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‘ A study sought to detefmlne (1) whether a telev1élon
prograu de51gned,to .erhance personal, soc1al, and emotlonar
development can have posxtlve effeets on children's behavior and, (2)
what ¢lements in a child's environment produce the greatest positive
effects. Two cemponents of " the env1ronment were studled.,(ﬁ) training
of\the adult care-givers to implement materials.and, (2)” concepts
rei\ted to the programs and irrangenents of the physical environment
"to in@rease thelllkellhood that the child Hlll use material from the_
program in his everyday:- behavior. The telev151on program called Mzr.
-RogeT '-Nelghborhood was dubbed to 16mm film; the sub jects were
children enrolled in the Head Start®prodram. Twenty f£ilms were shown

.4in_each classroom during the e1ght~week experimental - perlod. Plag

o

naterials relevant to pr05001a1 television vere designed to provide

" cues;- books, games, and records devoid, of prosocial context were

thosen as irrelevant materlal Présocial television produced few
behavioral ‘differences ffom the neutral treatment, but the effects of
pr05001a1 television accbmpanled by-- .relevant play ‘materials varied
xlth ‘classroom structure. The study fndicates the, usefulnéss of
‘prosocial television and related curriculum materials in day care and
educational programs for young children of the economlcallys'
dlsadvantaged. Flfteen statistical tables detail the material Jsed
and measurement flgureSJ Suggestegd neutral materlals, film content,
and observation of behav1or are appended (AuthorVD§)
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d‘ arise that dannot be answered from the laboratory findings alone.

AP e

. _/ )

The study described ere deals with a twofold problen 0 L.
determine whether ‘a television program designed to erthance, personal ‘
social and emotional development can have positive effects on .

- children‘s behavior and;to determine what elements™in the child’s »
environment may combine‘vith exposure to such a program,to produce -
the sreatest positiwe effects. Tvio components of the environment

.were studded traininy of the adult caregivers. o implement ’ s

materials and concepts nelated to the,programs and arraggentent. of ‘the

physical enviro aent to increase the liPe}ihood that the child will
use material £rom the program in his everyday. behavior. The preﬂran
selected for- -gtudy wasriﬁisEQ?ogers Veiyhborhood The group
settings were, ‘early chi dhoo* education programs for low income

children. , A &4 e

H

Backpround Literature . -

! -

The theory and resgarch n obServational learning,(Bandura

- provide one conceptual basis for tlie selection .0of variables
ed in evaldgting,the effécts of’ televiqion. As one applies
theory to- complex naturaJ ,settine however many questions

stu
, <this
delay of gratifica-

ror example,\ ildren, _mitate altruism helping,

“tion, and® seif- nposed standards of performance when exposed to a -
. single model (floffman, 0, Staub 1971a). These studieé’do not ,
. indicate how children vill respond to more complex television

proprams with Multiple models.” :Nor Ao they address ‘questions such
. as’ how much_chillren generalize naterial observed in one situation
. to other settinﬂs how much they %c beyond imitation to ‘engaging in
) \behavior that is related but different from 'that observed or how
f.~ dutable the pffects of particular observation experiences as;.
v, \ ¢ . of - v . .
An earlier study by the. ptesent investigators reFlects 3:)
concern vith ,generating knovledge that bridges the gap betwee
“~psychologica1 theory and labor atory research on one hand and social
application on the other. The effects of MiY ogers ‘lelghborhood
. on the naturalistic behavior of preschool children in a nursery
school setting vere examinzd (Bfieflrich & Stein 1973 Stein &
Triedrich. 1972). * Children who ~iewed ﬁisterogers trere cohnared to
those "shown-miscellaneous children s £ilmg (the 'neutral’ group)
and to thvse showvm a"rressive cartoons. Observation vere conducted
during a baseline period before the television programs vere &hown,
during a four-weel period in which programs were shoun three times
a week$ and for two veeLs following the prosrams.: Children who saw
Wistenovers showved higher levels 6f self controlling\and achievement
‘behavior (task per istcnce) than thoge, in the other two greups.
For children from lower socinl status fanilies. exposure to 'isterogers
was also associated with incréased prosncial, interpersonal behavior
(cooperation nurturance, and verbaYization of feeling) in comparison
with other treatnent 0r0ups. Higher social statys children did not
- show positive effects on interpersonal behavior.
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T ’ Sutsequently, othér*res&grcﬁers have fqund wositive effects on .
. ¢ * measures of naturalistic behavior associated with’ vlewiﬁg JISE ogdr’ é\\\,/’*‘s“'
' * Neivhborhood. ¥ith a middle class preschool sample Shirley (1 4)

\ found ircreased sharing and decreased aggression, but thefe were no,
changes in cooperation or helping. Lower class éreschool children
} ’ . showed increases in imaginative play particularly whew an gdult was

LS

! ) present during viewing to focus attention on relevant aspects of the o
. ; - [ .
prgorams (Singkr ‘6; Singer, 1974). / " ) A oy
Exploration of the environmental varinbles that enhance the T

effedts 'of viewing prosocial television was.the focus of two recent .
“laboratory studies conducted by the preseny investigators. (First \
-0 year of the current research project): e effects of physical cues .,
" from the television programs and rehearsal of program themes with .
-the aid and direction of an,adult vere investigated, . -
i ' Both studies follovei parallel formats though they dealt" with - E\
: g different areas of behavior and 61fferent types of environnental o ™
, variables. In each, groupg of children were shovn fo y -, .o
e ) - Mifs%e'pogers Neighborhood programs over-the coutsé of Bour { .. a— L -
.. . conse€cutive days. Control groups saw neutral films which had ¢, '
been trandferred to videotapes Acquisition and/or performance /)
. was measured during the week following the end of wiewing. Thus. \
these studies were considerably more extensive than Xhe usual A
‘ _one-segsion 1abora*‘ory‘ study in both number of exposures and in
the ‘time elaz:inr betuveen viewing and rieagurement. but they were

By

. ’ more limited than the previous field study., (Steig & Treidrich. ’
. in press p. (3) N .
7 ' , - ~ g
: In the'first study. the television programs sclécted were -
. focused on persistence and autonoﬁygin learning activities.. °

‘ The effects of these programs on three types of gelf-regulation- . -tg
persistence. reflectivity, ‘and motor inhibitio re investigated.
“A number of experimental studieé have cemonstrated imf&ation
of reflective conceptual tempo (Debus, 1970 Denny. 1972
Ridbers, Parke. & Herherington, 1971). As the tenor of the
- "fr. Rogers' NeighBorbood' programs is slov -calm. and,gentle. .
() " they may provide a generali"ed presentation of reflectivity .
In addition. the particular programs shown emphasized the need
0 stop and consider a situation carefully before attempting’
' B another rocket launch. Thus increases were expected in . ;:3]
. civildren's willingness and ability to slow, down Aelay responding,
. and ‘consider their reactions carefully as well as increases in

> e

e . task, persiﬂtehce " (Stéin &.Friedrich, in press p. 14).
- The effects of. cues from the prosocial telev131on programs on ’
persistence were also investigated. . -

. . ¢
¢ . r - .
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. "*Thysical cues that are similar.to an obseryed stimulus should .’
"+, 1increase the tikelihood of imitatiohn. Toys. pictuyes _Tecords.
codtumes. .and other objects deno)zing. televised cliaracters or .
‘events may serve as eliciting stimuli ¥or observed responses .
Andfor as instigators for mchearsal through.play activities. . S
' ‘Direct laboratory tests of .this hypothesis with children arc ' .
-*  not’avajilable. but there is evidence in Berkowitz' research | -
» thdt adults display more imitative aggression when the name 0f
» the target person ig similar to a charaacter in a viofert film
‘than when it is dissimilar (Berkowitz, 1970). _Situational cues N .
may be pabtibularly‘impor‘ta‘nt in facilitating generalization to 3 . "
natural -settings for young children because of the situation- .
'specificity of much social behavior (ischel . 1«963)‘.J Cues in -
this .situation were conceptuali:gea' primarily as eliciting .
stimuli for previously learnel behavior: there was little " .
~~  opportunity for extended rehearsal of televisqd content,” (S‘tein

= & Friedrich, in preas, 'p, 14). ’ Y Y

-

-
.
-

Two persistence measures-were employed® a puzzle vhich was
ippossibleto. £inish, and,a carnival gdme in which fiilure and partial
succesd occurred in a predetermined rgndom order. Disabusement was - W :
carried out by permitting success on both tasks. Cues-'pictures and . ,
music from the prosocial programs~were manipulated on each_fask.. . . s

AR -
*'easures of reflection-impulsivity and motor inhibition wvere |
dudinistered irmediately following the segond persistence task. These
included the Xansas Reflection-Impulsivity Scale for Preschoslers .

. (Wright, 1971) Drawv-a Line Slowly and Walk-a-Line Slowly #I-Iagcoby,
Dowley K Hasen & Degermap, 1965).  Details of .the procedures and results

appear gin Stein, Friedrich, and Tahsler (1973). * ~;

7/

D;ffé‘i'encves, betwéen the prosocial and neutral televisidn cond:‘_.t;ic;ns
occurred only for girls.. There were no effects for boys. J . ;. \

- [P - . te
Girds™in ‘the prosocial television condition had significantly) -
longer response times on-both motor inhibition'measures than g
eirls in the neutral conditidn and than boys in both conditions.
They also tended to have longer latencies and fewer errors on ..
the XRISP. but ghe‘differenée\ Vere not significant (Stein & J v
o~ Friedrich.-in press).. v, Lo : ,

* ’ & " - . ;‘ )

“Girls! gersistence scores depended on poth television viewing and N
order of a'ninistration of the persistence tasks. When the task.
involving partial success afl failure cime first (carnival game), 3
females in the prosocial copdition had the longest persistence and . .
highest nuinber of s#fals of any subprdup on both persistence t/aslgg. .

However. when the puzzle tasl which was characterized By success \ 7 ’ .

4

Rl

followed by continuous failure came first” these subjectg had the, ;
lowvest persistence times and number of trials of any subgroup on béth' . b, .

<

tasks.




) ‘The messages concerning;persistence that are convcyéd in the
. - prosocial\progrants appear to ‘ber ‘staying with a task is ‘most - )
fruitful if oneé stops to vet more information or to try. a new . .
approach after a failure -and, doing something independently. is f
: . more satisfying than having it done for yous Girls who saw oo -
» . ‘the présocial progtams and 1ncorporated this message may have .« '
o ¢ responded with greater persistence when initially confronted
- - with the carnival game because that task provided some suceess,
T, nev. approaghes .appeared to be possible. and the fipal success - ) .. e
was: achieved .independently. Positive experdence with this 3 L

< - task may have carried over to_the second task. When girls who .
\ were sengitived to these messages, recaived the puzzle first -
<t ! . théy may have been particularly discouraged¢ by the continuous

>;~:' “ failure. the apparent absence of new approachﬁs. and“the need

A . for*experimenter aid. Again their -discouragement may have’

. o influenced tfeir response: to*the second task. In essence it

P RS is possible that the prosecial televislon céntent led to quite e e

/ different reactions” to different stimulus sitgations. The - '

v/ provosal that girls in both orders: of administration were

¢ / ‘ reSpondfn'tCto the same television messages' is supported by the . .
- ! , J ‘. fact that ofh groups.,manifested the predicted changes on-the

/ motorx inhibition tasks,-and to some extent, oun the KRISP, . , s

/ - These tasks did not permit voluntary. termination, so children . t)/ 1

) ) : who mdy have been discouraged by early failure had no choice - = -

but to attempt the 1atter tasks (Stein & Friedrich in press, o

- ' Tpe 1D, . J ‘ .

<t < N

N ¢ - . . 'Y . 0 |

‘ The limited effects of the television programs on parsistence
in this Btudy are inconsistent with-the lear"qﬁt changes in .
persistence, for both sexes in the first study‘ L ¢

X T ,!rhree of the four television prograns ﬁZre Jdentical 'in the | ’ ’

' ) . » two studies. One,reason for the discrepancy may ber that the '
\ quality of persistence ihat ‘ocetirred in a ﬁatural getting vas.

- ~ different from the nental tasks emplojed. JMuch of the ' *
. persistent behavioy saDfed in nacurai oboervations did not
* involve frustration or failure “children were simpiy .
e . ) conceytrating on a task such as painting, building or motor //
? P ) & activity, lany naturally occurring "tasks” have no clearly -
) . defined goal- so success and failure cannot be so0 easily , !
recognized by the child as in ‘the experimental tasks used, s -
Finally. in the nursery school children choose their activities. )
. * Experimental tasks conforming mare closely to the cHaracteristico
s ., of naturally occurring cndeavors mirht provide more Appropriate 1o .
. / Jmeagures ‘of children’s persistence.  (Stein & Friearicn in :
y . preds. py 13). ., ) - ] ) .

»

“
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( ‘I‘
- Cues from the "Mr, Rogers  Neighborhood' pragrams were expeghédd

to increase persistence ‘or children in,the prosocial television""‘B

condition,

. . L
s "e 4 : ’ )

On both tasks, attgntii;n to the tdsks without manipulation was °

higher for children invthesprosocial cues treatment than for

, those receivin? irrelegant cues, but bﬁrsistence time did ot 3 . .
differ as a’function 1o£ cues, The differences. associ d with . .

cues appeared for childr}t{ in botl television viewing conditions * .

probably becaaze' chi!dre\ty in the neutral viewing group were

‘Pata on, home

U

famili\ar wvith' t;he program from home’ v‘iéwing.

7
-

vieving indicated that ,many were stcady vie ers.

]

gi*y shoulc. cues. affect omnanipulat‘ive attention "but
persistence? One expl:

the 'taskbr stopping to ons&er tHe next mpve. ,Carefulj

-

tiof, may be thatschildren vere studying

1 .
-

not

consideration and thought in task Derformahce is emphasized in
ny 1?(r. Rogers' \Jeiﬂhborh d” prdgrams, sb cues €rom the .-
programs might stimulate su? behavior., % An “alternative erplan
ation t+dthat the prosocialdcues were si-'mly ‘more novel and °
.a‘.nteres* ne than the irreleéant cued sa /that {hey distrag.teﬂ
-the chila’s attention more often from active manipulation of ,
the task. This, explanation cannét ‘be ent: rely rejected. but»
-1t apnears 1ess,1ikelv thah’the first

'dirl not decline with prosocial cues nor id distraction inc

R

tause bersistence t%.t: .. ‘3 -
ase AT

-~

. attentﬁ on -away

rom the central télsk

'\

e

ho

Py

4

.~ as one miﬂht xe}'%ect if the cues vere a'i.’tractinv tb\e ghilc} IR

v-. In stmmary, shor,t-—term exposure to prosoc&alﬂ televi q‘n’

i e

- *

)

- >

L
reased * -

pro?rams stressing persistence anf<independence led to i
. ‘motor inhibition,. and limited increases in refle,ctivity an
persistence for girls but not, for Boys: Cues from the prbsocial
programs in( t’xe tasks were associated with nore quiet atter\tiﬁn

PR
S
A Yo

to the tas!

e T Friedrich.

