, and
removes Jaae from ithe block area. e teacher has swiftly deinistered a mild,

PR

I
transgression-related p 1shment, W 1ch may discourage bloc throwing. Common to

all techniques whilch fécus on the child's misbehavior, how#ver, this incident tells

!
I

the child nothing about what she can do with blocks. Her/attention is focused on

the act of throwing, and on the consgquences to herself. /| The very next time Jane
’ i - .
| -
goes to the bloey ?rea, the teacher should be right there, commenting on Jane's
/ , . ’
and other childrenls appropriate block\playing skills, and perhaps demonstrating the

ugé of blocks. While praising the children for their eonstructive play, the teacher
/

jlght take/the oppcrtun1ty to discuss th? dangers of b;ock throw1ng. Pun1shment

] —

y 1tse 1f may suppress an undesirable behﬁllor, but it will be ineffective in the
v f

leng // if the teaTher does not take the pportunitw/to teach and reinforce
alterhative, desiraﬁle behaviors (38, 91).\ /
1 ) / .
/ : \ !
/
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How C;;\Tgachers Use Positive Approaches to Behavior Management?

<

7

Much. has\ been said about the powerful effects of teacher attention and positive

reinforceﬁent in the classroom. '"If the icacher will only attend to the child's

t

. . good behavior, good behavior will increase,' goes the usual argument. Attending

. -

to good behavior is not a simple task, however. While misbehaving children are

excellent attention-getters, children involved in constructive, cooperative activ-

Q

ities are less likely to be noticed. To be effective, a teacher must have in mind
~ - - .
- specific examples of "good behavior" to look for, must be observant, and must know

H

what kinds of attention are reinforcing for each child.

- o . . .
What is positive reinforcement?--Positive reinforcement is any event which
i

leads children to repeat the activity they were engaged in before that event oc-
curred. The trick is that different events are reinforcing for different children.
The only way a teacher can be sure of having a reinforcing effect on a child is to

watch and see what that child does after the teacher responds to the child in some,

~— y

~—

way.
For example, a teacher approaches John, who is using play dough. The teacher
.looks him directly in the eye and says, "John, you certainly made an interesting
“gﬂéé; &ith that play dough." If gohn smiles and eagerly continues to make new and
N different piéy dough shapes, the te;cher can infer that this form of attention has

.encouraged him-in his activity. If, on the other hand, John looks away and begins

to suck his thumb, the teacher might  irifer that this approach was not reinforcing

4

for John. Perhaps John is a shy child. Direct eye contact and the use of his name '

may demand a level of participation that makes him uncomfortable. Perhaps John has
not experienced enough pleasant interactions with this teacher to allow him to fee},
\ comfortable'in a direct confrontation. In any event, it is only by careful obser- .

‘\ ' ¥ . ‘ o 13 .
vation of John that the teacher can decide what forms of attention are positive

he 8

.
', +

~

o

T e P P D Wi



-71-

reinforcers for him (87). -
Teachers can show attention to a child in a variety of ways, both verbal and

nonverbal. The foll&wing examples are adapted from Carolyn Thomson's Skills for

o

Young Children, 1972, pp. 20-21.
| Some nonVerbal.forms of attention include:
-1, watching the child
2. nodding, raisigg eye-Brow, winking ~ -
3. facial gestureé (smiling, faking surprise,keté.)
4. establishing;eyé contact' f
5. making physical contact (holding hands, arm around shoulder, patting,
Holdi;g child'on lap)
6. remaining in close proximity to the child
7. waitiﬁg for the child £o finish an activity so he or she may be included
in ‘the next évent
8. assisting the child with tasks the child finds unpleasant or difficult

-

9. handing the child attractive materials

10. partip;pating with the child in an activity (building blocks, carrying
Boards togg}her, setting up equipment)

11. léughi;; Qith the child at appropriate times

12.. compiying with a child's request

13, 1listening to a child and not allowing this conversation to be interrupted
Verbal forms of attention include the many types of conQersations that can occur
between children and adults, such as: .
1. small talk (nondirective general conversatigﬁ) T .
2. suggestiong to‘facilitate‘the child's involvement and participation

3

3. challenges, dares

.
[t
. -
<~ s
——
froguns
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praise ana’approval
5. questioas and requests

6. directive statements

7. encourageﬁent of a_child's participation in making/appropriate'decisions
8.' expre551ons of honest affection

9. comments related to the child, the child's activity, or the chlldren
. ) §

)

the child is interacting with
10. expressions of humof that children can appreciate

11. invitations to participate in attractive. activities.

It is obvious from the variety of responses listed above that to provide

- hd

positive attentlon a teacher does not have to constantly make gushing statements
such'as "My, what a lovely painting." A creative teacher will dlscover forms of
attention which feel natural and are appropriate for each child in the class.
Attention will be most meaningful.to children who already have-a friendly relation-
ship witl} the teacher and whe value that teacher's attention and opinione. In
fact, the attention of a disliked teacher may have a negative effect on a child's
behavior. Teachers become important to children by being helpful, frlendly, and

generally supportive.

’

_There are some children who do not respond to teacher attention. For such

v

children, material rewards may be appropriate for initialfy strengthening desirable
behaviors while building a positive relaticnship with a teacher. There are many
rewards which occur naturally in the classroom, such as free time, opportunities to

engage in activities the ch11d enjoys, and use of special mater1als. —Such Tevards

e e

can be used to supplement teacher attentioni. A material reward may be most effec- -
tive~whén’ft’§§’;e1ated to the activity the child is engaged in -- special gold

paint for a child working industriously on an art project, for example (14, 27; 94).

01

~rt
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. : ‘ [ .
~ Broad-based token reward prograims used in the classroom have been shbwn to be

<
-~

successful while they were in effect, but often the effects did not generalize to

o ~

other times and other situations. Token reward pfograms for specific children or ~~

__groups of children may be desirable in some cases, and with ca;eful planning the

-

effects can be maintained as rewards are. diminished: The procedures involved are

. not as simple-as they sound, however, and any teacher considering implementation of

a broad-baseé.token reward~prograﬁ §§pu1d‘goﬁsd1towith a psychologist trained in
behavior modification procedurés (14, 59, 60). '

»,

Wwhat are the effects of using posiéive.reinfEféement?r-Positive attention

o

becomes maximally’effectivé Gﬁ?n teachers consistently attend t6 those children who

are behaving app:Qp;iately and at the same {ime pointedly ignore childfén~who.age -
mildly disruptive or just unoccupied. This approach is not ;rtificia1°or mechanical.
In many instances, a teacher can look a?ound the room and _.choose between criticizigg\

a child who is "fooling around" or helping a child who is industriously working on

-

a project. The more times the teachec chooses to give attention to the child who

" is Qorking, cooperating, or playing.well, the more frequently good behavior will

‘Occur.. When this technique is used consistently, most disruptive behavior will

decrease, Consequently, the teacher will have more time to devote to positive

teaching activities (32, 71).

e

In general, behaviors which receive attention are likely-to increase, while

ignored behaviors arevlikgly,to'decféigéf If a child is accustomed to receiving ;
) ’ e

U

"'// 3 - - - - - -
- -some attention for disruptive behavior, however, that behavior--may 1n1t1a11;[x/
increase in rate when teachers begin to ignore it. If teachers’ can Eg;d”gheir
ground, the behavior may eventuslly decrease if it receives no reinforcement frgm/

other sources and if alternative "good behaviors" are simultaneously reinforced.

(12, 86, 93).

VRN




s ‘ _ . -74~

N . - 7 N
Consistent use of contingent positive attention works in the classroom for

AY

several reasons. First, the particular child reinforced for good behavior is

likely to engage in that behavior again (71)} Children observing the situation may
notice the child being rewarded for behaving well. Children'ére.more likely to
imitate ‘behavior which has been rewarded (11). The teacher proviles a model for

-

helpful, cooperative behavior. Evidence from several classrooms indicates that
children often use a teachers' techniques of positive reinforcement in their own
social encounters (26, 77). Acting in a friendly, helpful manner increases the B

{ _teacher's effectiveness as a model. Children are more likely to imitate positive,

-~ ’nurturant adults.than punishihg‘adults 6, 70).