Y

Y

> but not with increa.sed‘ persistqencea (Steip“&
in press.’ p. 19) J

I

S

o

% Adults in the enviro’nnent nay provide
that shodld ennanv}e'fhe' effects of televisi

variet of cbnditigns v P
vieving.~ In the * ’

o« '
-

v

" getond. laboratory study -rinc}rich & §tein. 1975) tw adult.;ied

retiearsal‘methods were asgessed

‘verbal labeling of,, rog;ram co‘&tént

e

( and rolé %nying of progrhm sequences.

Verbal 1a2:e1in7’ anrf questioning of:

N, «

L 4

R

the c"xild “is, 1iIc§l:y; to’ provide
L‘he child with a means of coding and t:qgn‘ tiv

*
'\ s .

repre;.;éntinv

o e

+
-

A}

S
y ™

~

- <
X ne

material thag will.be considerably nore efficiert than the’ methods .
he ?enerates on his own, Preschool children/do not readily praduce,
verbal lahels to code their eipe Ye ence, ‘thoagh hey oftén ca,n ugé *
such labels if someone else provi then. (g‘.l wvall ¢ Beach Ae A
. ““Chinsky, 1966) For example, four-yearvold child n~1earned ‘ands "'. R

“
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r.ecalled nore o:f .a model’s behavior when an adult labeleéd thél behavior ) Y .t

verbal].y than they did through observati on alon amg::(Coates & Harfup o

. 1969}, Bandura .and his colleagues have also emonstrated that, . .
« children and adults learn observed materials mote eéfficiently when e

they have usefnl verbal labels for wMat they observe: (Bandura 19)30) .

As television stimuli are mbré coriplex .and more numerous .than }3 ’ /
modelipg sequences. used im the laboratory s"ch devicés for under- A -

+* standine and storing material may be impj rtant. Verbal"’.l.abeling ) ) .
! oh‘a”[\lv also enables the ‘child to gene ize telev:[.s;!.on content . .

N ;ﬁropriately to new snuations.., .. oo . J: ) -" ] -

v 0 -
b N ‘.

- '

. . Role. pidying may be a particularly effective way for young

- children to rehearse and incorporate the ¢ontent of -the programs in -
thedr own ways® - Askinz.children toetake the role of anothér may = -
encage them ndrsonally and enhance their understanding of ocher‘é //

feelingg and behavior. ’l‘here ds some evidence that -encouraging
s A chiIdregu tp role play increases the li!.elihobd oﬁ helping and ot
)\ sharin;; behavior (S;;aub 19713) o ., - '
AN e ¥ . - .
4 ’f/ the- verbal *la}:elinv renearsal ah aFlult: read book., in which -
the* imnortant oncepts and behavior in thé"teleyision proprams were :
} pres nte:h rst hal of *the.book was"a simplified version czf
?he television program “and.the second half was -a parallel story .
lealine’ with children in which the game labels were ised. Quesf:ions
followed the ‘s tories sq that the,cHildren were able to ;'ehearSe these T
o verbal labels. 4 The boo‘!*s. were. read td - the children in a session ¢
¥ “Memediately £o lotiing” each te1 evision profram. )

.
. . s .. o e - .
LA k] * : ” . i . “ -

In the four role playing rehearsal sgssions childten UoEd o //, % :

puppets like those in th television program .to replay soime, of "the
kcentral events of the story. ,'They then used' puppéts of children to
’ role play narallel siruatlons -involving .children. " ¥

» . * } *

brs, e \:,‘ ',

o = ‘ The subj ects for this tde e e‘kindsergar'tcn children from v. ‘ .
mifldle-- ‘and, lover middle-clags.. familfes. Four vg,roﬁps of subjectsq . °, ST T
sawwa series sof-four "lr} Fogern,s “eisvhborhood programs that were NI

+  focused on ‘feelinm* such{ Je;ﬁ:o \fear and anger, eypressing,,, LT
sympa helping, ‘ghar 17y F. arid . (wid kstanding, othexrd.” A contrgl _ ¢ " -
,,t.greﬁo} av the standar'T butral” films on vidéo‘taoe. R~ i - “m

\ o= T ~ N e - e

Tce viewing -and’ fehearsal sess,ions vere coprluct:ed in small, .

- ,l * ' groups (3-4) with an adult. The rehearsat training; was, 15-25 ] . .
L, minu‘tes in length. :Of"the £four sroups who sau the"prosocial filn;s. . ..
S one recaive'l both, ve.rha‘l lahelin and réle playing. one rcceived . - -

et verbal la“belfns’ ‘anly one fdceived role playing only and one vas .

. eiven i’rrelevant aot‘ivit:ies (educational raries and books). J These. ), ' ¢

,‘ \’ir e.1 evant - acti(vities vere al*‘o #iven to the nedtral,£ilm prQUp
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‘, help given anotner ¢nitd ig an eyperimerftal situation. . The alleged ) ,

» N
_~ LI ¢ ~ .' 74 . ’ )

» #x
MR )The 1att2{ tyo studies ‘presented have led us td 3ome tentative

. . their ownYlives. Performante "or .acting ypon the idels’ they see

Co © / X Fys s . - e T .
s v TE 41‘1,,’,’ o » T Ay o :

B 'l‘wo principal measures vere designed to tap ledrning of progranm
content* a multiple choice ° content test," testing recoghition of .
* 7. both specific. content, from the programs and generali'fation of 5

p;onran themes to othér situations -and an.interview psing a pulﬁ)et
_ 4t which thé ¢hild had the opvortunity to verbalize’ both specific o~ -~ N
T contentf and. generalized«learning.., All groups wigo had seen the' .
prx:'osocia1 programs performed si;rnificantly bet‘% on both measures
* <than those who ha' seen. the neutral programs. rbal perfornance ,
onpthe generalization section indicated tha@ they: 'were algo able to <
apply the content to everyday situations involyving children.

»

- L IR

- Learning vas faoilita\ted by verbal labeling training. particularly .
for' pirls.. In pmeneral. role playimg.did not facilitate 1earning by - - .
itselfs. but boys did best with the combination of both types of

treatmem:. DN . . _—

o ‘. .

el oL, . LA Lt

He]pin /behavior was the focus of two performance mea\sures . ”
fantasy helping during one part of .the puppet interview and actual )

reaso nfor ;he subjegt -to .be pregent was to make a collage. .Attempts'- B
Yo r //a ir the other c.hild’s cdlleac'e were .:COI'ECI .as helping. : o '

. Shor -term vigwing 0f rhe prosocial televi ion. programs by -
/t:hemselve 4 not affect .the performance of helping .behavior i P
. Additional rehearqa‘!. traininp\ hotrever, led ta.s ‘wnlr%cant diffetences.
Role playing training following nrosoc:iaj. television was associated

" yithihisher levels of helping for both the behavioxal and the fantasy
measure, nart*’cular]y for boys. Girls who received ‘the combined ‘
‘condition were .even‘more helpful than those who received role playing

Y alone, but__btb‘yé were most heJnFul wheh they had only role olayin‘g
»rehmrsal N 3 N o (1

In summary. children '“éan learn content throupgh relatively ‘ .
shortv-term"viewing of pros‘ocial television. Translating this 5 .
content into action§ yhich are-quite x‘omoved from the program - ’
content requires additional rehearsal. Verbal 1:.1,’be1ins7 rehe arsal
_facilitated Tearning of program contentr and yeneralization role N
nlayiln" J(hearse' facilitated performance of helping behavior, T .

tleverthe\ess " the aﬂditive as wvall as the differential effects of

the two types of training arc n tevort‘@y The combined training

con@itlog often 1ed f:o the hirhest scores for both’ s;ﬂes.

o o .

conclusidns, about présocial telev‘ision.a Ghildren can learn a
3 v’ariety of tather complex ifleas from brief, e¥posurés %o - ) . \
vision understavdfn;;jfeelinos Sharin;'r helping. knowing,
,t'h wishes, do-not ‘male things -happen and’ appreciating the - )
" value of, af individual as a unfque.person.. :lore important. - \
{ . they are‘able to ge eralize televised contenttto s:ftuations’in /

¢ 48

4 0

or’ is lesé clgarly influencge! after’ the brief
in the. last ‘tyo studies but our~?Lrst saud v indicates ,
“ ~,
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that longer expoSure does influence persistence, self- rewulationc ~
,'and interpersonal behavior in-a fairly general fashion. After A
shortuterm eXposures persistence and seﬂ“ure?ulation 114 PR .

imp¥ove for girls who saw! the prosecial programs in one laboratory ’
tudy. but not consistenth»across all measures. In the secomd -
study, helping' behavior was not increased hy exposure to the ]

-programs -alone though it did increase when 'role playing . . .
rehearsa} followed the nroprams. !Stein & Priedr}zi sIn press,

i D 25 ) N ., P s e _?;~ -

Y . / .
. - ¢ . .
Rt S *

The present study was .designed tc ipcorporate and expand the
previOus findings in a natural setting 'in order to Jetermine ways if .
which adult carégivers and teachers might use prosocial.television
“and related. training,materials to enhan¢e social develgpmegti . B

P
-~ *

¥

. a i . .

The dependent‘variables Fell in four ﬁajgé cateyoﬁQQS‘
1) posftive sociaf interaction with. peers--cooperation nurt ance !

.

helping, sharing. understanding,’'andlverbalization of ﬁge £s. o« o~ ‘.
2) self-regulition and achiévement behavior-:-task persistence, - r, , l
-freedom from distraction willinpgness to tolerate delay. spgntaneous o
acceptance of rules indepepdence and autonomy, 3) creative fantasy .
and inayinative play and 4) /ssertiveness and ap gression. ; ~ o, T R
s Py ' * o
. The first.objective was’ to determine the effects of a Wellu;. T
designeﬂ television programs. ‘fisteyogeks’ Neighborhoo " on nf~school Gons
children's personal social and emotional developmént. . Ehe ! .

1istégogers’ program was seTEcteﬂ~as the best current available
program and therefore the one most likely to produce some effects-
The soeciﬁic areas of children's devclopment studied vere-

<«
. 4—

a) itive social inreraction-skil]s ‘such as cooperation . .

' helping others - sharing showing affection, and verbaliying . c
‘ fg;lings. . . T

b) f-regulatioh and achievement behavior including : o,

. persistence, freedom £rom distraction initiative,
.independence: toiefance fd%/piﬂor:Frpscrations and
acceotinp nésponsibility. / ¢

- "\ '

" -¢) creative fantasy. xa R ) .
) assertiyeness -and”’ agoression. ?\}‘§. . v

&

.

The second obje9sive fas | to investivdte some factors in the
child's enviromment that may enhdnce «the effects of viewing the:
“\\televisionnpro"ram. The environmental variables examined wére

* ! a R
cues'proviﬂed by objects and. materials that were similar
to the television prosrams.
*b) presence of a}hlts “who were-trained in thé principles
that are pyomoted.og,bhe ﬂelevision pnooram.

» "




- c) vprbal labeling and rehearsal of events and activities 1n
the television progran, f , T
. d) zxple-playing based on the program. . :
% o ’e) reinforcement consequences the child experiences when le
: adopts behavior that is encouraged by the program, .
The third- objettive ‘wvas to explore the variables described above-
in a natural setting as well as in the controlled conditions of- the
* laboratory. Examination in a natural setting provides fairly direct
infofmation about’ the applicability of the research'findings to "real.
1life" settings. It also.determines whether the variables bf interest
' . ate sufficiently powerful to be man]fested across a variety of « "
) situations and despite interference of other sources of variation.

¥

Ty 'Y

-4
A related obiective ‘was to provide information that could £e
useful in planning of day ‘care programs for preschool children.
* Iélevision is an available arid inexpensive. tool that may have’ . a
beneficial effects on children if used properly. The research s
designed to spell’ out some of the conditions under vhich it m%ghﬁ be

LY

»  go used. . .o . . ' .
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. Subjects . Vot o

.ug.‘. Al
The subjects for the study ywere children enrolled in Head Start -
progtams in Philadelphia * Their'ages ranged from 3 years-4 months to
‘5, years- 4 months. All centers were located in the innegx;ity except

o

one that bussed children fromfyhetto neiyhborhoods to a Xchool in the
. .suburbs, . There were f£jive center§ coptaining a total of 1B classes.
The maximum’ enrollmént in each class was 15 children. Baseline data -
vere obtained during the experimental periol.for 141 of these subiects.
r o, \
- All children cane.from familfes whose incomes qualified them
“for Head Start. The maximum income for a amily of four was '$4300.
Both black and vhite children were includedsin the sanp’e, but they
were in different cejiters due to “the residential segregation of the
- Ci—ty . - Tow ’

. \ . . : : ‘ - LN
Settimgs . ; \ “ o S

c Rach class had one head teacher, one aid and occasionel parent

volunteers. The classroom procedures in different centers,varied.

A part of-thwe day-fn each class was devoted to+teacher-directed’

learniny\activities. but ‘the relative emphasis on such structured

activities v iec.\\Thas, the time &pent in:frec activity varied.

Classes in one center\(Center A) " were half -day (8:30"~ 1:00 or
.#12:30 ~ 4-00), Classes in the other centerg were full-day (3 30 -

3-00). A1l proprams-provicel ‘meals and a rest period. v
r-] . N . » . . . .
. R v Al \_\ - .
i . \‘\n\\_ .
i} . ., - Y 3 i .. \\ , ‘:‘ ,
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, convenient timé in the class schedule. Each teacher received a | -

was different/for each center. .

o
- Th thrdb centers. (Centers A. B, and C),. each class was housed’

in'a separafe. classroom. Classes. sometimes shared playground

facilities and classes vere ocdasionally combined for group activities,

but most of the'indoor activity occurred in a self-contained classroom

of 12-15 children. 1In the*fourth center (Center D), two classes

shared a large roem with moveable partitiovs that could be used to

create separate groups. /In pragtice, "the- ‘teachers and aids often N
divided the children into four sroups of six cr'seve1 each for .learning
activities. Ih the f£ifth center (Center E), three classes shared a
large central room. THere. were several small. rooms to which g oups
' of lquﬁ children were sonétimes takew for 1earning activitieg, 1In
all.centers except one, “physical "facilities were limited in space and
/there was Iimited outdoor play‘space immediately adjacent to'the
classrooms. Therefore, children were often taken to nearby parks and
playyrounj% for outdoor activities. =

5

. ¢ & ’ .
1 L.

Design of Study . L e . . .. ) .
Baseline dara.were collected for all classes from January through *

mid-April. y Classes were then.assigned to one of four experimental

treatwents?- 1) Prosocial télevision with teacher training for

rehearsal ctivities ‘and relgvant play materdals in the classroom

2) Prosoci 1 television with relevant pla materials in the classroom,

3) Prosocial television with irrelevant: play materials in the .
iassroom,and 4) Neutral films wi*h irrel eyant nlay materials in the
agsroom. -~

The experimental treatments lasted eiyht wveeks from mldepril
to early June, All Mr. Rogers programs were transferred from>video-,
tape to 16 rm. movie film "in order to permit. showing in the classroom o~
The major reasod for this change in medium was that prdjectors vere ‘ )
avallabler and video- tape equipment was not. In add ithon, the laroer
image provided by movie f4ilm was thought to be more appropriate for
-group viewing than a television screen. ,The neutral films were 16 mm

,movies selected from the public school film 1library. ) . ‘

A total of 20 films were shown in.each classroom uring the
eight-wed™ exp rimental period. Teachers presenCed the filmssat 4.

during that waek lhe order of the series during the eight weeks

Teacher w/re siven freedom to establish whatever vieving
procedures t e} had previously determined were the most successful
for «their particular situdtions. If they wanted suggestions,'the
following were given: ‘ )

v .
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- series needed to be clear, to facilitate teaching and learning and

o S Table 1 about here - -

\ . ‘ p 4
i L L
11 .
1) Select a time earlv in the day before the -children are
: tired, . .
*2) ‘Choose an area in the room thdt can be darkened, and that ‘
is as free of distracting.materials as uossible. . o8
3) - Have children sit on chairs. N g

! 4) ,Provide for bathroom and thirst needs first.
- ’Exnerimental Prosocial Television Progranms. The .20 Hr. Royers
Neighborhood -programs werd Selected to represent a variety of .y
prosocial themes. In selecting the 20 “iister Rogers' MNeighborhood « oot
films these criteria were used® (1) each series’would be a complete -
dramatic sequence vith enou oli action to maintain a ﬁigh level of
interest among the.childrea. and ‘to stimulate subsequent dramatiza~
tion by them in their olayw and (2) the prosocial themes in each. -

*a

needed to be relevant for young children in a group setting frograms 3
vere arransed in sequences of.two to four progrdms each. LTHbso yitnln o S
a sequence followed one plot line throughout the sequence, The tﬁemes . e
represented -in the programs are described-in Table 1. \ T

-
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The sevenrsequences nd the themes identified- in each are described,
in ApPendix A. All of‘the programs vere edited from 25 minutes to
14-20 minutes. The Neighborhood of Malke Believe section of the

progranm in vhich puppets and actors play out a plot involving the
themes of dnterest in this Study was retained in all programs. The \
opening and closing scenes im which !x. Regers greets the audience )
and says good-bye were rctained. Other sections presenting songs or N
conmentary by “Mr. Rogers about the prosocial themes and a few scenes
that appeared especiallv interesting to urban black children were .
also retained. [The content that was eliminated generally involved
visits- to nusicians, artists, stores and the 1ike. v

‘Neutral films. ‘Films vere selected from the catalogue of the ‘ N
Philadelphia 1 Public School Film Library and The Penngylvania State . .
University Audic~Visual Service. They présented miscellaneous
content. with no strong emphasis on prosocial behavior. Although
it was originally intended to use only black and ‘white films (because
the Mr. Rogers programs were black and white) the dated content of
most black and white films made this procedure questionable.
Virtually all of the movies made within the last 15 years were color.
Therefore. about half the films were in color/and about half were <.
black 'and white. Because of uncertainties in scheduling delivery s .
-of films, alternate films were ordered for each weelk. If the

A}

"scheduled film did not arrive. ‘the alternaté was shown. Therefore.

_ of the neutral films appears in Appendix B. ) { -

the content ofithe neutral films varied between classes. A summary ) .

r ) 3 ] : i o 15 . ,
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Prosocial Materials., The nrosocial ﬂagerlals were designed to .
provide ‘opportunity for rehearsinp the programs contént. The nate&ials
were, designed for individual use.and for use in small groups’ and
cooperative pliy. There were dramatic play materxidls, craft materials,
. books, and records. The records were from "Mister Rogérs Neighborhood
as were the books except-for two. Pictures, posters, and a puzzle .
were algo;available from 'iister Rogers' Neighborhood." Portable
play ‘wheels gnd stand-up ii?ures were available commercially. The ,
,other materials were created especially for tlhe study. The list of
proso¢ial materigls appears in Table 2. Suggestions for their usé
appear in Appendix C

.
.a
’

VN . Table 2 about here

»e
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Irrelevant materials: Books, games and records made up the
materials for the neutral condition, They were as devoid of pro-_
social content as possible. The bookg covered a variety of sgbject
matter (humor, transportation. nature) and a range ©f complexity.
The games vere also diverse. Somé encouraged expecrimentation with
desiyn and cbdlot- others could he pufely man@pulative or cognitive
K .accordinp to tﬁg child's level of maturity. ‘%otto games were also _
"included. The records could be uséd for listening and singing at
rest times and during many actiivities. Two of the records encouraged .
Tesponses from the ¢hildren. A list of the irrelevant materials
appears in Table 3. ' ;

o N . * Table 3 about here iy .

Several pages of suggestions for the use of the neutral material
were prepared for the teachers. These appear ip Appendix D.

i Teacher training. In'addition to the '”ister Nosers’ Neighbor-
hood" films and prosoclal materials for free play, teachers and dids
in the training’ condition vere riven a training course and supplied
with additignal curriculum materials for the qhildren in the training
condition. Teachers and aids trere paid for the time spent in: the
training segsions, and they could elect to éarn one academic credit
as well. The aoals of the teachdr training Eogram were two-fold*
(1) to increase the teachers' avareness agd ecognition of prosocial
behavior in children and (2) to provide tcachers with methods of
eliciting and reinforeing prosocial behavior through specific

learning experiences to be 1ntroduced&in’th'ir classrooms. o~
~ N . ,,;w‘
Siz two-hour sessions, were held. Eaczﬂsession dealt with ;

anecific kinds of prosocial behavior. All the training materialg

'I

/ ) i




. . . 13,
which had heen designed for the children were introduced- thc A
conceptual framework underlying the materials and the techniques to
be used in presenting them to the children were examined. Although
there was no cpportunity for the tepchers and their aids to vigw
the £ilms prior to showing them to fthe children (and this was: their
chief criticism of .the course), they did *have a ,synopsis of each ;
film, a list of the themes from each film, and scripts for the
forty circle'times in-advance.

LY

) o
_ "The first four meetings of the class were held prior to beginning
the television series with the chiidren. The last two were held .
during the first week of viewing and traininx for the childrea. THus’
they were able to ask questions and seek clarification while they were
actually using the materials with the children. . .

Teachers were asked to observe the following sequence in their !

daily schedules. beginning early enough in the day to allow adequate
time for each segment\ vieving the film, active play, circle time,
and free nlay indoors with all training materials being available;
Children s choices were fiot tc be limitedsto these materials,
hovever. Time for active play betyeen film viewing and circle time
was requested so the children would ndt be required to sit attentively
for_ a ptolonged period of time. .. %

Forty.daily circle "tines werc planned for the eight~veek period,
with shorter circle times for viewing days (10~15 minutes), and
longer oneg for nonviewing days (20-25 ninutes) (A sample script - |
for circle time pppears in Appendix E). All the materials were
.nesigned to hélp the children rehearse thé program content and to
make generalizations from it Sonas and chants. props for dramatic y,
play, and verbal labeling books tere created for this purpose. In ii.
addition, ‘several Mr. Rogers'. hooks, as well as commercially availabl

* bookss with relevant Prosocial content were used. There were also

opportunities for the children to use musical instruments which they
made to accompany the weekly rriday reviev of songs-.and chants.

The sonvs and chants were recorded on two cassettes to facilitate

‘teaching and- learning. They were illustrated by 8 x 10" photographs

in loose~leaf books which teachers held for the children to see -
while they sang the corresponding song or chant.

Teacher used picture puppets of all the Rogers’ characters
with a2 backdrop modeled after "Mister Rogers ,Meighborhood of !iake
Beliene; from the program as they encouraged the childrep\gg4help
them retell thé action of the story viewed on the film Aiith special
emphasis onfhiow the characters felt about the action. Teachers used
flannel boards with appropriate pieces and face masks designed like
fans in a like manner. Othé/ dramatic props were hand puppets, often
used vith specific scripts generalizing the program content by usinp
parallel stories, and a city backdrop with stand-up fig ures to”
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enEoﬁnaye the.children to describe parallel situations from their owin
‘experiences, e.g., rules for outdoor safety, rules for sghool, ectc., :
The teachers moved the appropriate figures in front of the cxtv
backdrop. With the puppets, however, the children repeated ‘the lines
from the script after the’ teacher using *their own set of pupnets.» 1

\

. Since the picture puppets dnd stand-up figures%Were small, and
could not be easily seen by the eptire group in the circle, teachers ’
wvere requesqﬁd .to place them on a table early in the mornin0 in the
area where the children would be hanging their coats as they arrived.
Each child then had an opportunlty to see the materials at clos

- range and to play with them briefly., All of the dramatic.props -

t

except for dress~up clothes ‘and nasks vere- introduced in this way.
After materials were used, at circle time, teachers vere requested to
make a placé in the room for theﬁ where they would be readily
avajlable to rhe children following cifcle and at other times as well.

¢ ! !

Several games vere designed to play at circle time to illustrate ,
sharing, individual differences ‘and waiting. For four of the
series there were props for socio-dramatic Play following ‘cizele time.
These revolved around a rocket and a plane outlined on the flocr with
red plastic tape, with a portdble play vheel telescopes and telecans
(UelPie~talkies) , _ . VAN

A party vhich appeared in.one of the series was dranatiyed by
‘ the participating groups. Props were available and cues given for
the children to dramatize other special events from several of the
series. One of these was a | Festival of Mad" organized for the
purpose of coping with anpry fcelings. v .

’ nanv other activities Were plannad to follov tircle time. These

“

included making *musical inStrunents playinu circle games related to
varioué themes, making cosqumes and ether props to stimulate dramatic

play. ey ’ P 2
“Ali“of the written materials‘used for teacher training were
compiled in a teacher's manual. These included the forty scrips for

circle times and suggested activities to follow circle times. On

the 1list of prosocial naterials ;1ppea.rinf7 in Table 2, ‘those that were
designed specifically for the training condition are so‘indicated by
asterislhs. ) .

Al
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Assignment of Classes to Conditions. -_‘ . e

»

Due to the proceduros involving classroom naterials and activities
it was necessary to assinn whole classes to cxperimental conditions.
There vere gseveral constraints on random assijnment. ere nossible,'
different; classes within a center were assisned to different conditions.
To the extent possible, ethnic background of the.children vas
balanced across conditions. Observers who had spent several days
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obsevving in each class during the baseline periad rated each
teacher on.a variety of dimensiona desiynating teacher warmth and
support, gmount of structure, and use of harsh ot arbitrary -
disciplinary techniques. The teacher rating form appears in . .

Anbendix F. Conditions were balanced as much as’possible- for these ,
classroom and teacher charccteristics. The physical structure of .
the centers placed some limits on possibilities for assigmment. The ‘
¢ tvo classes in Center D that shared a large room had to bg in the .
same condition. The three classes in Center E that shared a large
rSOﬂ with smailer rooms opening off it had to be given the same type
classroom materials, though it was possible for them to sce
diFferent films. 1In Center A two classes used the.same room at
different times, so they had to be assigned to the same type of
clhssroom naterials, Finally, assignment to the tedcher training
condition required that both teacher and aid be yilling and’ able to
attend—‘;e teacher training sessions. The éharactéristics ofrthe“
classroohns a %bned to each condition'are sunmarizqﬂ 4in Table 4.

-
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Individu al ohservations. The central data-were,obgervations of
natural behavior, in ¥he classroom. The observational procedures
were similar to ‘those in an earlier field experimerft (Friedrich &
Stein, 1973) except that the nitnber of categories was-expanded and
modified in a variety of ways., The following genreral categories of,
behavior were scored” aggression. verbalization of feeling, under--
standing others self-regulation positive social interaction.
persistence, independence, fantasy. and calling attention to dne's
ovn accomplishments. The last ‘category was the only behavioral
indicator we could devise that migcht indicate self--esteem. TFor those
catepories involvin? interaction with others. the scoring included
an indication of vhether. the behavior was directed toward adults or
peers. Then any cateyory was scored, the immediate consequences if
any, were recorded., These were classified as positivn and nepative
and as socilal (from adulths or from peers) or material. The
observation categories areé summarized in Table 5. A detailed >
observation’'manual appears; in “Appendix G.

.
i
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- Table 5 ahout here
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+ .. Seven women served as observers. All had college backgrounds
relevant to psychology or education. Four were nrraduate students
or had praduate degrees in psychology. The other three had Bachelors’

K}

degrees. Tour of the observers vere white, two, were black, and one

A}
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vas Chinese~American. Five of the observers were unaware of the
hypotheses of the study,or the exact nature of the types of °
v ) ‘treatments being administered. They were told that the study was
i : concerned with eévaluation of different types of curricula in Head
i . Sta%t programs, The, renainin" two observers were more familiar with
{ ~  the nurpose and content of the study, but werk not told which groups
received which’ treatment., All observers knew that films were part
. of tHe turricula being investigated and were asked to leave the .
c1asSroom‘when films were shown. Questioniny/at the conclusion of
_ the study indicated that these procedures were reasonably successful
« in maintaining the observers' ignorance of treatment conditions
t opetating in Yindividual classrooms, though most did realize that the
’ : study had something'to doswith the Mr, Rogers® program,

?

, ' . _ The individual observations ‘were carried out by observing each !
. child for a five-minute period. For each/ninute the occurrance of
L any scorable behavior category was recorded along ‘with the consequences,
R the object of the b avior;, andsthe school ‘activity in which the . ‘
) child “was involved. ese observations were performed in randomized - -
. \ . order, within a classroom. o .
. -
-t 7 4 Of 187 children observed during the baseline period 32 were .
i dropped from the samplé because they were not present sufficiently
often to gbtain af least 30 minutes of observation. Of the remainirg s
e 155, 115 were observed for /0 minutes or more and 40 were observed
‘ ="+ .for periods totaling from 30 - 6f minutes. During the experimental
period, 14 additional subjects were lost because they left school. .
The& remaining 141 subjects were observed for at least 43 minutes
each during the experimeéntal period. All but 9 of these children
were observed for one hour or/)more.

, Data for any one chiid were collected in approximately equal
amounts by at legst three different observerssguring the baseline
- period and during the evperimental period, It was not feasible to
. rdtate all seven .observers through all clagsrooms because of the
‘need to vecognize children and identify them by name. However. the
. ,3ame observers collected data in a given class during both the <
baseline and experimental periods so that’ idiosyncrasies of “particular
abservers would not influence ghange scotes. In addition, reliability -
data collected before the baseline period began were exanined closely
' for systematic differences among observers, and observexrs were given
- further training to ellminate the few biases identified’ "

\‘ . Group observations Q .