Are there limits to the use.of positive reinforcement in the classroom?--"1've
tried positive reinforcément, and it doesn't work,” is ; familiar complaint. Thé{e
are many reasons why a particular teacher's attempt to use positive reigforcement\=

o may prove ineffective. ' i - ’

The teacher's standards may be beyond the child's Eépacity to perform. In this

e

case, the answer is to "think small," and gradually work up to ggg,performaﬁEé"—'

- P /,

required. For example, a very ag;ivefchild'may-fi;d it extremely difficult to sit
/“ ) :

P o

_”4§§jll,£0r~10”ﬁfﬁﬁzgg. The teacher could praise such a child for 1 or 2 minutes of
quief concentration. The ;zit time, the teacher might wait a little longer before
remarking that, for example, "Ben is sitting go quietly I thiﬁk it is his turn to
pass the snack basket." (33, 473 71) : , _

° If a child rarely performs a behavior the teacher wishes to reinforce, merely

///wa1t1ng for the behavior to occur spo%taneously may prove inefficient. The teacher

_—

-

can structure situations where the behavior is likely to occur. Specific suggestlon,
and_demonstrations can also induce the child to perform the desired behavior.
Children reinforced frequently for behaviors prompted by the teacher are likely to

o, o .

ﬂ{}\m5 i ‘::‘r
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begin performing those behaviors spontaneously (33, 47, 71).
Some responses a teacher considers "reinforcing" may not be rewarding for
particular.childrén. The teacher may need to experiment with different forms of

attention. Children can becomeé over-exposed to a particular type of teacher

atténtion, so that it becomes meaningless and loses its effect. Children get tired

. N v .
of hearing ''that's very good" every time they do something. A teacher must be

cfeativé and spontaneous in adapting approval and Support to the'individual child.
Sometimes just a description of what thé child is doing may;be more effective than
a value judgmenf. "John and Mar} are building a hou#e togetherl Look, they have
used long blocks for a roof," is more meaningful thanr "I 11ke~that house" (47, 87).
In addition, there are times when children must do certa1n th1ngs they would
.rather not do.. Many 51tuat1ons requ1re firmness, w1th consequences for mlsbehav1or.

The teacher does not have control of’ all possible relnforcements in any s1tuat1on.

- o

Running around the room and yelling may continue no matter how long the teacher
ignores such behavior because the child enjoys doing it or because attentié% %rom
otﬁer children provides sufficient reinforcemeq;.‘ Childrggdhre,likély to imitate
the misbehavior of their peers, particularly if that i&sbehavioy goes unchecked (11,
72, 73). In short? while positive attention to children's good beﬁavior is a

powerful and effective tool, it is not the complete answer to managing classroom

behavior.

How Can Teachers Combine Management Techniques Effectively?

s

Teachers attempting to change the emphasis in their current management prac-

tices may find it extremely difficult at first. Children will test the limits of

_ a new regime. It takes time for the consistent use of any management technique to

have a noticeable effect. Reinforcing a child once for good behavior will not
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magically change the climate of the classroom. A supportive observer may be able to
notice patterns of interactfon in the classroom which the overburdened teacher
misses. The observer may be able to suggest possible alternative procedures.
The teacher can set up contingencies--Both positive and négative contingencie;
declared clearly in advance ?an be effective both for groups and for individual
child?en (57). In one elementary class;oom, for example, preferred activities sugh‘
as hgpdling'the class guinea p&g, playing with games, and going out to recess weré
. allowed only when other work had been compietgd and the room had been cleaned ‘and
straightene;. Negative contingencies were also iniefféct[ For example, if the game
area was not left in a neat condition, the area was off limits for a portion of the |
day. - : - 7
Specifiq contingencies for. individual chil&ren often facilitate day-to-day .-

interactions. Teachers can use statements such és "hen you sit down, then you
can play with something else;" When you ask quietly, then I'll put the record on."
Hgaring this "when-then" statement, children understand that a paréicular behayior
is necessary before they can héve or do something they really want. The child
:A;;;ﬁﬁes responsibility for deciding whether to comply with the request or to do
without the reward. The teacher is not put in the position of having to force
compliance. If the child does not perform the stated behavior, it is important for .
fhe adult to follow through and see“that'the child does not receive the reward.
Well chosen reward consequences greatly increase the child's motivation to comply.
The child's.compliance provides the teacher with an opportunity to reward and praise
the behavior (81, 91T..‘ )

" The use of negative contingencies can be an effective means of stdpping par-
ticular behaviors. Negative contingencies are best applied to behaviors that can

[

be allowed to reoccur if the child decides to ignore the‘contingepcy. In this
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instance, the child is made aware that a particular behavior will result in a

specific punishment.- The punishment is most effective. if it is re{ated to the
undesirable behavior.' For example, the teacher can say "If you throw the play doogh
agaih, then you will have to leave the table;" "if you crash the bike again, then

~ you will have to get off the bike;f "If you throw sand out of the sandbox again,
then you will have to get out of‘the sandbox.h ‘Repeated warnings of oégighgeﬁg_,
should be avoided since they may—serve“ag’r31nforc1ng attention. Threats quickly
become ineffective when they are not cons1stent1y followed by immediate, teacher
action. Once the child.knows the rule, the negative consequence should immediately
follow misbehavior. It is crucial for the teacher to follow Fhrobgh and administer
.the punishment threatenéd if the child cont}hues toamisbehave. ff the bhild'refrains
from performing the undes1rab1e behavior, the teacher can use this opportun1ty for

& v

reasoning.. For example, the teacher might say, "Good for you, you are keep1ng the -

sand in the sandbox; now it won 't get in other children's eyes'" (8). ) g
The rewards or punishments indicated in contingency statements will have the

greatest long term effect if they are just strong enough to have an effect on the

child's behavior, but not so strong that the child is overwhelmed Children who

conform to a rule under a mild threat or 1ncent1ve are more likely to 1nterna11ze

and follow the rule at other times than children who conform due to a very strong

threat or incentive (5, 25, 53,67, 88).
Teachers can institute general rules and.makeﬂsggg;g;gﬁgg@ands.--C}assroom

rules, should be clear, reasonable, and few in number. Young'children may not be

able to remember long strings of complicated rules or instructions (24)." Children-

are more likely to follow rules when they understand the reason1ng behind them.

‘ ©

Reasons directed toward concern for others help broaden chifdren's perspectives and

increase their awareness of other people's needs. In addition, rules should be

o e *
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) young ch11dren to s1t quietly all day- w1thout'mak1ng a sound. In many cases, the

_teachers can state the, requ1rement clearly and firmly, without using a quest1on f01m

“«such as, "ii's time to go inside now;"‘You need to come inside," are more effective
A N .

within the child's capacity tbfoBey. It -is unreasonable,” for example, to*e;pect .

e

ch11dren themselves can discuss and help formulate the rules they feel are essential

N
~

for a smoothly wo§k1ng class. Cont1ngenc1es can be attached to these rules, and
ch11dr4n can help dec1de app&?pr1ate incentives and pena1t1es (22 27, 42, 50, 54
60, 64). \ "

' Situations often arise—iA\wﬁich children do not have a choice. In such cases

that seems to- give -childrea a choice when in fact they have none. Direct statemente R

thap questions such as "How about coming -inside now?" or, "Don't you want to go

inside?" When teachars always follow through on direct commands, children quickly

learn to take such statements seriously.
I1f necessary, teachers can use physical aid to follow up a command For
example, the teacher can d1rect the child's hands to a toy that needs to be put away,
and then guide the toy to the shelf. While moving a‘ch11d through a required .
_behavior, often the child will begin to.cdcﬁeféte,“When this occurs, the teacher
can praise and help the child; saying, for example, "Gch forj;cu, you are putting

the blocks away. Here, I'1l help you. I'll carry this one, and you can -carry that

ne" (57,81). _ o

- S

Direct commands should be kept to a minimum, however. -Otherwise teachers may
f1nd themselves constantly involved in compelling children to obey. The less obvi-
ous external control exerted by the teacher, the more respons1b111ty children have
for directing their own behavior and the more opportunity they will have for

learning and practicing self-. itrol (44).




e

ﬁxintS-Io Remember )

’

1. Inductive (reasoning) disciplinary techniqﬁeé facilitate the developmental
R . .. - L . .
shift in children's moral orientation from a reliance on external authority
R

Y
1

o \ .
to a reliance on internalized humanitarian ;tandards‘of’rightgand wrong.
\ ’ )

. Children tend to adopt the management £Echniques of their teachers in
. | . .
-their—interactions with beers. Teachers whg‘rely on\ﬁunishment techniques
provide punishing, coercive models for the children in their class.

3. Pleasant events following children's behavior may increase that behdvior.

9

ifferent events are reinforcing for differént children.

4. Teacher attention is a powerful force in the classroom. Children's

behaviors which are ignored are likely to decrease. -
. 0 ‘ . B . Ic'
5. Mildly unpleasant events immediately followirig misbehavior may suppress _
that behavior. However, if teacher attention is associated with this event,

\ . .

ehavior may continue to occur in the future.

¢

- the udesirable b

\ : : : :
6. Clearl}-stated contingencies and rules help children govern Iheié own*

,behaviér. ‘They are most effective when teachers make sure that the stated

contingencies occur. ) L :
]
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Chapter 6

Performing Well in Academic Settings

Digest of Recommendations

Rationale
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2

Selected References

Suggested Teaching Techniques

To help children develop atti-
tudes and motivation which will

facilitate academic performancer

1. 'Give clear instructionms,
specifong exactly what

child behaviors are required

to ¢ g;;;;;~;~;;;en task.

\
Y

)
(’f\‘J |
{

) ‘

)

2,7Provide positive reinforce-
ment contingent upon the
child'é appropriate

actions.

3. Avoid labeling the child's
mistakes as failures. Give
necessary negative feedback
in a supportive atmosphere,
without‘stressing its evalu-

ative aspects.

Children are less likeiy to
become anxious if they know a
what is expected of them. “
Children are more likely to
persist on a complex task if
they are aware that it involves

simple behaviors they can

perform, . -

Contingent positive reinforce-
ment helps children develop an
internal locus of control,
raises their generél expecta-
tion of success, and encour-

ages their continued perfor-

Crandall, 1963,
Crandall, 1967;
Endsley, 1966, 1967;

Hill, 1967, 1972;

— e = - —_

Mischel, 1972;
Mischel and Ebbeson,

1970;, Ryan and

o
-

Watson, 1968.

Crandall, 1969;

Katovsky, Crandall :

and Good, 1967;

Risley and Baer,

1973,

mance of apprspriate behaviors.

Negative evaluation and

1

feelings of failure increase’

children's anxiety, lower their

expectation of success, and

promote an external locus of

contro} orientation.

d6H91

Crandall, 1963;
Crandall, 1969;
Hill, 1972; Mischel,
1972; Ruebusch,

1963.

-

e
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".-  Suggested Teaching Techniques Rationale «  Selected References
4. Always followwggréhgh on .When children associate with Mischel, 1972;
' o . ‘ ) .
promises. £ . adults who keep promises they Mischel and Ebbeson,

I ~ are more likely to believe that 1970.
dela&ed rewards will éctually
.- materialize and are more likely

. to delay gratification.

% . N

° 66042 ,\ .
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Why are Some Children Better Academic Performers than Others?

-

Somh children seem to thrive in academic situations. Other cygldren behave as
though they would rather be anywhere otheér than in schooi Any explanation of the
varlatlonoamong ch11dren in academic performance must con51der 1nd1V1dua1 differences
in motivation and personallty as well as differences in ability.

*. Unfortunately, the psychological research in these areas is filled with con-

I3

flicting, findih%s.based on questionable measurements. Concepts such as anxiety,

~

1ndependence,vand locus of céﬁtrol are d1ff1cu1t to pin down and define. Attitudes

°

. and motives are subjectlve, internal events which camnot be d1rect1y observed, but -

‘!—.\* .
must be inferred from responses on questionnaires, projectiveqtests, and other

e

assessment devices.. Young children often lack the verbal facility to understand and

- ———

respond reliably on such'measures. They may tend to choose either "'yes" or 'mo'' as’

a ﬁon51stent response regardless of question content, and they often con51stent1y

-

-

sclect the last alternative g1ven in multiple ch01ce 1tems Teachers should inter-. -
pret with caution any so-called psychological "truths" about children's motlvatlonal

differences (47, 79, 80, 94).

In spite of conflicting findings and 1nterpretat10ns., some maJor varlablés have

been 1solated which seem to be related to academic perfbrmance, a*d which may be

influenced by glassroom experiences. An awareness of these variables can help : ,
teachers.understand why individual children react differently te similar instrudfions
) ;. ) R Y
4 -

-and Qésks. ' ' -

-

What Individual Differences Among Children Affect Academic Performance?

©
S

Some children are more achievement-oriented than others.:-Achievement motivation

has been defined as ‘the desire to gain approval, either from one's self or from
: . ' -

others,. for competent pérformance in situations where standards of excellence are '

I ' D00 /




) CO

applied. Ch11dren who persevere through ; frustratlon, strive to perfect their perfor-

mance, and set h1gh standards for themseﬂves are said to'be h1ghly achlevement-
( I .

\
0r1ented (10, 26). SRR ’ § ,
’ |

Chlldren may be highly motivated to achieve in some areas and- no% in others.

/ 4
demonstrated in such d1verse areas as intellectual tasks mechan1ca1 tasks, phys1ca1

- . - .

feel1ngs of accomplishment, while others str1ve to obta1n appfoval from others (27).
’*\ ’ °

Some,ch11dren evaluate their performance in terms of standards set by adults or by

themselves, while others base their, evaluat1ons'on a comparlson with the performance
/ : e
T, of their peers. Some evidence 1nd1cates that preschoolers are concerned w1th abso-~-

-
-

lute standards, while children of about 7 to 9 years of age become concerned with

a

+ doing well both in compar1son to other ihlldren and to absolute standards (69 117)

Some studles 1nd1cate that scores on tests s of ach1evement motlvatlon are

related to\actual acddemic performance, wn11e other studies do not find thIS relat1o

4

-

ship. It does appear that ‘children who gcore h1gh1y on tests of ach1evement mot1- ,
vat1on have been re1nforced in the pastfc
3 . o i
hem by the1r parents (27, 29 90 121) ! o . ' /

/

Children can learn tb set the11 own standards for performgnce Generally, /

.
K

. . , ’
on a part1cu1ar task will adopt similar standards for their ‘olin performance This

is ‘especially likely to’occqr if, an explanation+of the standards accompanies the
Q. * . 't LT o :
model's ‘adherence to them. Children may reject the high standards of an excep-

’

o - tronally conpetent model and lower the1r own, standards to compensdte for perce1ved

R

/
d1fferences in ability. ‘Children are 1Ikely to set high standards for their own

a

performance.if they have-been rewarded 1n the past for sett1ng high standards.(4,_

5, 8, 12, 65, 66, 73, 82)., oL

In one study, for- example, no relat1onsh1p among ach1evement efforts by children was\\\\‘

prowess, and artistic endeavors (Zg) Some children are satisfied with 1nterna1 “.a

J

1

> 3 i :
for conform1ng to h1gh standards set for % o

’ children who observe someone else conform1ng to 1nternal1zed standards ‘of performancc

4
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Sone children are more anxious than others about academic situations.--The

. .
.

r°1at1onsh1p between anx1ety and acé%fmlc performance becomes increasingly strong

throughout the "elémentary school years. Children who perform badly on achievement

\

tests tend to be h1gh1y anxious. This relat1onsh1p could 1nd1cate that consistent

.
poor performance- makes children anxrous, or'it cou1d mean tHat ankrety prevents -

«

ch11dren from perform;ng_well in school. Probably both explanataons have some truth

A to them (54, 98). . i \\\‘ | ‘ .
o ., o
) . In general a poderate ievel of anxiety serves to enhance 1earn1ng, perhaps by
s N ;/ . o
e prOV1d1ng a motivating force for attending to theetask High levels of- anx1ety,

‘however, tend to 1nterfere|w1th performance on complex tasks or tasks which 1nvolve

usé€ of a new sx111 (17 1§ 98) Anx1ety tends to reduce the range of cues a child

. can attend to. Thusj'aniiety may -impair performance on tasks which require at-
1
tend1ng to more than one th1ng, although it may be helpful 1n screen1ng out dis-

. I

' tract1ng elements (34, 53, 94). S S

N

o n Children character1zed by a\generally high level of anx1ety seem to be more

concerned with avoiding ailure and criticism than with achieving success. .Such
o |
children -are upset by maﬁlng m1stakes, and may become even more anxious 1n situ-

ations where they are un ure of what to do. Such children may be afraid to venture

o

. op1n10n, for example for fear that it m1ght be wrong (53 94). One study demon-
] £ )
. o strated that highly anx1ius ch11dren had trouble 1earn1ng to read when.the "whole
., . N \

“
’

-~

. e . . . s
their guesses are incorrect. Anxious children did better using tﬂe phonics method,

where small, systemat1ca ly arranged steps minimized errors (48) Children may

l‘ J/

become part1cu1arly anxigus in s1tuat1ons where they uave been made to feel thaq

'

o . they*have failed (35, 36, 45, 49, 61 97). Ch11dren whose er&ors are cons1steﬂ41y
labeled as "failures" may develop an anxious preoccupat1on with what they are/do1ng

wrong, rather than concehtrating on what they'are doing right. ~

i —

- -0 ' , N A '

NHHD e ! | /

. Q ‘" . |
JERIC -~ [ z,: ; |
- R . [ . /

o ) ’ S s

word" method was used.. Yith this method, children must frequently guess, and often '
\ [' .