M . i
\ « Three activities occurred regularﬁy for .each class circle
’ time in which the teacher led proup activity for all children’ rest
. time when all children were required to lie down quietly for some
vy span of time. and clean~up time when. childrén were.expected to help
put away toys and materials. FEach of these activities appeared well

- v N -
~ . .
N . ‘ -

,, ‘ . - 20




. . . - ,
y suited to provide information about particudar types of prosocial L
behavior that were of, interest in the study. In & sense, they

provided stimulus conditions that were somewhat more comparable for
‘all children than was the case during the remaining classroom
aqtivity. Yor that reason. group observations were developed that
were focused on.particular aspects of prosocial behavior and that
could be used for the entire group of children in & short time span.
- . * ~N .
. The esroup observations all followed a point sampling procedure.
- Thegnames of all children present gh a given day were arranged on
the observation sheet. When the appropriate activity bezan, the
observér watéhed each child Just long enough to score that childJs
behavior. then she moved to the next child. In this fashion, all «
1 children in a class could be scored once in a period of two or three .
« minutes. The group observations were done b¥ the same people vho
conducted the individual observations. WMo individual observations
, were collecéted during the times ,uszd for group observations.® :i
LY
o Circle time. Th g circle t}me pbservations were conducted only,
once during each day w‘wen there’was a formal activity involving all
children in teacher~directed activity., Fach child was rated on a
scale from 1 -~ 5 with the ooint" on the scale being definad as
fOllOWS' . o N

Eed

1. z)vert disruptive activity or leaves graup . ‘ N
. 2. Inattention, no overt disruption.
3. Tollovs teacher. -

v ‘ 4, TFollows teacher facial expression shovs 1nterest.
* 5. Follows ‘teacher, ‘and adds to ‘teaching instruction through
/ ’ verbal contt¥ibutions, motor involvement-in activity, or.

elaborating on, activity. . _ . '
s Y.
. Observers rated the entire class as many times as possible. TFor each
set of ratinfis of the class, the attivity was noted and total time

was recorded.” . < . & .

e
) Eh . .

For the analysis  the ratines on a given day were averaged. Then
all ratings for the basedine period and for the: experimental
© period verg summed and divided by the total number of days:rated,
fever.days of observations were excluded from the anatysis. The mean
number of fays of observapion for each chil? wvas 11.85 for the
7 . baseline period and 10.64 for the experimental period.
< .
Pick up_time. During the period vhen materials were being put
avay after free play. the observations werc directed to assessing
the chilli's .spontaneous efforts to take responsibility. Usfng a
point: sampling procedure the bebavior of all children was scored n
a scale of 1~ 6 with the points on the scale being defined as follows

» -, Id

\
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B Ohstructine efﬁorts to nick'up continues to tePe out
" o toys. ° b ~.
2. Rafuses to stop or give up toys or equipment until
tedacher insists. :
3. Doas not participate. - >t \Q' !
v 4. Assists in routide pick up py vorking vith teacher's 5
supcrvision. )
5. Picks up or cleahis up cooperatively with-other children “.
- without direct sypervision from teacher. X

6. Picks up or cleans up without supervision from tcacher
and without help from other children.
\ ;\ \ .

ror the gnalysis, ratings for .each ‘child were averaged for a
given day. Then. ratings for the baseline and experimental nerieds.®
vwere summed separately and divided by the number-of days observed.
Thus, the score represent§ an average across days. Children with
Fewer than five days of obgervation-were excluded. The mean number
ofs days of observation for] gach child was 10,53.in the baseline

period ard 11,32 ir the ejperimental period.,-
%

. Rest time. The rest time ratingswwere designed to:tap obedience
of .classroom rules ag one index of selﬁ-rpgulation.. mhe rating
.began when the teacher announced that it -was time for "the children
to lie down for their rest period. -The observer recorded for e ch
child the time at which ‘the child first‘*lay down (to the neares 0
seconds). The room was scanned continually for children who fianifested
proh}ems that required admonishment or attention from the teacher.
After nll children werg quietly resting the total time was tecotrded
and each child was assigned an overall rating £rom 1~3 on the

follouing scala: g .

~«_ 1. Child on mat or cot: no aidmorishments from teacher beyond \\\‘
fifst instruction only routine attentions, and no dis- -
ruptive activities., .

2 Ouiets after teacher's admonishments or soothing - minor
interaztions with®other children or playing with nearby toys.
3. Quiets only after extended individual attention or much
. disruption (crying, protesting, running around). .
> ¢ ™

A score for each ¢hild for a siven day was.obtained by multi- ,
plyins the behavior ratinz (1 - 3} by the amount of time the child .
spent before lying down. A constant of 1 was added to eliminate 0s
and a square root transformation vas performed to reduce skevmess. \
A low score indicates an obedient child. The mean number of days
of observation for each child yas 9.50 in the baseline period and
10.92 in the experimentab period.

! +

Individual measures outsido the claesroom,

™

.

,Individual measures of motor inhibition. reflection-impulsivity,
helping behavidor and delay of gratification were administered
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!

ne “pt o . . o«
St

eutside the classroom in o;de; ‘to provide more controlled tests”of
some of the prancial behagviors of iﬂterest-than were nossibie«im P
the clagsroom, The measutres of motor inhibition and reflection-
inpulsivity vere administered during both the baseline and Cew
experimental periods. Data were collectea during the last four tet
weeks of the baseline period, Experimental period dfEa were: -
collected durins thé last four weeks-of television viewing and

wete coﬁBleted during tﬁe four weeks after the televisionjwieving

ended. . . N
PR * . . X . ’ . .
Testers. Séven female adults carried out theitesting. These . i

women wete different individuals than the obseryers: and all but .

one of ‘them had had little contact with the children beforgrthe . L en

testing AL} but one were' unaware of the purposes of the study. - .

(The one person‘yho was informed was the staff coordimator who . ;

completéd testing for a few children when time did net permit : .

:estin? by other testers). All testers were the same ethnic group

s the chiddren ‘tley tested. "Testers were trained by the research : >'

staff and wéfékobsorved during thedir initial testing sessions: to be

sure they were followinpg appropriate procedures~'’ e L.
Motor~inhibition measure. The measures of motor inhibition

were the Urav—a~rine Slowly ‘and Ualbea«Line)SIOWIy measures developed

by Maccoby et al. (1965). The Draw a Line Slowly test consists.of

a.picture of 2 telephone poles with 3 uires between thenm and a tourth J
wire or line conspicuously missing. "On the first trial. subjec

vere iven the picture of the 2 telephone poles and asked to draw o
the missin? wvire with a ruler. On the second trial, they were .

asked to draw the;wire as slovly as they fcoulc.. ‘:\\ .

! The Walk Slowly test was simild/‘to the Drawv a Linp Slowly

test, except that it involved large motor responses. A G’S” valkwvay,
marked with masking tape vas laid out on the £loor. The child was
instructed to walk down the ‘sidewalk without stepping on tﬁe :
sides of the walkway After the child walled down the first ‘tipe.

the evberimenter ' 'took a turn ' walked down the sidewall: delibe ately
‘stepped on the side and remarked, "Oh I stepped on the side.’: \‘ e’
*child. was asked to wall: doun'the sidewalk aﬂain but as slowly as

K \“‘

possible. - , .
~ ‘ NN

Reflectioneimpulsivity The Kansas ! eflection—Inpulsivity~ \\\\
Scale for Preschool Children (Wright. 1971) was administered
immediatelv following the !otor Inhibition tests. It is similar to
the Matching Familiar Fipures Tast (Kagan 19€5) but appropriate for
preschool children. Two parallel forms each contain five practice
items and ten test items bound i~ alloose-leaf notehook. Fach child

recnived one form in the baseline test and the other form in the
.experimental perio? test. ‘The forms were counterbalanced anross

time periods, \} ’ .




N ., simple. ﬂbTack Jand white *drawings of -objects familiar_,to young -t
‘x‘ L ‘: ok ghildnrep. “iThe lgteucy ;efore sthe thild's i’irst response ‘was .

b ;-6: ‘h;?(;,;‘.‘ N ":‘ :_.‘ . . . . , ' B : . - - “ ..
:”; ’ - o’ - ‘. Y ” ~§,‘. ’ : . L ) ; n” b ' ’ . ‘ L\*on 1 ‘\Q: ¢

. «;J o M L " “On‘each item,, the cﬁ’ild s wgresew’with a picture or ° A
:’;-" . . " gtandaxd hnd asker’ o find a datch “plcture from g number of CL

: - ) Stimudi in an ray* on the oDpY te page. The nictures vere o

bt ‘

Co- ‘, recorded from-4 stopvatdh cali ated” to 1710 of a secend, ! “The
Chump - errOrs béfore'the corXect resaonse vas also recorded.,.
' Ty The saores, .obtainer’ were'aveérage, latency apd average number of -
i © . ... ‘derrors., In addition, lan overall impulsivity scorelifas dalculated |
SR ~ f‘ by a orac.edure devloped by Weighg (personal. comnuni'cacion) TARLY Y
’ . ‘latency dnd error scores were first converted to T~scores (‘tean =
. g .5h,” 8D = 10)., The T-fcore for ‘latency »yias -subtracted f&som the
’ J{r—scog;e “for errors £6 obtain hn impuisivity~ score., ’iigh impulsivity
" » + SCOres indiczgp rela%ively *High errors and-low, 1atencies. Loy
: +  scores. indie ;rehtiVely low errors and high latencies —-- that
. is. they indicate_reflecti vity. .o ) -
e . Helping behavior.. The medsure of helpino wvas the collage
ot o . measure uged in an earln'.er study (Friedrich & Stein. 1»975) and
s Yoo, reported in the provreSS ;:eport Bn the fir&tcyear of. the résearch. *
U 7 £ v -
* L . In an individual session. s- fefale experimenter seated the
N L child at d table on vhich two’ .portable easels. tested. " On one easel
N - there wa's a col lage .made of gonst:ruc"ion paper, cloth, andashiny
. . " ‘stickegs. This collage .was torn* and five of the pieces vere .
Jalling off. The. ekpérimenter eypfained that the chilgl -woulad make - *
a collage’ then told the child that anothen child had mdde the torn
. . couaf'e, but had torn it and knocked the piecveg down, accideritally.
. . # The other child, had been especially sad and angry because.,,thc »
. collage was for. his (her) mother®s birthday. The experimenter said
e she would’take that cbild his (her) collage, but: it was too bad it
" was .torn. . . o A

’

~ ) ! .. . » z ,:‘ ! a\'«“ -
Following the presentation of this sad story’ the experimenter °
left the child seated for one minute while she pzthered mai:erials
for tZe collapgey The subject was then given materials to mal e'a
colla After-the/child FinisHed, the experinenter Said  ‘Would
you 7ait just a mintite while I finish what I‘m doing®® If the~ <
child had not repaired the torn collage after one minute of waiting .+~ o
the experimenter gaid: 'Is there anvthing; you can think Jf that - ‘
would-make the otker boy (zirl) feeR better?2"” After a pausé' the ’
experimenter thep asked the subj ect to put the other child s colla;ve
., ina box *so~Q1e could take it to that child, The purpose of thig
section vas to permit the child to touch the collare if .he or she
felt hesitant to de so. *Finally, the experimenter gave the suhject’
five shiny gold stars and sa'd that.they would make a nice border
for the collage. ,She said* ."Yol can take as many as you want for
yourself and give as many as you like to (:he other boy . (Oirl) "
’ P
N . ’ The principal scores obtained were those measuring . the amount:’
‘ _0f help’ given to the other child. The nuitber of pieces repaired
; ' ' . . L 4 ot

.

"# ?4 ) >
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. " ' one rip, the maxdmun number of pieces repaired was six.

. £ime spent helpinﬁ% and latency before first helping act were
o . " recorded, As there were five pleces falling off the collages and
Bxtra

i helping acts incrudea*EEbairinr a piece twice, placing extra tape’

. f,.on some séctions snd add_pg,piece sThese.wvere given one point
*r.<"edch.’ Yn addition a few clilldren volunteefed to maLe a néw collag
. for the other child or to aive that child theione they had made for

iy 'tﬁemselves "~ They were allowed to do either of these things. Both

A(*,ﬁorms of, helping were given a score of six since they appeared

~equiva1ent to ful1® repair. The' total helpinﬂ~stoxe was the sum of
\poihts obtained for all types of helping acts. 'The, time sSpent.
helping was the number of seconds spent on all helping acts.- The &
latency was<the gumberﬂof seconds before the.first helping act. -

Y 3 ® 1

~

‘,ﬁ(-

gint’ for each’.suggestion.

.i( e Verba] supgestivhs for helping were, 'scored. separately with one

Commen€s or- synpathetic remarks about

. the other chiid were also scored., Sharing wvas scored as the nuber
) of gold stars piven to the other child at the end .of the session"
. ~Q . - -

) Dela? oﬁforatification.* The procedqre for measurin? delay of
. Agratification tras adapted, -£xom a task. ﬂevelqped by’ Mischel and his ’
¢, colleagues {fischel, Ehbesogg & 785, 19 72) The child vas seated
. . at a table - dad the exveriqenter ‘showed him/her Four toys. She -
explained that they vould play with the toys leter. Then she
«'pointed to a beil and ex lained .that they would play a-game in
. ' which she would gp b¢hind" sc;een and.’ the ‘child could ring the
* bell 'to bryﬁg‘her back.” This procedure wes/bracticed severpal tines. ,
" . The screeg consisted of a wooden frahé covéred withoprinted i
material and placeﬂ on a tabIe facing the child's table. A small
hole was cut in the material Ehrounh‘which the experimenter could
watch the cpild. . YNext. the experimenter opened 4 cake tin containing
a pretzel and two smell magshnellows. She asked the child whica
he/she would. rat sher' have. She then’erplafned that she was going
- behind the scfeen*fonpa vhile. The qhi!o could bring Her back by
Yiﬁpin the bell, but would get the nonnreferred food item’if that
happened. "If the child waited until'she.came back by herself the
. preferred food item would be niven _This contingency was explained
* .+ in different ways. and,/fhree questions were included to determine
that the chjld und%rstoo& the contingency. If the child still did
* not understdnd, it was einlained acain and the child was questioned

-

-

2%

*

egain. . . \ e ' '
. “Two ty 3 of material were provided for the,ehild to play with
. while waiting for the cxperiment.er---blocks and play dough. These
. ‘ ‘materials were selected because they were unstructuref and would .

lend themselves to fantasy n ay. Previous res earch on delay of

grgtification indicated, tha{ inducifhg the child to think about fun
. thinps” oﬁ)enoaﬁe in fantasy led to incrcased delay‘of gratification
. .(Wishéhelyet'al., 197%). ‘As one.of the posaible outcomes of the

prosocial television treatments was ‘increased fantasy pla: it was’

e SIS
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expected that children ezposed to nroaocial televis*on might use M
fantasy»related materjials more effectively ‘in the delay of A

pratification situation than the control group. . ..

- After these instruc ons, the eyperinenter sat *dovin behind ﬁhé * ’ “
screen. At each lS-second interval she. classified the child’s ’
bahavior in one of t ee categories touching the toys. locking at
the toys twithout tbuching them, or looking avay from the toys. ‘;; s f:
the child rang the bell, she recordéd the time and. returned fo give

him/her "the nonpreferred reward, If the child did not ring the

‘ bell. the experimenter returned after 10 pinutes and delivered the .
. preferred reward.  In both cases the child was permitted to'play . L
. with a toy motorcycle and other toys_ for a few minutes before t .-
vreturning to the classroom. . WL . ‘f . :
» N . ’ . 4 * . "l - s N - r‘,
u.ﬁ Detailed dnsffuétions“appear‘in Appendii'l. . R S *
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Qerivation 6f Final Variables Cen L St
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As there vere different anounts of observation time for ) . ';
different children .the raw freduencies of each behavior eategoxv oL
were divided by the number of minutes observed to Obtain the rate
. of each behavior ~ For positive social interaction verbalization
of feeling™ brings attention to self . and fantasy. scores were, . -,
separated.accordinp to the obiect of the behavior (adults. peers, s
or no one). After examinationjof these initial distributions and ' )
_ of, the intercorrelations amons categories in the baseline period, R

séne variahles were combined and others were eliminated because . .
of low frequencies. All scores ‘'were them converted to’ logarithms .
(lﬁbln of X + 1) in order to reduce skewing of the distnibutions. ‘ .

Enrther combination and elimination of variables vas based on
intercorrelations™.of the baseline scores (after the log transforma-*
" tions). and on a factor analysis. Variables were combined then,

they. correlated with one anothef when they loaded on thg same
! factor, and/or whea they~were frequently confused by observers,
Only those combinations,where the individual subparts were
“conceptually rélated weré retainel!. The finaI 1list of combined

-

* : variables appéars in Table 6. : S
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* Relisbility - S

-

) Inter- observer arreement was calculatea at the beginning of
. the baseline’ periol, .Children were scored s*nultaneously by pairs
of obdervers for 205 ingervals of five minutes each.” Obsérver
apreement was caltulated- by the following formula: \
o . 2 % number of agreements _ . =
T Total number of scores
Nt Ls R 4 g ,
This is a strinpevt means of evaluating reliability because it does
not count.intervals when neither observer scored a behavior as
agreements. . .
. | . B .
* The nerqent agreement for each behavior category included in
v the fina? analysis appears in Table 7. The»catevories involying -
positive social interac*io¢, however had not ‘been’ separated by .

»
2
>

. * B . .
L

' N : e, - ) .
- _..u--—u—--.--n-‘ - Tt oy od = 0w mn - »

s eyt S, e Insert Table 7 about here . . -
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obieet (adult vs. peers) when the~original tabulations of reliabillty
Were made before the "beginning of the baseline period. llence the
estimates of reliabiiitv of the combined caterories are based on
agreements for, each - -component category refardless of -object. It
appears that this chdange ig wmnlikeély either to inflate or d&crease

- . _ the reliability of these categories. ’ v .
. Y

. ' A " Despite repeated -attempts to resolve scorinw differences in the
training period. the rate of aareement 0 many categories was
. relatively low, This finding led to further analysis of the
’ ¥isapreementg among.observers Two types of disagreements can
X ) occur” the, two obgervers score different categories in the same
- ” time- interval or oné& observer scores a behavior and the ‘other
observer scores nothing. The latter type of disagreement accounted
for the majority of 1isapreéments in almost all categories of -
’ behayior (see Table 7), _ The major reason for this form of 4isaﬁreem
ment anpeared to be that ohservers placed in different positions
with respect to the child were able to see and hear different thinas.”

AN ~ " Tor example. one observer micht hear and understand a symparhetic
i; . - remark tYhen the other dzﬂTnot. If both had heard the same remark,
e . they agreed on sc¢oring. Thus, much of thé observer disapreement

appeared to be due to differences in the amount and kind of
behavior gbserverd rather than to differences in the classification
of behavior. Problems of accurate observation were particularly
acute due to crowded classrooms and noisy outdoor areas. Under-

. standing. speech was made more difficult by dialect differences among
children. v Cs
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*Disacreements were also examined carefully to-detect observer .
biases or tendencies for pone observer to use ,one category more than
another. The only categorv on which overuse ‘aqccurred was tolerance
of delay. It wag scored more frequently bv one obsarver than by all
tHe others, L es ‘ P -

[ ’
.

. - e >
» .One conclusion to be draun from these reliability data.is that
the observations represent only part of the behavior actually X
exhibited by a child. It is clear,that any one observer’often failed
to detect behavior that mighthave been scoreable. There appears no-
‘reason, however,-to expect that the amount of behavior... missed ' by
observers would differ across treatments._ Therefore the overall
quahtity of behavior gcored may have been lower than thé<*true scores.’
Jbut .the proportion of behavlor that was scored probably was observed
and clas*ified Qgre accurately than the reliability figurﬁé suggest.

*

‘ Baseline Differences by Sex_and Classrpom -, >

~
. 1

Baseline observations were submitted to analyses of variahce of |
sex x treatment and sexz X classroom in ordér to determine what' initial
dif erences existed between groups. Males were significantly higher
*.£han \females on hostile aggression (¥ = 8.25 1. 146 df p<, 03) non-~
verbal interaction with peers =7, 09 1; 146 df- ;3< .01, and
positive social interaction with peers (F = 5,61 1, 146 df: p< .01).
Females were significantly higher than males on prosocizl a a"FfEQSiOH
(F =3, 02-1. 128 df: p < 05) . . . .

Classroom differences apoeared on most variables, The aSSignnent
of classes to treatment was partially successful in balancing'classroom '
différences across treatments but Significant differences for treatments

remained for total aggression (F = 2.68° 3. 146 df - p <.05) hostile

- ,agaression”(F = 2,21 3. 146 df <.,05}), imaOinative play (T|= 2.80

he -

3. 146 df: p <.05). teacher-led éooperatien’ (F = 5, 93 3. 146 af

" p <.01) and tolerance of delay (F = 6,30 3. 146 df p <.01). Thus, .

further analyses were designed to control for baseline differences
among treatments. and classrooms.

Inrercorrelations of Behavior Categorles

[}

The intércorrelations of the combined variables and a few of thé
single variables appear in Table 3, The petterns of social behavior

E
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Insert Table 8 about here .

in this sample were similar to thoge reported in other studies
(Friedrich & Stein, 1973 Maccoby & liasters, 1979). All categories of
social behavior to peers, apgressive and prosocial were positively
related. As in earlier”studles, it dppears.that some children are

- .
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* more socially active than others and exhibit higher levels of all.’
kinds of social behavior. Positive intéractions with peers were'
not related,” however, to spontanepus interactions with agults, This
relation cannot be assessed for aggressive behavior . becduse such

behaviér was rarely directed to adults. The separation of social 4

" behavior directed to adults and to peers is consistent with earlier
Iiterature on dependency and attentionhseekinp §Haccoby & Masters,
1970) Loy . . :

AN
§

"' $a°k persistence wag negativély felated to social behavior with
peers, particularly positive social behavior and imaginative play.
This negati&e relation was not found in our earlier study (Freidrich

L& Stein, 1973). 1In the settinps observed in the present study. there .

* appears to be more conflict betweeh peer interdction and independent
tgsk-oriented behavior than in the previous study. ‘

»

Teacher-led cooperatdon:as ¥eacher-led ‘Instruction and tolexance
of 4elay asAﬁaitigg Fxamination of the baseline’ correlations and
analysés of variance sugpgested that teacher-led cooperation and
tolerance of delay as observed in this sample were determined
primarily by the teachers’ behavior rather than by.individual
characteristics of the children. The clasgroom differences for these
two variab%es were much larger.than for an;\gthers (F = 17.76° 12,

128 df: p <.901 for teacher-led codperation and F = 20,11 12, 123 4df:

p <.hi for tolerance of deldy). Teacher-led cooperatpon appeared to
reflect héir much the teacher structured group learning activities and
to what extent children were required to participate. Tolerance of -
delay appeared to be’ determined primarily by the amount of time during
vhich waitdng was required or expeéted in a pgiven classroom. Some
classes ha(l many more ""delays” than others, The conceptualization of
these two Yariables as positively related indices of classroom
procedures rather than of children's behavior is consistent with
findings by Risley (cited in Gump, in press) that highly strugtured-
early chil&hood programs require more transition time between aétivities
than less structured programs, For these reasons, these two variables
were used throughout the analysis as indicators of classroom ‘
procedures and were designated 'teacher--Ted instruction” and 'waiting”

respectivelﬁ .

Q

In the baseline period, teacher -led instruction was neoatively
. related to agnression (primarily hostile aggression), imaginative play
and taslk persistence. It appears that classes in which the teacher

. spent a considerable amount of time in hishly structured activities

provided 1ess opportunity and epcourapgement for some types of socigl
interactions among children and for independent taslk-oriented activity.
. Teacher~led instruction was not related®to positive social interactions
. with adults, and the correlations with social interactions among, peers
formed no overall pattern. On some variables. there were slight
nerative relations. but on others the correlations were slightly

- positive or zere. %
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Vaiting was positivély related to teacher-led instruction, an@j
¢ the other correlates were similar for the two variables, Waiting
was negatively related to aggression and task persistence. There
_were small positive correlations with positive social interactions R
with peers and negative c6brrelations with social interaction with '
adults. . PV
) . /
: \ Stnatification of Classrooms . f
: i
. Analyses of variance of sex % treatment X classrooh (ﬂesteddi
treatment) x time period’(Baseline vs.rexperimentalf were performed
on 22 indfvidual behavior categories and on.all 12 combined variables.
The’ effect of primary interest was the treatment x time perjod ipter-
>+ action, This interaction was non-significant on all variables.  Ore
reason for the absence of effects was_thc large variation among/
classrooms. Because classrooms were nested in ‘treatment, the»error

. term for  all analyses vas quite large. s '

”

Some data werc available to account for the classroom dlffere1ces.
‘Classroom characteristics were summarfzed in Table 4. . Ong source
- " of such data was the observer's ratings of. each class at the edd of
both the baseline period and experimental periods on scales infended
to tap the affective quality and warmth of the teachers’ inter ctions
with the children, the types of digcipline uséd. and the amouq of
¢ structured 1earniny activities. The ratings by observers on |27
* scales (see Appendix T) were intcrcorrelated to derive clusters of .
scales. Two majdr clusters emerged, The first appeared to iPdicate
the positive or negative afFective quality or waimth of the teachers' L
interactions with the children. * Scales that were positively correlated
included: .hish degree of private or semiprivate communication' ,
rositively evaluates children; uses touch, physical affectio% in
comforting: calm, acceptant, transactions attentive to pupil needs
| fiood natured and warm" supportive- patient: high tolerance o
frustration. Scales that were negatively correlated in this cluster
included: negetively evalu%tes children publicly humiliates children
. (shame, ridicule)' sarcastic.’ j
" Fal
The second cluster appeared to lndica*e the amount of étructure.
- It included three positively correlated scales: academically oriented-
class activities structured insistance upon attention to cask. )

> 8

A second source vas the baseline scores on teacher leﬁ -instruction

and vqiting.i A third source of classroon differences was the particular

' center in vhich the classroonm was a part. Fither because of population
differences among children or because of shared policies fnd expectations

within'a center, classroons within centexs were more similar than thoge

acress centers. /
y e

* - @
Clasces were ranl: ordered on observer ratings of affiective , *
quality, classroom structure and on the basis of observations ok
. * /
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teacher-led instruction and waiting, The rank ordering of.classrooms
on teacher-led instruction agreed fairly well with the rank ordering

. based on. observer ratings of classroom structure, ~

The structure of the*q;éssroom was selected as being pqtenfially
_the most “influential cHaracteristic for purposes of this study because
many forms of prosocial behavior differed as a function of the amount
of teacheyr-led instruction. Therefore, classrooms were stratified
.into two categories: 7 classes 28 low structure and 6 as high .
structure. . ' C,
Although structure was considered one important variable; the
classrooms in the high and low structure groups differed in several
other respects that maybe pertinent to interpretation of the data.
Those c1§ssifigd as high struncture were relatively low in positive
affect. and warmth of the teachers accordirng to the-observer ratingg.

- With one or two exceptions, those classified as low structure were
‘relatively‘high~on positive affect.. Thus. the low structure classrooms
appeared to have teachersg who were warmer, more understanding’ and less

harsh in their disciplinary techniques. Second, the low structure
“classes all- had individual classrooms whereas all but ome of the high
structure clagsrooms were drawvn from the two centers in which two or
three classes shared a physical space. Third most of the high
structure classes were drawn from predominantly vhite centers. All _k
of the low structure classes were from predominantly black centers.
Finally. in the baseline periods high structure’classes had .lower
levels of imaginative play. task persistence. and physical aggression,
. P .
Some additional variables may have contributed to treatment-
differences within the high structure catesory., The three classSes
assigned to the neutral and prosocial TV only condition were
predominantly female (21 girls, 7 boys). The two classes assigned
to the prosociagl TV - Training.treatment were predominantiy male (19.
boys and 9 girls) There were also larger differences among treatments
in baseline levels of teacher~led instruction than was the case amonf
the low structure classes. The three classes assigned to the Neutral
and Prosocial TV only conditions (in one center) were re-grouped for
instructional activities at the beginning of the exXperimental period
in order-to bglandévthem for age. A new teacher-was a'ded to the
center assigned to the Prosocial TV - Training treatment. Some changes
in the experimental period may have resulted from these alterations

within classes.

-

Analysis ‘of Treatment Effects

A second means of controlling baseline differences among class-
rooms wag the use of analysis of covariance. The final analyses of
treatment effects were analyses of covariance of sex (2) x treatment (4)
% classrobm Structure (2) with baseline scores as the covariate.

Planned comparisons among conditions were performed by t tests when

\
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-overall treatment effecty were significant,

.
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The dependent variables in these analyses’ were 14'variab1es
selected from the original‘34 single and combined variables on the
basis of exmtination of the.means for bageline and experimental -
periods. The adjusted means for ehécz 14 variables appear in Table
3. Those variables that were not analyzed further must be assumed to

4

*

Insert Table 9 about hene

.

have shown no treatment effects, but many of these were single ,
variables that were incorporated in the combined variables analyzed.

The only two cémbined catépories not submitted to analysis of
covariance were prosocial behavior to peers and feneral social behavior
to peers. The results of the analyses of covariance appear in Table 10.

Insent'Téble 10 about here

-

Positive interpersonal behavior to peers. The single variable,
positive social interaction with peers was scored for all positive
social interactions accompanied by speech that did not fit other
prosocial behavior categories.: The main effect of treatment vas
significant for this variable. The means appear in Table 9. Subgroup
comparisons revealed that the Prosocial TV- Training condition was
higher than all other treatments. Although all groups that saw Mr.
Rogers' Neighborhood' .accompanied by teasher training and related
curriculum materials were hichest. there were some differences for®
classes designated as high and low structure in the patterns for the
other treatments, (see Table 9). Tor the low structure cIasses both
the Prosocial TV ~ Training and,the Prosocial TV - Materials c6nditions
vere higher than the other conditions. In the high structure classes,
the Prosocial TV- Training covdition tras hish, but the Prosocial TV~
Materials treatment was IOWest.

¥

One of the combined catepgories included the followiny sinple
variables: positive social intecraction with peers understanding
others, and calling attention to oneself. There was a significant
interaction of treatment x structure reflecting a pattern that was
similar to the single category. positive social interaction. The
means appear 'in Table 9. TFor the low structure classes. the Prosocial
TV~ Training and Prosocial TV- Materials treatments were higher than .
the Prosocial TV only and the Meutral treatments.” Innthe high
structure classes. the.predicted pattern of treatment differences did
not appear. In fact, the Prosocial TV - Materials trcatment was
sonievhat lower than the other groups.

R , , e

‘




- \ 29

*

Imaginative play. The imaginative play category included °
imaginative play and role~playing fantasy that occurred alone and with

13

_ other children. The most frequent subcategory vithin the combination

%

was cooperative role-playing with peers, The means appear in Table 9.
The main effect of treatments was significant., The pattern of means
was consistent with the predicted -oxdering of” treatments. The
Prosocial TV - Training. treatment was highest followed by Prosocial
TV ~ Materials. then Prosocial TV only treatment. The Neutral *
treatment was lowest. -In fact, an examination of-the baseline and
experimental means indicates an overall decrease in the Heutral
treatnent and increases in the groups exposed to prosocial television
alone or with materials and training added.