. .
7 ’ -04-
_ . s N ‘ 94 _
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Chlldren tend to beOOmn rore anxious in S1tuatlons where an oéserver is present,

, -

wher7/eva1uat1on and the test1ng aspects of d sltuatlon are stressed where speed of .
i

©

; pe;ﬁormance $s emphasized or time limits are, imposed, and where d1rect1ons are un-

3

) e}ear (17, -19, 22, 24 25,53, 123).. If a ch11d is low in anx1ety to begin with,

/such situations may 1ncrease afxiety to an opt1ma1 level and fac111tate performance;,
/-
/ If a'child isshigh in anxiety to begin with, such 51tuat1ons may increase anx1ety ' \g
;/\_ .to a point where dt 1nterferes W1th the ch%ld'sbab111ty to perform the task or learn \ )
, I

| .
someth1ng new. For example, ch11dren who re.generallx_h;ghlx_anx1005 may show :

S e

.

3 ! = ’
xepetltlve, restr1ct1ve problem-solv1ng strategies in s1tuatlons which st;ess evyalu-
g !

t

» ation (53)” Jj R ' ' . !

£ o

“”-—$eachers canjr
‘\h—

v

duce children's anxiety by he1p1ng them set realistic goals for-

“\"* K\

' pcrformance, by d puu:171ng evaluation, and by g1V1ng clear, prec1se ‘instructions.

Ch11dren often become less amuous in structured 51tuat1ons where they know_exactly

fe

what'to expect (26, 27, 83). ' ' . . /

i
.

, ,/ it / : /
F efforts.--Chlldren who be11eve that thcy are respon51b1e for their/own successes
I3 . ” {‘ /

and fa11ures are sa1d to have an internal locus of control. .Children who believe -

v - ' o -

- L]

that’success and failure are determxnedﬁby chance or by ‘the teacher s whim are

_Some chzldrep attrlbute success to’ 1uck, others attribute. suc7ﬁss to their own

d
. . o e. L
} said to have an external 1d,u> of contzxol. ) - ) s ho/ )

]
i

/ Be11efs in locus of control ire estab11shed in early childhood, and may have a ﬂ

great influence on ch%ldren*s7performance in scheol (31). In fact, a large-scale -

i .
national. study of factors influencing academic achievement ‘found that locus of :

:

control was the besZ’pred1ctor oﬁxnonwhiteds achievement scores, and.the second - °
’ . \ ' ! 7

best predictor for,

{ ' (

/ locus of - control have been found to spend more time d01ng homework show more

|
hite students (23). Children measuréd as having an internal ‘

pe251stence oh complex log1caf tasks, recelve higher grédes, and do better on ,

' ¢ . \ o . - e
/ Pl o / i . / . . “ ) .
4 . ' ’

/ * . ) ) 3 B ’ ‘ { :
e/ o G6095° C - 7
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i,
‘genera; achievement tests than children who have an external locus of control (31, 72,
75). In a few studies, however, no relationship has been found between locus control

measures and achievement {58, 76).
Children may not have consistent beliefs about the locus of control of both ©

their sucéesses and failures. Some children, for instance, take responsibility for

S L

1 M .

their successes but not failures, whiie others feel that failures are their fault

while success is determined by luck. Children's ﬁel%gfs about locus of control may
have the'greatest effect in situations where it is clear that the child's activity
can result in positive or negative outcomes. Children who believe they are respoi~

sible for ihei: own success will work harder'if they are told a good performance

o

will result in reward: Children who feel they can control negative outcomes will
work harder~to-avoid failure'(Sé)‘ ﬁ '

. Children measured as having an internal locus of control often have parents who
are warm, sﬁpportive, permissive, flexible, approving, consistent in discipline, and
vwho expect 2arly independence behavior;. Children with an external lqcus'of control

often have parents who are rejeéfing, puﬁitive, dominating, and critical (60, 32).
kﬁ particular, it is believed thaf thie development of an iﬁternal locus of control i
is fostered 5y a predictable enviromment which provides ppsit}ée feedback coutingenti‘
on the child's actions. Criticizing or punishing the child may lead to an external

, iocus of control. Neggnive approaches discourage the child from taking responsibil-

\ity for failure (60). d

\

A

Some. children expect to succeed.--Children who predict that they will do weli,
Y -
either in,school or on an experimental task, generally do better than children who
predict that they wou't do so well. Children seem to muke fairly atcurate estimates

not only of their own ability, but also of how hard they are willing to try. Some

research indicates that factors other than general motivation and ability may distort

96097
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the accuracy of these estimates., Girls from ages‘7 through i2 consistently tend to

»

underestimate their abilities and their predictions of success, while°boys consis-

tently overestimate them. There is some evidence that the predictions are not merely

mflectlonsoc differential cultural demands to appear modest or self-assured. Per-

havs g1r15 are rcally more likely ‘to feel 1ncompetent than boys (28).
&
Fxnerlences with success and positive feedback tend to raise a child's expec-

\ -

tanty -of succe,,, while negative feedback tends to lower 1t.\ When children's ’

attentlon 19 focused on what they can accomplish, Trather than on their mistakes, they

may be more 11ke1y to belleve that their efforts will be effective. Consequently,

thev may be more willing t6 try harder (26, 28) TN
§

Stud1es with eighth graders indicate that when children are grouped by ability
k

L ‘ . . 3 - - " -
in school, their expectation for sugccess 1s related to the relative standlng of

\ :
theiy paﬁcicula? group, and not to their individual standing within the group.

\

Chlldren in the "slow' group tend to have low. expectations for success, even though

they may be the most advanced students within that group (28). Evidence is lacklng
1

for younger children. 'Howeier, the fact that children begin judging their own

performance in comparison to others by age 7 (117) indicates that even at young ages,

A

.

grouping children by ability may have broad motivational effects.
Some children are more willing tc wait and work for delayed rewards.--Delay of
gratification is a form of self-control believed to be an important factor in aca-
demic success. Y%hlldren who can put off the imediate pleasure of fooling around
in order to_work on a difficult problem for the delayed joy of mastering it will
function better @n school. Even preschoolers can wait and work for delayed réwards,'
and can choose a larger reward later over a smaller reward now. They are more likely
to wait for a reward if they expect that the reward will actually materialize, and

~

if they are confident they can perform the task necessary to get the reward. Chil-

PO 00098 -
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dren are more likely to persist on a task that involves a delayed gratification if -

L3 1}

fthey have been consistently reinfg;ced in the past for w%iting and planning, and if

. . . si .
the adults in their environment have consistently kept their promises. Children will

alsd be nOre likely to delay gratification~if they are exposed to modéls who demon-

strate this behav1or (6, .80, 81). o :
Teachers who give clear instructions and cons1stent1y fot/pd/through on clear
- -
} cont1ngency statements are more 11ke1y to ga1n cooperat1on 19 unpopular tasks SUQh -t

BN as cleaﬁ1ng up. Statements such as "As soon as_ you p1ck up these f1ve blocks, we *

.

-1
can“have snack" w111 be more effective than '"Let'’ s all‘help clean up for snack. i
,!

‘Hearing the former statement, ch11dren know exactly what to do before rece1v1ng snack

They understand that the task has a limit and that they are competegt\:: perforn it.
If the teacher has consistently followed through in theepast, children 111 also

' expect that snack will be forthcoming as soon as the task. is completed.,

. ichildren seek approval end essistance in different Vays,—-Teeehers often,
~evaluate chdldren as dependent or independent, but the definitidns of thege terms
are unclear. In a broad sense, all behavior can be considered dependent. Children;s
_ .
;<74/ behav1or is dependent on.other people, on the environment, or on past experlence.

L1kew1se, a11 behav1or may be cons1dered 1ndependent. Children always 1n1t1ate at

1east some portlon ‘of their behavior on their own. For example, children who ask -

% .

for help may be considered dependent because they are not solving a problem by them-

selves. However; seeking out a competent perSon for advice or aid may be an inde-

nendent method of solving a difficult problem. In fact, some psychologists believe

that developing the ab111ty to ask appropriately for assistance 1s an important step .

toward achieving independent competence (51, 88, 120).
Since the concepts .of dependence and independence are so vague, it may be more °
useful to speak of specific types of behavior appropriate for children of different

ages. It seems, for instance, that some children try to stay near adults more than

P
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other children. Some children also seek more attention, approval, and assistance

than other children. Usually, children 2 or 3 years of age seck more attention from

A

adults than from peers. As children reach the age of 4 or 5, they begin to seek
attention more frequently from peers (67). ‘

Children tend to seek more social responses from other people if they are under

o

stfess or if they have been isolated from other people for a short time. The

- -

behav1ors children use to gain attentlon however, are behaviors which have proved
@
successful in the past. If ch11dren have received attention for such 1nappropr1ate

'S

behéyiors as whining or seeking help for tasks whi ch could be accomplished alone,
they will continue to'uee such behaviors: as attention-getters. Teachers can.hélp
chiildren léarn appropriate attention-getting methods by suggesting new behaviors-and

Ry

)by.giving attention only when appropriete behaviors are performed. For example,

‘a teacher can s&y, "When you ask me in a cleaf voice, I will help you." 'You can

*unrip yourhown coat. Just hold the zipper here and pull down. Good for you, you

-

.a . /

What Environmental Conditions Influence Children's Motivation and Performance?

did it by yourself!' (67, 89). : - .

LY

\

Teachers' expectatzons may not have an overwhelm;ng effect on children's '
.w/‘,.-.’.': “ \ M
n_,perfbrmance.--ln 1966, Rosenthal and Jacobsen reported a study in which elementary

school teachers were g1ven false information on the IQ scores of: ch11dren in their

' classrooms. By the end of the Xeg;,/IQ“sZores increased for children whom teachers
expected to be bright, wh11e/ialscores decreased for children whom teachers be11eved
to have less ability.. The authors inferree that teachers' expectations were a major
factbf in determining children's academic performance k91, 92). .Since that tiﬁg |
maﬁy psychologists have critici;ed the Rosenthal sthdy, They have noted, for

éxample, that some of the scores reported for individual children could not possibly

-

-

e LN gniod
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occur on the test used, and that’the effect, occurred in only a few classrooms with

} w . -
younger children for whom the test was inapproprlate (104,-115) Other psychologists,_

\ci —_

who attempted to replicate the findings rn different schools were unable to find tﬁe

t

same results (20, 33,'42, 43). ;. - .

<« - iy 'Y 'Y : N £ - : 'y .
. Evidence now indicates that there is no automatic Pygmalion-in-the-classroom

A ‘ . .
effect. It has been found, however, that if teachers rank the children in their class~

rooms based on their own knowledge of each childfs‘past performance, their predictions

. N <
“of hcw well the children will do are usually borne. out (33).

Teachers may behave d1fferently toward ch11dren they expect to do very well and
f
children they expect to do poorly. Such d1fferent1a1 behav1or may re1nforce dif- -
. . o 1 . , s
ferences in children's motivatiOn and ability which alreadx/ex1st. In one study it

//~

was found that teachers responded more positively to children they themselves have

7
7/

rated as likely to perforﬁ well in schocl.. Teachers were more likely to pra}se egch
children for correct'answers, less likely to cr;ticize them for wrong answers, more,
likely to respond to their wrong answers with"a restatement of the problem, and mcre
likelp to give feedback after each answer, (15). Teachers‘;ioulo ﬁake ever& effort to
distribute the1r support fa1r1y among all- children. ‘

DJ.fferent types of reznforcement affect children's motJ.vatJ.on and. perfornﬁ‘mbe.-*

Motxvat1on and relnforcement are complex issues about which psycholog1sts are st111

" debating. The debate currently centers around the issue of 1ntr1ns1c and extr1ns1c

°

/
re1nforceme it and the1r/effects on children's behavior and 1earn1ng

Children will often engage' in act1v1t1es for the sheer joy of performing them,

'

eenec1a11y if the activity provides a moderate chailenge to the child's ab111t1es.

Cﬁildren will also improve their performance or perfect a skill if the activity itself

4

provides immediate feedback. Tasks. which are inherently interesting and which contain
. e g

burltkin.feedback are said to provide intrinsic reinforcemént (56).

o~ o1

. e R
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Relnfo cement which is not inherent in an act1V1ty is called extrinsic reinforce—_
P —e £

ment, Extrjn51c re1nforcement can also motivate ch11d Tn to perform activities| and
1\ .

&

can provide Leedback which faé¢ilitates improved perforpance. Sobcial approval or

cr1t1c1sm and tangrble rewards or punishments f211 int ﬂthis category.

¥
A great dea{ of evidence indicates that p051t1ve\qomments from an adult can

|

_l
_1nf1uence children’ to spend more time doing a task (1; 14 21, 57,,101). The effect

i

|

3

| : ]
© U‘

|

may‘be even more prpnounced if - teachers comment on an ét1v1ty intermittently, rather

| i
"~ ~than every time it is performed. Under.these conditio %%, children w111 be 11ke1y to
continue in an act1v1ty dur1ng fairly long perlods of/ j.me without any encouragement

at all (13, 36). I o= i
t o ' -
‘Tangible rewards, such as money, candy, shack, or| prizes have also been success-

—~—
—

. Lo
~ ful motlvatOIS'for ch11dren,(87 89) Under some c nd1110ns, however, if children
'P - b

belleve they are performlng a task for thé purpose of g11n1ng some material reward

\e

thelr intrinsic 1nterest in the task‘may be redchh Dn one study, preschoolers who '~

had demonstrated an- avid 1nterest in. draw1ng w1th/colored felt pens were promlsed a-

'spec1a1 certificate if they would draw a p1cture for a v151t1ng adult. _The ch;ldren
) worked hard for the1r reward, but later showed/a lack \& interest in the same pens

they had prev1ously enJoyed Ch11dren who dre; a p1ctbre for an adult w1thout the P

promlse of a reward ma1nta1ned the1r 1ntr1n51c 1nterelt in the pens, even though they

i ¢

|
received the same reward as a surprrse (64). !

in this study, the rewsrd per_se did not affect the children's intrinsic mgti-

. vation. The reduction in motivatioﬂ'ﬁas produced b éhe process of contracting to
w : ’ j

- S L
perform an activity in order to receive the reward The children's intrinsic

P

motivation to use pens in tHis study was already a’ngh level. Contracts and

1 +

ccnt1ngenc1es can be an effective means of encour, g1ng children Eﬁ engage in an

o

activity in which they are not already interested, or an act1v1ty which may only

-4
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e11c1t a high &egree of intrinsic motivation after a.minimum amont of skill has
been.acquired. Teachers %hould beware, however, of setting up unnecessary dontin-

gencies.and »award system% for cpildren who are already motivatgd to perform academic

A

.

act1v1t1es. . .i

Teachers are 1nterested not only in motivating children to péerform act1v1t1es

' which W111 lead to 1earn1ng, but also in helping ch11dren to 1mprove the1r perfor-

CC mance. - Improvement 1nvolves feedback. The method a teacher uses to monitor . «

le‘rnlng should 1nc1ude preclse 1nformat1on about wh1ch of the ch11d's efforts are

-

headed in the r1ght d1rect10n and’ wh1ch are not useful Studles “in wh1ch young

, ch11dren choose between two responses, one right and one*wrong, demonstrate that
] -

the fastest 1earn1ng occuirs when an adult tells the child whrch aesponse was r1ght