Nonverbal interaction with: peers. The combined variable
included non-verbal interaction with peers and playful aggression.
Much of the behavior scored as. playful aggression was nonverbal
horseplay that was similar in nature to the behaviors scored as s
positive nonverbal interaction. Examples of the type of behavior

‘scored are friendly face-making, playful roughhodsing, or mutual

participation in motor activities. A distinction can be made between
this category and those discussed.previously. The behavior vnder
consideration vas characterized not only by the absence of a verbal
component, hut by its.relative simplicity. A\

<«
N L

There were no consistent effects of treatments on this variable.
There was a significant three-way interaotion of treatment x sex X
structure. The means appear in Table %.  There were no differences
among treatments.for girls. For boys the differcnces among treatments
formed no readily ifgerpreted pattern: . ) .

s

Agsertivenessg. Three related catepories of behavior were
classified as assertive’ commands (single variable), demandingness
to peers, and verbalization of feeling, These variables were
correlated about equally with positive social interaction and -
aggression. Conceptually they appear to fall somevhere between
positive and aspressive forms’ of peer interactionj surgestinj that
drawing a dichotomy between prosocial and aggressive behavior over-
simplifies what occursundeér natural conditions. For these reasons,
these variables are described as assertive. The child states directly
her or his preferences, wants, and needs in socially acceptable ways
while talking steps to be sure they are recognized.

O0f particular interest is the suggestion that verbalization of
feeling is closely tied to assertivaness 4dn children of this age.
In observing thg vays in which children talked about feelings and
wishes, it beGame appatent that most statements were characterized
by explicit demands requests and descriptions of preferences For
“example, labeling of feelings rarely occurred, but "I want" . statements
were frequent. TFurthermore, both categories correlated with other
indices of verbal assertivengss such._.as commands, requests for objects




and for.help, ) - N
For commands, demandingness to peers and'verbaliuatioﬁ of.

feelings, there were significant interactions of treatment x a

strqctuf‘ but no main effects of treatment. The means for all

- three var a\les appear in Table ©. In the low structure classes, \

the Prosocial TV-Materials treatment was highest on all three ,

variables, [Examination of the baseline and experimental period

means indicates that.children in this condition increaged on these

types of behavior despite the fact ‘that their baseline 'levels were

very high. .On commands and demandingness to peers, the Prosocial

TV - Training condition was intermediate with the Prosdeial IV ~ )

only and Neutral conditions being low. On verbaltzation of feelings,

. there were ro diffgrﬂnces among the latter three’ conditlons. - .
In the high structure classes, there were virtualdy no

differences among ttreatments. The one-exception occurred on

verbalization of feeling where the Prosocial TV - Materials treatment

was lower than the other three. As will be discusséd later. “this

v?roup had extremely low basedine scores on several variables. so.

~ comparisons are difficult make. T

Aggressibn. Total aggression included all categories of inter- -
personal and object aggression except plavful aggressior. The main
effect of treatments was sianificant.*and there was a trentd to an
interaction of treatment % structure. The means appear in Table 2.
For both structure groups combined the Prosocial TV-only condition -
was lowet” than the other three. This pattern was particularly marked
in the low structure classrobms. In the loW structure classes alone,
the Prosocial TV- MAterials treatment was also higher ‘on total

amgression than the other treatménts.

v

~

Only the main effect of treatments was significant for hostile
agpression. Aoain, the Prosocial TV-only was lovest. thouzh it was
significantly different only from the Prosocial TV ~ Matenials group.
The differences were due primarily to the low stfucture classes

For prosocial agpression. both the main effect of treatment
and the interaction of treatment x structure vege significant.
Overall, the Brosocial TV-only treatment was lower than the other -
. three conditions. UWithin the low structure classes. the pattern

was similar to that for total aggression and hostile aggression:
that 1s, the Prosocial TV-only treatment was low and the Prosocial
TV-Materials treatment was high. S

Tor the high structure classes, hoveve* the Neutral and
Prosocial TV-Training were higher than the Proqocial TV..only and
Prosocial TV~ 'faterials. This pattern was different from that
shovn for hostile asgression. The neutral condition was relatively
hizh on both hostile and prosocial aggression and the.Prosocial IV~

-
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only group was relatively low on both. The Prosocial TV~ Training
condition, however,'was relatively low on hostile a?gression and
relatively high on prosocial ag?ression.

Y - &
* Social interaction with.adults. This/category indicated
. spont#heous social interaction with adults’ (as oppdsed to teacher~- ’

initiatEd instruction) As has been noted earlier, social interaction
with adults was uncorrelated with social interaction with peers for the
most part. The treatment ¥ structure interaction uss significant,
Within the low structure classrooms. the Prosocial ™ - Haterials .
treatment was higher than all other conditions. Thus this treatment,
which vas associated with relatively high levels of both prosocial and
aggressive ‘Pbehavior to peers was also assodiated with high levels of
s social interaction writh adults. )

%
‘ ‘For . the hiph structure classroonms, the Prosocial v - Training
condition and the Prosocial TV -~ Hnterials conditiﬁn were lower than T
the other two conditions, ' ! ‘ 2

Persistence. . The means for task persistence appear in Tablé 9.
Although there were trends in the predicted direction, particularly in
the high structure claBses none of the effects of treatment were
-significant in the analysis of variance. There was a main effect of
structure. Low,structure classes were higher on nersistence than high
structure classes. Thnt is the difference between these classes evident
in' the baselineaperiod increased in the experimental period. .

Teacher-—-led -instruction. As state&“earlier, the' amount of teacher-
led instruction appeared to be.more a‘'function of' the teacher's béhavior
than of changes in the children. Most of this instruction was
academically or cognitively, oriented. 1In the baseline period, tkacher-
led instruction .was negatively related to many of the prosocial behaviors

" of interest in this study, e.g.. imaginative play and task persistence.
One reason for the negative correlation may haye been that there was
simply less time and ‘opportunity for these behaviors when childrer spent
much of their time in mandatory instructional activity. Hence it '
might be expected that. the amount of such inst¥ugtion would decline
wher the curriculum was re~focused on prosocial behavior., imaginative «

play, and independent task-oriented behavior. . .

The main effect of treatment was significant and the interaction
of treatment x structure vas gigmificant. The means appear in Table 9.
Overall the Prosocial TV -Training condition had the lowest level of
teacher-led instruction. The Prosocial TV-1iat erials and lleutral
conditions were intermediate. The highest levels' of teacher-led
Anstruction occurred in'the Prosocial-fV’ only prOup. The finding that
the lowest level of teacher-led instruction occurred in ‘the Prosocial-
TV-Training. condition was true for both high and low structure classes.
In the low structure classes. however, the Prosocial TV-- .torials .
von“#tin» was also loz. and the Prosocial- TV-only conition 'as
higher than any other condition, In the high strycture

/
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classes, all codaitions other than the Prosocial TV trainin? condition
were yelatiwely high. : " v

.. . > o
” ]

= .
) Vaitine, Waitine behavior also appeared to. be a function more of
"classroom procedures than of the childref’s self-gontrol. As long
v R " periods of delay where children were not involved in activities
) appeared to be an undesireahle classroom practice, it appeared in
retrospect that one might expect decreases rather than increases if
) teachers Qecame more sensitized to children's needs. Nevertxeless. the
E reliabilitv of this variable was low, and it was the one ‘variable on
vhich observer bias appeared to odcur. Perhaps partly f0> these reagons,
. there were no significant effects in the analysis of waiting. .The means
appear )in Table 9. . -

. /\
. .

Summary of treatment @ffects. /In this summary .significant
‘ . differences between’.each prosotial television treatment group and the

2 Neutral condition will be presented. aThere were few differences between .
the Prosocial,TV only and the Neutral condition in either type of ¢

- classroom. Por the entire'samo;e,,therProsocial TV only. group tended to

, have lower levels of aggression. The difference was significant for

. prosocial aggression. The only, other difference‘that occurred was

. limited to the low structure classes in which the, Prosocial TV only s

. group had higher levels‘of teach en-- led instructionk -

- ’ 4 . Vi '

¥

) The effects of- the Prosocial TV~Naterials treatment varied with
‘ .elassroom structure. In the fow structure classes this treatment was
assqciated with high levels oﬁppositive social interaction with peers, ' :
- ima?inative,play,assertiveness, ‘aggression, and social interaction with
.. adults. They were lower than'the “Teutral condition on teacher-~led .o,
instruction‘ The high structure <lass assigned to this condition was
auite difFerent fr&iathe other high structure classes on several baseline X
variables, so some of 'the si?nificant findings may be a function of
other chardcteristics in this class. Children in this class had lower
* levels of positive social interaction with peers, verbalization of feeling.
* and social interaction with aduits than'\the Neutral condition, .
- . Althouah the ‘effects associated with\the Prosocial TVQTraIBing '
condition were more pronounced £or the low\structure classes. many of e
. them occurred across the entire range of sffructures sampled For the' ..
whole sample children exposed to Prosocial T¥ with teacher training had”
higher levels of positive social interaction with pecrs. and imaginative
play and lower levels of teacher-led instruction. In the low structure .
classes. this condition vas also associated with higher levels of
demandingness to peers (though not- as high as the Prosocial IV
materials grodp but not with increased aggression. In the high structure N
clagses .children in the Prosocial TV- Training condition had lower’ . N
levels of social interaction with adults.

. : . a

t -
". Ther&weve no ‘siernificant effects of any treatment on persistence
or waitind‘ .
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Clagsroom -Btructure, f' o ° 4/ N

Throughout the analyses the diffcrences among classrooms were .

v€peated and striking. Althouzh this variable afone was not of
interest jin planning the study. c¢lassroon structure and the variables s
associatéd with it in this sample clearly had important effects on many’
of the prosoaial variables under study. In order to interpret these
difgerences, it may be wdll to reviey the ways in which the high-and
low structure classes differed., JTh€ ligh structure classes had’
teachers who rated lower.on warmth and bigher on harsh disciplinary
practites, they met in large rooms shared by, two or three classes, tliey
vere predominantly white. and the ratio of boys to girls was imbalanced.

. In three of the six*classes children were re-grouped at .the beginning
of the experimental peflod to form more heterogeneous age oroups. * The
low structure classes had teachers vho were relatively warm and nony
puritive, they met in indivilual classrooms; they wére preddhinantly
black, and most had an even balgnce of boys to girls, .
‘ Classroom structure was not included in analyses of variance of
the baselire data, but the intercorrelations with téacher~led instruction
provide similar information about the overall differences between high
and low structure .classes. In the bageline period, teacher-led , P
instruction was nesatively related to aggrgssién (particularly hostile

. agrression), imacinative play. tasl: persistefice, and non-verbal |
interaction with peers, . ¢ -

’ The adjusted means for those vArixbles on which high and lov
structure classes differed sianificantlk in the experimental period
appear in Table 1l1.. There were main effeécts pf structure on positive

> ) 5
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Insért Table 11 about here
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social interaction with QEers and wverbal interaction with peers ?see
Table 10). Children in the high structure classes increased more than
‘those in the low structire classes. despite the fact that their initial
scorgs were sliphtly higher. Significant structure differences

_ occurrad for commands and demandingness to peers. Low structure classes
manifested more of these behaviors than high structure classes. '
' On persistence, the initial differences increased in the
experimental period piimarily because all the high structure classes
except those in the Prosocial TV-Training condition dropped considerably
in persistence. The low structure classes. which‘were indtially higher
remained ‘at approximately the same levels as they demomstrated in the

. baseline period.. Coe .

As the structure division vas based on teacher-led instruction
one might expect regression to the mean, ~Although the high  structure
classes dropped considerably on this variable. the low structure classes

1
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1id not increase consistently. Similarly‘ on waitinp behavior, .the
initial differences were maintained‘and, in some instances, increased

~

in the experimental period. - " . v .
'

»

. ‘ Group Observations ’ »

o

) gcores for the exnerimental period for circle time, pick up
© time and rest ;time were submitted to analyses’ of covariance of sex x
treatment stricture with the b eline scores as the covariate. The
adjusted means for the three variables divided by treatment and structure
appear in Table 12. For circle time. there were no significant effegts.
[ Y NUTDRPIRRT S VA - \

. Insert Table 12 about here
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TFor pick«up time and rest time, the interactions of ureatment X structure
vere sionificant (F = 3.15 3, 101 df p. <.05 F = 2»78 3. 109 df
p <.05 icznectively) . yo
, * o

.On both séts of ratings, those dif gérences among treatments that
did occur were limited to thé high strycture clagsrooms. In the high ‘
structure classes, picksup ratings weye higler for the Prosocial TV- «
Materials and Neutral conditions thay for the Prosocial TV-Trdining
condition. This pattern was not pr icted., Tor rest time ratings, a

" low score indicated mgre ready obeZ ence of classroom rules than a high
score  In the high structure clagSes. the prosocial TV-materials TOUP |
had significantly lower scores tb n the other treatments. As indicated
earlier, the hipgh structure Progocial TV 'faterials tlass was suffidiently
Aifferent from the other high 8 ructure classes that these effécts cannot
be attributed to the treatmeny "alone with any confidence : ‘
\\

The main effects of classroom structure were significant for both e
pick-lp time (F = 23.32 1./101 df p <.0l) and rest time (f = 8.31'
1, 109 df- p <.91). The biph structure classes were higher on pick-up
atings, but had oorer ({.e., ‘higher) rest time ratinrs than the low
structure classes. / .

/

. /  Individual Tests o
/

The data for the notor inhikition reflection-impulsivity helping
and delay of ﬂratificgtion measures were collected during the last four
weels of the ev’perimental reriod and the subsequent four weeks. No ?
testing was possible in one classreoom (High Structure: Proqocial TV

_ Waterials) because the center director refused permission ‘to conduct

+ individual tests with the children. As the refusal occurred just before
the becinning of phe experimental period {when parent permission for
testing was being.obtained). it was.too late to replace the clags. Time
delays also prevented administration of all tests to all, children so
the number of subjects for these measures is smaller than for the
classroom observations.




- Motor Inhibitic.m g

The baseline and experimental scor on the Draw a Line Stowly.
and Walk Slowly qfasures were converted to. T scores (Glean = 50~ .
. Standard deviatioh = 10). The scores for trial 2 (vhon the child vias
: instructed to go slowly) in the experiméntal period wére submitted te
analyses: of covariance of /sex *x treatment x structure with the baseline
trial 2 ‘score as the covariate. The means appear in Table 13. This
. ‘- ~ 5
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’ - Insert Table 13 about here -
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analysis. “owever, is only approaima*e because of one ﬁissing ce11 (Hi?h

Structure ¥Frogocial TV - Materia]s) /
LI here were no sipnificant effects on the Drav a Line Slowvly .
measure. On the Walk Slowly measure,.the main effect of treatment wvas A
of Borderline significance (F = 2.63: 3. 82 4f p <,06). Thef Prosocial ’
TV-Materials condition was lower than the other three treatments. As

¥ ¢ thexe were no overall -effects of struc re, this difference does mot )
( .appear to'be due-ta the absence of tﬁe (ﬁh structure class from this
. ' condition. :
‘ st 'Reflection--imgulsivit] S . S
. .7 *  The latency and errpr ‘scores % the KRISP were converted to T - .

scores. An impulsivity score was calculated by subtracting-the T

score for latency from the T score ﬁor errors for gach child. The means
. appear in TAble-13. All ‘three measuses were submitted to analysis. of

covariance of sexx treatment x structure ‘with the baseline score as

the covariate., There weré no effects. of treatment or - -treatment x

structure. The only significant tesult was a main effedt’of structure

©  on the latency scores (F = 18.16 1, 82 df, p < Ol)n Child¥en in low
structure classes had longer latencies than those in high structure

‘ clagses. This difference was manifested in a borderline main effect L N
o of stridture on the impulsivity scores (F = 2.75 1 82 df. p < Q).
. Helping Behavior . . . : : ‘ ' ..

. ¥

»  The mean frequency, duration, and latency of helping on the
collage appear in Table 1l4.: Analyses of variance’of sex :- treatment
.. X structure were performed on thrse data with provision for a missing

Y
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: ; ’ Insert Table 14 about here
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cell. APain, this provides only apnrozimate result*. The main effect,
4 ) of treatments was significant for frequenty of helping (F = 2,68 3, 104
) o - df* p, <.05). The Prosocial TV - Materials condition vas associated with

- . - -
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.~ 'the highest frequency of helping ant: the*Prosocial: TV onJ.y treatment
had the lovest frequency of helping. The Neutral and Prosocial TV‘ T
E only conditions vwere intermediate. L e s
P - " \' - . . . .
A .. Delay of Cratification o ' . C

. . [y
The delay of gratification measure was scored in 15-second
intervals. <At the end of each 15-second interval, the observer.
checked one of three categories: chidd touching play naterials\
- child looking at nlay materials without touchingp chiid looking
s away from task. The amount: of time spent ﬁ%%ching ana looking at :
- e play materials was highly related to the total time’ elapsing
b ore the child ‘terminated the task by ringing ‘the bell. iherefore -
the'\latter messure was the only.one analyzed. The distributien of‘
scores was bimodal. Of 99 children testéd, 23 terminated the task
immediately (within 15 seconds) and 57 waited the entire ten minutes,
Of the remaining 19 subjects, 13 terminated the task before 5
minutes had elapsed, Therefore, the delay of gratification scores s
were analyzed by X ¥ tests in which scores were divided into chree
- categories (Low = less than 15, Seconds, Hedium = 15 seconde to. @
minutes, 45 seconds. Bigh = 10 minutes) and into two caiegories (the
low and mediumolevels above were combined and compared to the.high
levels).. The frequencies appear in Table 15. In both analysés, the

~ A . -
. - -

‘ ‘ St Insert Table 15 about here
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effects of treatment were non«significant.
Classroom structure was sipnificantly related tn deluy o£ grati‘i‘
cation. High structure classes wvere nore likely to wait the entire 10

»

minutes than low structure classes (»' = 7.36, 1 4f "p < .01y The .
froquencies appear in Table 15. . R ;
Dxamination of frequencies within treatments for hipgh and low
structure classes separately suggested that there vere no treatment

- effects vithin eitber type of class,.

*

Summary of tréatment effects for froup abservations and individual
measurés. There vere no consistent treatment differences on Lhe group
observations of circle time. pick-up time, and zest time. All of these
measures tere intended to tap self repulatien in_ the .form of conformity
to classroom rules_and procedures. On the individual test< the only
treatment effects occurred for the helping measure. The Prosocial TV-
Materials condition ha&"he highest helping scores and the Prosocial IV
"only had the lovest scores. There were no treatment effects:on motor
inhibition. reflection impulsivity or delay of gratiﬁication

: " These findings are consistent with the fact that treatment eifécts
. " . in the individual obscrvations appeared for sccial behavior but rot fgr
y measures of self regulation. . . .
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".Glagsroom structure vas si?nificantly related to pick-up ratings,
rest time Scores, latency, on the reflection-impulsivity measure, and

delay of gratification. High structure classes had higher rule .

structure classes were scored as more conforming in rest time, and

- thelr latencies on the reflection-impulsivity measure were longer.

- .,Discussioh

Patterns of Naturalistic Behavior . 5
= ..
Before discussing treatment effects, it may be useful to examine
the patterns of behavior which occurred in the different natural .
settings observed in this study, These patterns shed” some

r i g iwoh:‘
Indeed, the results of this study Jike those of earlier studies (e.g.,

the problems that may arise in viewing prosocial behavior

" Friedrich & Stein, 1973: HMurphy 1937+ Wright, 1960) indicate that one

cannot draw a dichotomy between positive social behaviors and agﬁression.
In free'play positive social interactions with peerg are correlated Svith
aggression. . §3

n " f
Perhaps more interesting. we have identified a set of verbal behaviors

. would could be characterized as assertive vwhich are distinct from verbal

aggression. These assertive behaviors are more closely related to
positive social interaction than are physical and verbal agpression.
They appear to be prosocial as they represent adaptive and sociafly
acceptable ways of dealing with conflict. The naive notion that
prosocial interaction is characterized by, passivity and constant concern
for others is contradicted by this conceﬂtualization. The prosocial

,chiid is not.a "¢oody-goody,? TFor the preschool chtld assertive . .

behavior, although agsociated with positive forms of interaction. does
not appear to be clearly di‘ferentiatcd from gocially unancentable
forms of aggression. . X

Effectéiqg;Erdsdﬁiﬁi“&elevision, Matérialg and Training.

.

Prosocial.television by itself. In contrast to the earlier study
(Friedrich & Stein, 1973) in vhich viéwing alone was asgociated with
a nunber of increases in prosocial bchavior, the children in the
prosocial television only condition did not differ from those in the
neutral condition on these behaviors. There was a slight trend toward
increased imaginative play. The’one area in which the prosocial
television only condition differed was aggression children in this
condition had lower levels of aggression than the neutral treatment.
Although differences in agwressive behavior were not found in our
earlier study at least one other study using "ir. Rogers Heighborhoo&
did find reduced aggression following viewing (Shirley, 1974)." Ih the
present study, this finding cannot be attributed solely to the effects of
television. The other groups who saw prosocial televisioh had v
relatively hizh levels of aggression. In interpreting the aggression

- [P
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. 4ifferences, the interaction of television, initial level of aggression

Ay

and classroom structure seems to be important.

There are many striking differences in the cha;aeteristics of the
children the physical settings and classroom procedures and educational
philosophy betireen our earlier’study and the presgnt study.

First. the ponulation in the present study was urban, poor and
ethnically mixed. The population in the earlieér study was from a small
city and surrounding rural areas, They were mlore econonically advantaged
and predominantly white, .Second, the preschool|settings differed in a
number of ways:- In the earlier-study the physidal settings in the
university nursery school provided more space facilities and materials
both indoors and outdoors. In addition. viewing‘vas conducted 1
smaller groups in quieter, less distracting settings. The teacher-child
ratio was not only smaller, but the teachers were university instructors
and the assistants were graduate and undergraduate students, Their
trainirp emphasized the importance of social behavior and teaching
cognitive skills through individual. and small group instruction.

1 Despite the obvious difference$, their procedures appear .more similar

to thosé in the low structure classrooms than in the high structure
classrooms in the present study: The overall effects of prosocial
television were more pronounced in the low structure classes .than in
the high struecture classes and the rattern of effects were more similar
to those in the earlier study. “The differences between the urban high

. and low structure classrooms as well as differences in findings between

the tvo studies sﬁ%pest that classroon structure is an Important <
determinant of the infiggpce of “prosocial television,
1
In this context, it is noteworthy that the classes in the prosocial
television only condition were the most highly structured in the

hd »

" experimental period., The high levels of structure i these .groups may

have reduced the possibility that television would affect positive
social behavior. In addition high structure in the baseline was .
associabed with low aggression. The, lox aggression in this condition
may have reSulted either from the hiwh structure in the experimental
period or from the interaction of structure with exposure to prosocial
televizion. N

A3

.
-

- .
In the present study. it wad'necessary to supplement prosqc;el
ttlevision with materials or curriculum which related to the program
content in order to preduce changes in prodocial behavior. Obviously
television is ore‘of many influences in group behavior. In the

present study classes had been meetins on an éveryday basis for

several months before the experimental treatments were introduced.
Stable patterns of interaction may have developed whereas in the
earlier study the treatments vere introduced a few weeks after the
classes were formed. In addition it was not possi@le to control for
classroom Aifferences by assiecnine Aifferent treatments within
classrooms and. there was more variahility among teachers than in the * ,

{
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university nursery school. Under these conditions, it appears that
prosogial television mist’ be enhanced with additional environmental
support in order to override the powerful effects of existing group,
climate dnd teacher differences. °~ . . - :

T

. An overview of our results and those of others (eg., Shirley,
1974 Singer & Singer, 1974) supgest a number of variables that may
be important in determining when viewing Mister Rogers Neighborhood
“in a group setting ig likely to produce changes in children's b, .
behavior and when it is not likely- to do so without environmental
supplements. There is no way to determine fyom present findin?s the
relative salience of each, but the following have been identffied as ° .
possihilities: 1) characteristics of the children 2) physical setting
of, the classroom 3) physical’ arrangements for television viewing'
4) the, compatibility of teacher philosophy with the program: 5) the
metho?s of teacher- instructdon. particularly the amount of structured
activity 6) teacher-child ratio' 7) stability of group climate and
patterns of behavior at the time television is introduced, *

. Prosocial television and_relatéd freeplay materialg. The
importance of group structure is asain apparent in assessing the
effects of prodocial television supplemented by freeplay materials.
The high structure classroom assignéd to this treatment had the highest
levels of teacherjled instruction in the entire sample. There were no
consistent behavioral changes in that class .and those differences that
., did occur appear to be more a function of extreme differences in the’
baseline period rather than treatment effects. o,

The addition of materials designed to stimulate rehearsal of
progran content and to provide envirommental cues related to the
progran was associated with prosocial behavior in the two low structure
classrooms in this condition. In the experimental period. children in ,
this condition. compared to‘the neutral groups, had high levels of
positive social interaction with peers. imaginative play. assertive
behavior, positive 'social interaction with adults and helping a peer
in the individual .test situat,}on “ . . »

While ¢hildren in‘thie condition showed high levels of prosocial
behavidr, they also showed the highest levels of aggressionm, both
hostile and nrosocial. One reason for the increased aggresgion may
have beeh that these children were initially Highly aseresbive and
socially active, and they were accustomed to a fair amount of freedom .
to choose activities in the ¢lassroom. In addition the setting in

« yhich television was viewed during the early part of the experiniental

period+was somewhat crowded and filled with distractions. Perhaps
for these reasons. the children in tliese classes reacted somewhat
nepatively to required television viewina., Although changes in
group size and nhyéical settinv for the television vieving were made
once the\problem became auparent the teachnars felt uncomfoi‘table

., about imposing viewing and vere somewvhat antagonistic to the proceduxe.
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‘ The aggressivef-,reactions of the children

. reactions,

- ,’
'S ,‘
Nevertheless, it is interesting that the prosocial messaves
of the prosrap and/or' the stimdlation provided by the materials
apparently atsc had ﬁocitive effects. The design of 'the study, does
-’ not pexmit dne to determin vhether the effects were, Hue primarily
to the maferials the tele¢isioh, or the combination| of the two. °
In addition t6 the fact that the effects of the play faterials vithout
the telgvision were not’assessed the differences in structure . .
., betwedp the condition hat -included materials and the prosocial -
telzgiﬂion only. condition make it diffieult to deteénine the relative
imp tance of the télevision viewing in the materials condition.
o ]
. These results support the nrediction that‘television viewing
combined with environmental cues "and rehearsal materials that are - .
* designed to be used without adult direction can stimulate many .
categories of prosocial behavior. Alt“ough there are certainly many

. differences between classroom viewing and home viewing the findings

. suggest the potential value of prosocial television accompanied by
) well desioned play materials in the home or in sm?ll group settings
such 4s day care homes vhere adults are untrained in educational

M i
-

procedurc31 | .
- ’ f ;
. Prosocial television and training. The most ¢onsistent and
clear-cut effects on positive social interaction vith peers and .
imaginative play occurred in the condition that combined prosocial
television.. related play materials and teacher trsining and
“involvement. Althoush the effects were greater in the lov structure
. classes. the pattern was sufficiently pronounced in both hich and low
¥ structure classes to produce.overall treatment differences. In the
-\ lov structure classes assertive behavior was also hiyher in the
) trainin? condition than the neutral sroup. By contrast uith the
—-prosocial TV - materials condition. however. agyression did not
, ‘increase. i' P
: These‘findings support the prediction that orosacial beaavior \
will be most affected by the combination of television and active
participation by the teachers and children in rehearsal activities.
The activities were structured to proviﬂe opportunities for
generalization and extension of the program themes to everyday
classroom experiences. They were also designed to promote varm ‘ .
positive interactions between children and adults. The training of
»s the teachers was intended to sensitize them to the r cognition and ,
reinforocment of prosocial behavior. The combination of these




features #ith telcvision and independent play materials was apparently
powerful enoush fo overcome the effects of existing group climates
“and to operate across the wide variety of, teacher methods. settings
and child characteristics represented in this sample.

Although the prosocial effects Were strongest in the training
condition, one of the major differences from the prosocial television

and materials group was the absence of high levels of -aggression.

The importance of this difference is revealed by an examination of

one classroom in the training condition which was equivalent to thnse

in the prosocdal television - materials condition in structure,

initial 1evels of ag presgion, and initial reactiséns to required .
television viewing. Th training group did not increase in aggression,

It appeared that ﬁhefteacher in this clagsroom had more positive

. attitudes to the television prozrams and greater avareness of the

prosgqial themes. This may have enabled Wer to facilitate the .
television viewing process and to respond more reaﬂily to prosonial
behevsor In the classroom.

) ¢

Effecﬁs of television on self regulation and socdal behavior.

iha most pronounced effects of all experimental treatments
occurred for social behavior to pecrs. By contrast. there were no -
consurtent effects on any of the measures of self regulation. This
pattern! is consistent with the earlier study where increases in
prosocial interpersonal behavior were manifested by the children from
lower social class backarounds., In that study. persistence increased
for the entire sample but the effects were strongest for children
wvho were above the mean in intelligence# There were also some :
increases in rule«obedience‘ a category that was comnarablerto
accenting responsibility in the present study.,

The” contrast between the ef‘cct" on social behavior and self-
resulation sugpests, that self--regulatory behavior may be more
difficult to convey to young children than social interaction gkills.
This notion is.supported by findings showing low frequencies of many
types of self-regulation in natural behavior (e.g., Friedrich & Stein
1973). 1In experimental modeling studies, self-regulation is generally
more difficult to produce thdn social behavior (Hoffman . 1970).

Perhaps self regulation, requires sreater maturity and perhaps it is
less inherently reinforeing than positive social behavior.