“e

-and which was wrong. Providing a tangible reward follow1ng correct<responses
generally is not as effective as giving clear 1nformatlon. Sopme researchersabelieve
- that tang1b1e rewards not only provide 1ncomp1ete feedback but also distract ch11dre1

from the 1earn1ng task .(77, 167, '108, 109, 110).
. - . - - <

What Can Teachers D6 To Enhance Children's Performance And Interest In School

A

$
Y Activities? . ‘ ) .
D T : : ' s
o . L . . ‘
- Psycholéﬁlsts have dlscovered no clear-cut solutions to the problems of moti-

vatlon and ach1evement.1n school Children arrive in the classroom with d1fferent_-

expectations, beliefs, standards, anxieties and ab111t1es. +All these factors

_ interact rn d1fferent ways wrth partlcular c1assrgom s1tuat10ns and learning tashs
Creative teachers, however, can experiment w1th different methods of reduc1ng

children's anxiety, capitalizing on(thelr intrinsic interests, and providing non- ,

threatenlng ;edback Teachers can also structure‘situations in which children take

1ncreaslng ‘responsibility for p1ann1ng and evaluatlng their own efforts, so that

they -will develop the conf1dence to persist in new and challenging learning activ-

4 ’ itig,s . '
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-, One conflict seéms to be inheTent in the research findings. Childref become: -
more achievement snted in situaticns where their performance is directéd towatd

(_specified goals and"eValuatcd by specific standards.. Such situations, however, may

undermine children's 1ntr1ns1c interest in activities and may increase their anxiety

2 & °

to the point wﬁére they can no longer .learn effectively. The teacher is left with -
i
the problem of setting,high standards and prov1ding both positive and negative

feedback w1thout 1ncreasing anxiety and turning learning experiences 1nto distaste-'

ful work - _ o X “
- . ® B
A pos51b1e solution is’ to emphasize the process of learning rather than the e

end product. Children can be.praised for trying hard, for pérssgting in difficult
e

ve®

tasks, and for experimenting with new strategies. Teachers can emphasize the
feedback aspect of mistakes, rather than the evaluative aspect. One first _grade
.teacier found that children were S0 worried about. making mistakes that they refused
to. venture an opinion 1n class.” She told the children that "everyone,nakes mistakes

-3

.- that s how we learn," and encouraged children to try again whéh they made an.
error. . This teacher a1so demonstrated a constructive attitude towards errors by
naking mistales herself; in front of the class, saying, "y guess I made a mistake.
Maybe there's another'way to do it." Modeling and allowing mistakes to occur in a
supportive atmosphere may help reduce children'° anxiety  about evaluation 3. I
Teachérs can provide a predictable and supportive env1ronment which children
‘ can influence as a result of their own efforts. Teacners can consistently give
feedback contingent upon the°child's.behayior. They can a1so.foi1ow tnrqugg on all
promises, even if the child seems to forget the promise. Negative feedbackﬂmight
inolnde some positive comments concerhing the genmerdl corréctness of the a;proach,.
A nggatire comment may be softened merely by acknowlodginé that the child is trying

hard to solve a difficult problem. Children might be encouraged to correct their 4

own papers, thus reducing the evaluative aspects of feedback. Such an environment

goted .
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may help children learn to be less anxious, to ‘take responsibility for their own

Ve - 3

=

z-

-

. successes and fallures, and to delay grat1f1cat1on (10 80, 60).

Chlldren can be encouraged to plan the structure of the1r day, or to plan the

eps they w1ll follow to complete a part1cular task.

\

should 1ncrease (28 80).

yd
e

ren aware of the1r own respons1b1l1ty for _carrying out an. act1v1ty.

v

the1r confidence ip thelr ab111ty to c0mplete the task-may increase.

~

Planning may make the child-

~

N e

As children’

4

break down a complex. task 1nto discrete steps with the asslstance of the’ teacher,

As they

successfully perform each step, the1r expectat1on.of success on succeeding steps

Y

Children who have cho1ces in fhe1r dally act1v1t1es may

be more l1kely to choose tasks which provide them with 1ntr1ns1c re1nforcement.

-

B
Points to~Remember .

1.

P

e

-~

\\
\

Evaluat1ng children's academic performance accordlng to high standards may make

-

2.

~

and where directions are unclear. : ,°

them more ach1evement-or1ented but it may also increase their level of anxlety.

\

-While moderate levels of anxiety may‘enhance learn1ng,exceSs1ve anxiety may .

1nterfere with ch1ldren's performance on complex tasks or tasks which involve
i

the use of .a new .skill. -

Children's anxiety increases in situatiops where an observer is present, vhere

evaluation and testing arefstressed, where speed of performanca ic emphasized,

4

.1f children believe they are responsible for their own successes and failures

L * ‘ . . N *

and believe they can succeed on a particular task, they may try}hafder and do

o

better. . , .

‘Success exper1ences in a pred1ctable enylrongpnt may help children develop an

internal locus of control and a higher expectation of success.

20105
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6. Chiidre& may be'more willing t& delay gratification if.they-have been

reinforced in the past for waiting and plannin R 1f they are expode to-

1

models who also delay gratification, and if -the adults they know usually

-l

b4 . .
: . i
L . .
.
!

keep thelr-promlses.. " .
- 5 . 4 -

LAY

7. Teachers may tend to ‘be -more supportive to children they expect to do well,

but teachers" expectations probably dc not have the overwhelming effect on

~

. school performance 1nQicated in the original Rosenthal experiment, often ’ Cy
referred to .as the Pygmalion-in-the-classroom effect.
. 8, Prov1ding positive comments or tangible rewards can be an effective way of , o

encouraging children to try an activity which 1n1t1a11y prov1des little

»

wiqtrinsic=mot1vation. However, contracting to perform a task,for an external -

" reward may reduce ch;ldren's ihtrinsio interest in the task if that interest .
. . * M \ . - - N Al
is already at a-high level. . : : _ S

- -
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Chapter 7
.Peer Tnteraction

¢ Digest of Recommendations _

Sﬁggested'Téaéhing Techniduéé ~\ _ Rationale o Selected Referencés

' .TblinérgaSe complex social . . °
.. interactions: ©

1., Create dramatic'situa- " In preschool situations, more Charlesworth aﬁq

”N\E}ons‘and roles for - o complex intcractions take pléce Hartup,_1967;'Shure,

»

-children té'ﬂiayf T . durlng dramatxc play than durxng 1963,&Thomson, 1972,

other types ‘of act1v1t1es. .

v
-
-

. Pibvide equipment which  Children are more likely to . Quilitch and Risley,-

.gaﬁ-be used by several ... interact when they are engaged _1973;-Thomson, 1972,

-

children at a time. " in'a common activity. " " .
g &

Y

Reinforcédchildgen who Teachef attention to group play Harris, Wolf, and
" are playing well to- 'tends to facilitate and prolong ‘Bae£; 1967. -
gefhef'by providing addi- ‘Ebe intéfaétibn.
. tional equipment or by . ”
offéring a- sinile or b£ief
cdﬁmept.'.

Suggest ways for an iso- Suggesticns, cues, and contin- Allen, ngt, Buell,
late child to in;gract geﬁt réinférce@gnt can be used Haf?is, and Woif;

w1th a group, and attend effectively to increase a 19643 Buell, Stod-

@

to that ch11d only_qhen  child's social interactions. dard,_Har and‘“
. the child approaches other ' Baeé, 1968; Hart,
children. ] | . . Reynolds, Béér, Braw-
ley, and Harris, 1968

Keogh, Miller, and
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Suggested Teaching Techniques ) . _Rationale Selected References-
‘ i LeBlanc, 1973; Mil- - -
’ b
. - ler, Holmberg, and -
3 o
: - Lo LeBlanc, 19715 - . __
. . : e : Pink§ion, Reesé, a
: *  LeBlanc, and Baer,
. g 1973, - T
‘ . .5. Ificlude less popular Children tend to -increase Blau and Rafferty, -
cﬁiidi'en in.special ;heii' liking for; peers who .1970; Heber ‘and’
. group :ac'tivities,, or put have shared a pleasant group Héber, 1957; Kéi‘ii'y' )
—— » ° - - . - ) e ) .
- them in charge of desir.d = experience and peers who and Toler, 1970;
’ . yesources.. ., have é?iven them reinforce- Lott and Lott, 1960.
c - ment.
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- -The number and duration of children*s social interactions increase with ige -

Peer Interzcticns.
N . - N M L ~

. N . - LN

-~ Viay.Are Inteyactions Among Children Impoitant? - . T~ \ >
2 ,‘.“7 ./ i . ,' v - . ‘t- . \

Ay

Although ch11drenatan 1earn a great “deal from adults,. the1r ;nteract10ns with

[ 3 * .

each. other prov1de d1fferen and equally valuable opportun1t1es £or learning. Ch11-

-3

dren learn sk111° by observ1?g each other, and they~commun1cate 1nformatlon to one

*

-another.. In add1t1on, the ega11tar1an=nature of peer 1nteract1ons prov1des a unique

forum for the development of cognitive s k111s. Children relate to peers of s1m11ar

-

:status and ab111ty dlfferently than thex relate to adults who assume a h1gher status

due to théu‘ greater size, power, and competence. Cogn1t1ve psycholog:.st JR P1aget

-has suggested that one of the cognltlve 11m1tat1ons young ch11dren must overcome is*

» \". .

‘thelr egocentrlsm, or relative 1nab111ty to con51der si atlons from dlfferent po1nts
N ;*‘\
of v1ew. P1aget further suggcsts that the conf11cts which atise ‘when equally ego-

-
. \ e

centr1c ch1loren 1nteract may provoke children ‘into cons1der1ng each other s perspec-v‘
. o~ ol . >

’ -

t1vcs. Social 1nteractlon w1th peers may prov1de a crucial arena for break*ng down
egoccntrlc thought (45, 46, 49) et i' : .- ' ) e - .
. ~a ‘ :e' .

Experience 1nteract1ng w1th peers is also 1mportant for developlng necessary *

v -

'sociai?skills. In our society 1s has become increasingly 1mpprtantﬂfor.ppop1e to

-
<« - n

learn to get along with one another. The skills necessary for succesgfg} inter-

-

. .persqnal -#lations can'be learned in early ch11dhood : .. . L

. . .
- . ° \

- e

S .

[ 3 -

{fat Characterizes Children's Groups?

P .

o

L, . -

'(50).- Even 3-year-olds, however, will spontanegusly play together and engage i
. @ {{’ . 2

~a
s t

a . S e ® VR * 4 L.
. complicated' verbal communications. In one Study of communication patterns among f}~

pairs of preschoolers, 62.pefEé§? of %he utferances made by children received a

' . oo ’
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verbal response from another child, while an addi
. ;ﬁ -

-122-
llsf ner s attentlon,g42)
S

-

onal 23 percent attracted the
Preschoorers in another study were already learnrng to

/

use stylraed conversat1ona1 rout1nes to engage each other in prolonged interactions.
A sample conversataon went 11ke thrs‘

"Do you know what’"

"What?'" "You're a nut!"
ln th1s example, one ch1ld symmoned.- the  other and the other answered The 1n1t1ator

[3
5 I - —

obl1gated by the routrne to—provrde -a-reason for -the- summons, playfu11y turned the __
1nteract1on into a joke.

v

Chlldren s conversatrons begln to take on the sty11st1c
qh racterlspics of adult converfatrons at -a ‘'very early age (16)
. ® |

-

older cn1ldren and adolescents.

4

Most 1nVestiga§1ons bf how ch11dren foim complex socral groups have dealt with
/spontaneously form

-_,..-

However it has been shown that even preschoolers
structured groups whrch share srmple norns.

horms in groups of
~ ,in common;

young~ch11dren may 1nc1ude sanctlons governlng soc1a1 1nteractron an

A,
‘.

[
i

d interests held
Teachers are "”111ar w1*h the:"we-they Statements made by ch11dren
i

¢
LI
-
[y

*L——v—v-ln add1tion, chrldren seem to arrange hierarchical d0m1nance orders w1thrn

such as "We don't llke play1ng ball’, rlght? We like- to- play cowboys'" (14, 23)
therr groups, including leaders, followers, and outcasts:-

.~
w

.
o~

Unrortunately, ilittle 1s‘
known about sthe processes governlng h1erarchy format1on 623)

. <
X
.

. ! ‘
.0
Env1ronmental srtuatrons have a strong infiuence on the level of complexrty 134
ch11dren3s socral 1nteractlons.

’
" Among preschoolers complex social 1nteractrons

are msst l1kely tosoccur during dramatrc play and in the housekeep1ng corner, while
e, :

<

e

siagie ch;ld play and parallel play (where ch1ldren perform's1m11ar activities car

&Ae‘
each other wrthomg cobperatrng 1n a single actlv1ty) are most likely to occuT in~

L

game, art and bookcareas (10,. 52)., One study demonstrated that, prov1d1ng soc1al

-

LY

toym-- such as cardsy checkérs, and*group gam5.~fo 7-year-olds encourages more complex

soéial 1nteractlon than prov1d1ng toys for 1nd1vrdual work, such as gyroscopes,
" crdyons,’ puzzles, and'play dough (48).” When teachers attend to group play and
L . i - .

-
(3
'
-
.
N
\ -
)
fede
=
sy
32
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enccar ge it uy providing pos1t1ve comments, new suggestions, and extra equipnant,

the number of complex 1nteract1ons is likely to increase (19).

”

s

. Which Children Are ﬁell-LikedlBy Peers?

Y

. e ’
Some children are always welcome among groups of peers playing together, while .

. _ ___others_seem to _be outcasts. Popular chlldren are generally friendly and outgo1ng,-

: and seem to be sensitive to the needs of others. of course while. fr1end11ness may

~ g

Herp a "¢hild become accepted by other children, peer acceptance may also inépire
fr1end1y soc1ab111ty.. Children seem to prefer peers of the salie sex. From about

age 3 on, boys play ma1n1y with boys and girls play WIth g111s (23). ‘ e

0bservat1ons of preschool ch11dren indicate reciprocity in peer 1nteract10ns.
The number. of positive social initiatives made by a ‘child is related to the number_
of positive initiatives received by that child. The relnforcement principle applics
‘here. Chi}dren,wno are positively reinforcdné for peers will be approached more 'c
T £requent1y -Positive reinforcement from these friendly approaches then encouraées
1ncreased fr1end1y behav1or (10,725, 32, 36, 40). : .
Children who spend a great dea1 of time 1nteract1ng with adults tend.to be less
“popular with the1r peers. As ch11dren grow older they tend to spend mors time with
peers.and less time with adults. However, emotional dependence upon adults may
interfere with this developmental shift (34, 35, 37, 41). 1g%r-one thing, a child
who spends a great deal of time w1th adults simply has less time to spend in peer
. 1nteract10n. Inexperlenced teachers often tend to spend time 1nteract1ng with a
singie child. While this may be reinforcing for teachers, they should consider

whether the child's time might be better spent learning to associate with peers.

Sltuatlonar factors can influence children's social standing. In one€ study,

. ¢ <

first graders were given tasks to perform either by working together or by sitting

[l
<> .
g
ne
IS8
a

— - 2 gt e e et ce e~ =




~ near each other while working independently. Merely being near ot ildren had
no effect on social prefexlence.' On the other hand, cooperative int‘gz:éction, P
larly with peers of the.opposite sex, increased the children's liking fo\r each
other (26). . .

Other evi'dence indicates that social attractivenes increases' when children

sae rewards given to peers and when they themselves .enjoy a pleasant experience in

the presence of other children. Groups that work toward a common goal and succrsed

tend to ‘increase their 11k1ng for other members of the group (27). Children who

piay a game together and all win prizes tend to increase their liking for each other °

@G, 3. - S

‘How Do Children Influence Each Other's Behavicr? .

‘ Among” the many sources of influence in a child's environment, the peer group

is one of the most-potent. Children feel pressured to conform to peer group norms,

the'y' imitate the behavior of other children, and they change their own behavior as ‘

2 result of positive and negative reinforcement prc‘uaea by peers. .

as children qrow ‘older, they:::'rg more- likely to confozm to group norms.-=
Studies of compliance to group normé are generally designed to investigate the
extent to which a child will agree to a false norm expressed by a pecr group. In
a.typical study, children are aslge‘d to select whi'ch‘ one of several iines matches a
standard line of a given length. The group has beexi coached to choose an obviously
inappi'opri;tte iine, and the unsuspecting target child is asked for an opinion. In
such situations, preschoole;'s do not conform to t};e group oninion to any great
extent. By age 7, children begin to show a great deal of conformity. They will go

along with what the group says no matter what their private beliefs may be. Towards

adolescence, surprisingly enough, compliance tends to diminish. If a general

60123
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conclusmn can be drawn from such studies, it would be that the elementa.ry school

’
\ .

years \constitute a period of great responsweness to normative mflpence from peers

7, 23,29 38). . )

N ‘ children provide behavior models for each other.---Many studies have demon-
: ~——
i \strated that almost any type of behavior exhibited by one child may be imitated by

an observ1\g\peer. Children imitate both aggressive and sharing behavior (24 28).

el

Chi_ldren x\set standards for\themselves simlar “to the standdrds set by children they

have obsé\x'ved (S) -Children .who are afraid of dogs become less afragid if they see

several children hav_.-g fun with .dogs. Initimfearful children may even begn
\

to enJoy playing ’ﬂlth dogs under these sonditions (4, 6).

Children s behavzoral changes as a result ¢f peer teinforcemnt.-ﬂ-Observations ]

of childr.en\playmg in a preschool setting indicate that a great deal {of children s
interpersona; behavior can be classified as reinforcing to peers. ildren tend to
deliver' more . positive reinforcement ‘to peers of the same sex than to peers of the
opposite sex. Older children tend to deliver more positive reinforcement than
. younger children: Those children who give the most p051t1ve reinforcement to other
children tenxi to scatter their reinforcements to a larger number of children. They-
also tend to receive more reinforcement in return. The behavwrs 1abe11ed "posi-—
tive reinfoﬁcement" in these studies include giving positive attention by pl‘&le
,.mg, helping, smiling, or conversing; givmg ‘affection and personai- acceptance, 4
.- both nhysical\ and verbal' submitting to other children by sharing, acceptmg their
ideas, compromising, ot complying with a request; and giving tokens such as toys
‘_ or food (10, \13).

il

A great deal 'o‘\f evidence indicates that attention from peers has a strong

|
influence on children's classroom behavior. In several studies, children have been

'
1

.
 coached to ignore certain behaviors of a particular child and to attend to certain

Pt | B o 2
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other’behaviors. Generally, those behaviors which received peer attention increased,

while ignQ;kd behaviors decreased. In one study, a preschool boy became less aggres-'

<
N,

$ive when peers were instructed to walk away from him whenever he behaved aggres-
) : :

sively. Another boy's rate of cooperat1ve play increased when peers werevinstructeQ{

to attend to him whenever ‘he .was playing cooperatively (56). In one sixfh grade

classroon, when children were trained ‘to stop paying attention to one child's disrup- '

e

tive behavior, the child's disruptive behavior decreased (53)

Teachers can 1nfluence in 'subtle ways the contingencies peers set for each

other. When teachers ignore 1nappropriate behavzors .and give posit1Ve attention to

cooperati"* friendly behavior, children often 1mitate ‘the teacher ‘s example. They
often stop responding positively to negative behaviors and begin to compliﬁent each

other's constructive actions (51).
[

How -Can Teacners.lnfluence Peer Interaction?

. # -
Some teachers may feel that “they have no buszness interfering in a child's

social relationships. Children should be free to choose whom,they want to play with
and how they want to play. 'It;is true that not a11 children want or need to be

%

popul£§for ‘o have a large c1rcle of friends. School however, provides an oppor-
tunity for learn;ng social as vell as cognitive skills. The social skills learned
in school, particular,y at a young age, may well pérsist into adulthood. Children
will learn from their social 1nteract1ons, whether a teacher intervenes or not.

However, some children may learn maladaptive patterns of social 1nteraction, either

because they lack social skills or because they receive reinforcement for negat1ve

behaviors. '"Bad social habits" may interfere with later learning of more acceﬁtable
[ ] .

-

social behaviors. A child who lacks social skill is not "free". Perhaps that child
-would like to join a group activity, but has no idea of how to go about it. Once

.
.
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a child has mastered the skills of interacting with other children, that child is

then free to choose when and with whom to interact. .

°

Teacbers can structure sztuations and provade materials which encourage social
interaction.--Teachers can create dramatic roles for children. For example, .

teacher might suggest setting up a store with customers, storekeepers, and delivery
~— .
people. Dramatic play situations tend to foster complex social 1nteraction (10, 52)

?eachers can also extend play already ‘in progress. SupposesAnn is building w1th

[

blocks, and John is dr1v1ng a truck nearby. A teacher might suggest that Jchn
;/ -® . . ’

. "deliver" some blocks to Ann, or that Ann build a garage for John s truck ‘ .
Equipment which can be used by several:children at the same time prOV1des a, -
setting for social interaction (48). _ﬁorizontal tire swings allow several children

to swing together. Ordinary swings can be set up side by side so that childrenrean

e <+ i o]

converse while swinging. Group games and cooperative tasks on which children work
. together toward a common goal also foster soc1a1 1nteraction.'
.Teachers c;n reinforce social interaction.--A teacher who notices when children
are nlaying togethe; can prolong the intéraetion by bringing in additional equipment N
or offering a brief comment (19). At such times teachers should avoid prolonged
| conversations with 1nd1;1dua1 children which might disrupt the interaction of the

. group. The teacher should facilitate what is happening between the children, and

not vie with peers for the attention of a particular child,

For some children, learning to play with others does not come easily. Every . N\

classroom has. its isolates--children who play by themselves and are ignored by

. other children. Teachers often feel sorry. for such children and giye them a great:
dé§1 of attention and support,, attempting. to fake them feei more "confident." .
Such attention can have a detrimental cffect, however. Time spenf interacting with

the teacger alone is time that cannot be spent 1earn1ng to 1nteract wi*b peers.

ey

»
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Teschers can effectively he1p the, isolate acquire the social skills to gain peer-
acceptance by suggesting waysgfor such a child to become 1nvolved with others and

by g1v1ng attent1on contingent upon the ch11d's engaglng in some social interact1on

(2 9, 20 30, 47). :

A particularly successful techn1que for 1ncreas1ng soc*al play in preschoolers

" is for ‘the teacher to move away. from the ‘isolate ch11d after suggest1ng a poss1b1e

source of 1nteract1on, return1ng to g1ve the “child- attent1on only when ‘the £h11d
N
begins to follow the suggest1on. Th1s techn1gue was‘found to be°more- effective than

-

stand1ng by the isolate and continuing..to suogest possible interactions until the
¢hild approached other children (39).. A teacher might say, for ‘example, 'Tom (the

isolate), you could deliver this mail to the ch11dren in the playhouse." The

,_Awﬂ_,*teachermwould then-turn-away-— If-Tom moved“toward the playhouse and attempted to

deliver mai 1, the teacher could return to Tom and the group, supporting Tom Wlth a

»

comment such as "Tom has brought some ma11 for your house "

Teachers can increase the isolate's status in the group.--One effect1ve means

- — «

of ralsxng a, ch11d's group standing is to put .that ch11d in charge of des1red
resources. A teacher m1ght say, 'Donna, Alice (the isolate) has some cars for your
.garage." In accepting the cars, Donna must accept‘Alice as well. |
One preschool 1solate was g1ven a bag of. candy to d1spense to other ch11dren
every -day for several days. He was to ask children which candy they wanted, and
then find it for them.' Observations indicated that the boy began generally to
engage.in more cooperative play followin;’dispensation of the candy. The candy had
provided'him.with a reason to approach other children and gain practice’fn makéng
social initiatives. In addition, being in charge of a powerful.reinforcer enhanced

the boy's status in the'group: The procedure took very little of the teacher's )

time (31).

00129,
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élnce'children tend to increase ‘their liking for group members nho have shared
dina pleasant experﬁence (8, 27 33), a teacher might include less popular chlldren
in a spec1al group acttv1ty. A teacher’ m1ght say, for example, "Dav1d, (the
isolate), you can choose two - frlenis to come and ‘help us “make cook1es," (or set
the table, pass out snack clean the blackboards). In addition.- to providing
re1nforcement to the group, such procedures demonstrate that the teacher holds the

'part1cular child in h1gh-esteem.

Po1nts to Remember

l. Ch1ldren engage in more complex soc1al inte tlons vhen partrc1 atxng in-

_dramatic play, wheh playing with social -toys, and "'when ‘interacting in groups
which receive the attention of teachers.

2. Children who enjoy a pleasant experience together generally increase their '

l1k1ng for each other. >

3. Chzldren influence each other's behavior through moael1ng and reinforcement. ]
I ~ .
Peer attentlon is a particularly nnwerful reinforcer in the classrpom. ’

\

4. Isolate children may Temain 1solate if teachers spend a lot of t1me with them

1nd1V1dually. Isolate ch1ldren are likely to engage in Social 1nteraction if

»

teachers attend to them only when they approach other children. g ¥

%
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