Another possible reason why there vere no treatment effects on7l
self regulation is the very powerful situational influences on many
of these catepories of behavior. Classroom structure was highly
related to most categories intaonde’l to measure self -resulation.
Persistence was considerably higher in the low structure classes
than in the high structure classes and the difference increased in
the experimental period. . This difference may be due to the freater
emphasis on individual and small group 5nstruction with warm, accepting

L]




bR

7

adults. It appears that this experience with independent task
orientation may also have affected responses to the measure of ¢
reflectivixy Children from low structure classes had longer
. latencies .on this measure. . Waiting behavior appeared to be
primarily determined by classroom procedures i,e. less waiting
was required in low structure classes, Both the group observations
P and the individual tests were designed to control scme aspects of
- situational variability, but despite these efforts, classrodm
structure was the major variable related to these measures. The
pick-up time ratings, intended to measure accepting responsibility
in, a group, appeared to revegl different levels of expectations
ani rnforcement by teachers. The more structured the classroom,
the ni?her the pick-up ratings. Iigh structure classes also tended
to be higher.on the individual task measuring delay of gratification.
Mest of the children in the hish structupe classes waited the
. thazinun Iﬁq?th of time on that task. It appears that children's
expexgences‘yith waiting in the classroom carried over to this "y
ind'ividual setting with an adult present.

1

The rest time ratinps nresent a unique problem. The score
assigned to a child appears to reflect the amount of admonishment by
a teacher to a child Thus. the lower scores in the low structure
group may nqt reflect absolute differences in children’s behavior,
but differences in teachers' responses to perceived rule brealking.
The observer ratings of differences in disciplinary techniques are
‘congistent with this interpretation.

Situational variables, particularly classroom structure, have
been important in the. results throughout this study, In yeneral
treatment effects were more likely to occur in low structure groups
than in high structure groups. This suggests the tentative
conclusion that the atmosphere and procedures in +he low structure
classrooms trere more conducive to the acquisition ofjprosocial
behavior through the procedures used in this study. However, the
conclusion that high structure in itself interferes with such
procedures is not wvarranted. There were a number of other \
fdimensions on which high and low structure classes differed. In
addition, among high structure classrooms assigned to different

. treatments, there was higher variability on initial levels of
teacher led instruction, physical facilities and sex ratios within
clagses. Thus. treatment effects could have been masked. .

Implications for Daycare and Farly Childhcod Education.

One of the major purposes-9f this study was to determine
wvhethér prosocial television .and related curriculum materials
i

could be useful in daycare and educational programs for young
children especially the digsadvantaged. ' The results seem to us

to be not only encouraginss but impressive given the wide variety

of classroom and teacher characteristics. As in much educational -«
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research, these characteristics were certainly influential, JBut in

nany iﬁstances the treatments were sufficiently robust to produce
significant positive changes.’ The teachers. children, and physical
facilities were typical of urban early childhood education programs, s
" Both televisidn and curriculum materials were introduced as a part

of ‘ongoing classroom activity by the teachers. No additional

persomnel or space were required.! It seems, therefore, that

prosocial television and curriculum have potential value for enhancing
the development of the whole child. X ,

"ﬁﬁmarx " B .o

' The study described here deals with a twofold problem to
determine whether a television ﬁronram designed to enhance personal,
social and emotional development can have positive effects on dhildren's
pehavior and to determine what elements,in the child's enviromnment may
combine with exposure to such a program to produce the sreatest
positive effects. A related objective was tp provide ihfornation
that could be’useful in the planning of daycare and early childhood
education programs. Two coimponents of the envifonment were studied:
training of the adult caregivers to implement materials and concepts
related to the programs and arrangement of the physical environment
to incredse the likelihood that the child will dse material from the
program in his everyday behavior. The program selected for study was
"Misterogers' Neighborhood.” The group settings were early chiidhood
education programs for urban low income childxen.

-

The dependent variables studied fall in four major categories »
1) positive social interaction with peers--cooperation. nurturance,
helping, sharing, understanding, and verbalization of feelings;
2) self-regulation and achievement behavior- task persistence,
freedom from distraction, willingness to tolerate delay. spontaneous
acceptance of rules, independence. and autonomy" 3) creative fantasy
and imaginative play, and 4) assertiveness and aggression. These
variables were assessed in a natural setting as well as in the .
controlled ¢onditions of the laboratory.

Subjects for the study were 141 children enrolled in urbar Head
Start programs., Baseline data were collected over a three-month
period.  Whole classrooms were then assisned to one of four
experimental treatments’ 1) prgsocial television with teacher
training for rehearsal activities and relevant play materials in the
classroon, 2) prosoctal television with relevant play materials in
the classroom, 3) prosocial television with irrelevant pilay materials
in the classroom. or 4) neutral films wifn irrelevant Jplay materials
in the classroom. Three classes vere assigned to each condition except
the Prosocial TV - Training condition to which four classes wers
assifgned. A total of 20 Mr. Ropers” or neutral films were shown to
each class during the eight~week experimental period. .
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Classes were divided into two groups. high and low structure, on the

The play materials relevant to the prosocial television were
designed to. provide cues and opportunity for rehearsing the program
content in individual or small group play. There were dramatic nlay
materials, craft materials, puzzles books, records and posters,
many directly from "Mr. Rogers' lNeighborhood.” The irrelevant materials
vere books, sameg, and records that were as devoid of prqsocial content °
as possible. In the Prosocial TV - Training condition, the teachers
and aids were given a twelve-hour course and supplied with additional ™
curriculum materials to use in circle time activities. The course was
designed to increase the teachers® awareness and recognltion of
prosocial behavier in children and to provide them with specific means °
of eliciting and reinforcing prosocial behavior. . .

The major dependent variables were derived from obgervations of
natural behavior in ongoing classroom activities. The Tollowing .
general categories were scored: positive social interaction with .
peers, imaginative play, assertiveness, aggression. social interaction
with adults, task persistence, teacher-led instructiocn, and waiting
patiently. In addition, other aspects of self-regulation (accepting
responsibility and rule obedience) were observed during circle time,
pick-up time, and rest time. Individual measures of motor inhibition,
reflection-impulsivity, helping behavior and delay of gratification
were administered outside the claasroom. .

-

Large differences among ciasses in the baseline period led to
a stratification of classes or the basis of the amount of structured
group. learning activities that were regularly employed by the teachers.

basis of bageline observations of the amount of teacher-led instructicn
and observer ratings of classroom structure. Analyses of covariance

of sex ¥ treatment X structure with the baseline score as the

covariate were carried out for each dependent variable.

Prosocial television alone produced few behavioral differences
from the neutral treatmenft. The group who saw prosocial television
with irrelevant materials had lower levels of aggression particularly
prosocial ageression, than the neutral treatment. As this difference
did not occur for other groups exposed to prosocial television. it
cannot be attributed to television effects alone. In the low
strubture classes. they had slightly higher levels of imaginative play.

The effects of prosocial television accompanied by relevant .
play materials varied with cldssroom structure. In the low structure
classes, this treatment was associated with high levels of positive”
social interaction with peers, imaginative play assertiveness
agpression. and social interaction with adults and helping a peer in
an individual test situation. They were lover in teather:-led
instruction. The high structure class assigned to this treatment was
quite different from the other high structure classes on several -
baseline variables. so some of the significant findings may be a
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func;ion<of factors other than the treatment, Children in this class
had lower levels of positive secial interaction with peers, verbali-
zation of feeling, and sodial. interaction.with adults than the high
structure neutral condition, L '

Although the effects of prosocial televisiod\ac ompanied by
relevant play materials and teacher training were more pronounced
for the .low structure classes, many of them occurred across the
entire sample. For the whole sample, children in -this condition
had higher levels of positive gsocial interaction with peers " and
imaginative play and lower levels of teacher~led instruction tham
the neutral condition. In the low structure classes, this condition
was also associated with higher levels of assertive behavion, but
'not with aporession, In the high strucfure classes, _children in the
Prosocial TV - Training\condition had lower levels of social inter-
“gotion with adults thaE\Rhe neutral treatment.

Although there was a slight trend to higher'pers¥stence in
the Prosocial TV ~ Training condition it was not significant. There
vere no condition differences in waiting behavior or in any of the
oservations of accepting responsibility and rule obediences nor
were there any consistent treatment éffects on motoxr inhibition,
reflection~-impulsivity or delay or pratification in the individual
test situations. ) \ .

Throughout the analyses, classroom structure was an important
variable. Treatment effetts were stronger, in lov structure classes
than in high structure classes. In the baseline period. high
stkucture classes had lower levels of imaginative play non—verbal
interaction with peers, aggression (especially hostile ag?ression)
and task persistence than the low structure classes. In the
experimental period. repardless of treatment, children in hggh
structure classes increased in positive social interactions with
peers more than those in low structure classes. High structure
classes had higher levels of rule obedience in pick-up time and
higher delay of gratification scores in the experimental test
sttuation. Low structure classes had higher levels of task
persistence, assertiveness, conformity in rest time, and latencies
on the reflection-impulsivity measure even when initial differences
were controlled.

.The study has implications for the use of prosodipl television
and related curriculurt materials in day care and educational progranms
for young children, particularly the economically disadvantaged., As
in much educational research teacher and classroom characteristics
were important variables. 'But, in many instances the treatments
were sufficiently robust to yield changes despite the wi-de veriation
in teacher characteristics and classroom procedures. The teachers
children, and hhysical facilities were typical of urban, ear]y
childhood education programs. Both television and curriculum
materials were introduc®d as a part of ongoing classroom activity.
No special personnel or space were required. It seems. therefore,
that prosocial television and curridéulum have potential value for
enhancing the development of young children.

L
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X Wi T Table 1 | : S
o ‘(* .. . y , — ‘ . .
h ) Prosocial'Te1e$i§ioq'8eries with Summary of Themes

. * \ L

, \ . : T L
Name of Series: ' Number of ﬁxgirams Themes

o

Rocket Series’ .3 * Persistence

‘ p \

1

Delay of gratificagion
) Self-regulating behavior

\ accepting rules, 1earninp to
ﬁﬁi ' \ wait. learniAg to control

. ’ \\;ggressixe impulses :

ecognition and labeling of :

o feelin"s - »
o Lady Elaine- . ) £
! Henriletta Conflict 2 7 " ' Self-perception- . uniqueness
-t of each individual. acceptance A
2 & . . of differences in self and -
others ) . _,)

»

.

: X the Owl ~ . ' . -
. Corney Conflict .2 Self~regulation® learning to A&
accept rules Ilearning to wait,
" coping with frustration,
learning to control aggressive
impulses finding alternativa
N course of action, ’

Recognition and labeling of
feelings® self and others

Helping . . .

Verbalizing feelings
. . . N
Heighborhood 4 Helping. sharing, cooperation
Switch . . . Recognition and labeling of
. feelings: self and others o .

N ]
) . -

Self regulation- ° learning to,
A accept rules, coping with
» frustration. learning to
' control aggressiveinpulses.

' Persistence




" Henrietta - -

qulette

Daniel ~ Penda
Birthday

’

Rocking Throne

a. Shovn over two waeks. two programs each week.

’ .

%

B
L 2
-
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*Table 1 ﬁcontiﬁded) ‘ \ \\

.
]

“ 2 \\

v’

Selprerceggion uniqueness
of each individual, acceptarce
of differenéég in self and
others

Help:!.ng,'véh‘ar:l.\v\x cooperation

. Recognition and 1 beling of
feelings?” self an& others e

Helping sharing cgoperation

"RecovniEion and 1abe}ing of
feelings: self and o ers

’

Verbalization of feelings

sadness . v
. - \ -

Delay of gratificgtion \'

4 v

$e1f~control / \ .

/
/

Uqgérstanding feelings of thers

Verbalizing feelings
’ / \ ¢ -

+ +
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Table 2

Prosocial Materials

" A Y
L . ~ & !

Materials for teaching helping behavior to young ‘children were Qorgan:lzed on
’ G » ' o
two levels: (1) free play, for individuals or for small groups to use together,

and (2) structured materials, for children to use with adults. Ty

.
1

I. Free Play . : ‘
A. Materials which children could use individually or in small groups (these

[S

were to’be available for use during free play eyery day after having

first been introddé&except for items 10 and 11):

o .
! -~ L ';lq_g_cll_c_sx_: Leo the Late Bloomer ~ ¢
- All tkz Animals were Angry . .
d ' The 'N-[at:te;: of Mittens. ’ ‘
. The Elves, the Shoemaker, and the Shoemaker's Wife
‘ AT o ‘\(Nd;:e for t;:aini"gg groups: T;xe following" two books were
! /e a}rai‘lable throughbut; without being used at; Circ_le Time:
. . Spe‘édy Delivéry ’ .
. _ Rogers' Songbook) o
- 2, Reco::ds: Toabe used whengver records would uﬁsuélly be used-~free
. . plla}‘v, fez_;t: time, snécl&, or Eunch time, activity time, etc.:
5 Rogers Long Play B
R . , 2 Rogers 45 rpm ) _ ‘ -
. * 3s l;icttire puppets: Characters appearing in Rogers' élms.
) ) 4. Hand puppets: 3 boys . ._ ' . ,
i 3girls IR Lo ‘
o ' 5.‘ S’tand-‘up figurés: To encourage generalizing -t':hemezs.
. . “
6. Backdrops: Largetfolding pictures to use with stand-up figures and
. v pict:u{:e puppets~-to-l;:e ,used on lc.:w- tables rather t:han.the floor.
g ' ' ) ) .
| T 53 ‘ i
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Tablé 2 (continued)

. N .

. 7. «Flannel board and piecés-representing all Ro ers! characters and Te

gfogs: Best used standing on the floor against something solid. "\\\\\‘“;;
‘ ! p .

8. Lotto Games: These are based on fwo of the songs wh%ch are recorded

e " - on the cassettes--Hallelujah I'm a Growin' and How do You Feel Today
. - 7 ¢ Iy

?

. % *

- 2

’ Friend? . ' N A
4 - *

9. Children s_picture bookS‘ ‘To accompany 3 songKand 2 chants\\rded

e o8 the paasettes-nrry Again, SOpetimes I Feel So Sad, It's Great to

be/Different, What do You do With the Mad? Here are My Han&s. ' N -
v ) Y-
- 10, Wheels to use for dramatic play revolvi g around two of the Rog*;s'
N \

’ . series' -Rocket Serjes, and Daniel-Panda¢Birchday Series. - ’ \\\\

: - A
‘\\ 11. GCollage matenxals: Trainﬂng groups~--save for specific times called
. * ) ., ’ . . " . . ?

, - ~ for in script; other groups--use at own discretion. //)

.‘ °  B. . Materials for cooperative play: . . !

1. Mockup of the castle from the Neighborhood of Make Believe: To hang 'igw-‘
' ‘ 3 .

\on wall in an aYea where dramatic play can take place,

oo : \ .
2. ﬁ;essup clothes: Large boxes or shelves should be available for
¢+ gtorage of these {tems in the drematic play drea: .
. . N ) ,34 x
. a., Masks for dramatizing Misterogers, Lady<Aberlin, Robert, Troll,

Chef Brockett, Handiman Negri, Francois Clen

+ b, Capes for dramé;izingfxing Friday and Queen Sarg.

c. Gaily colored fabrics for use as capgs‘or'tunics to dramatize

[} . .

othet characters,

- < . . . ) -

3, Materials for making cfowns and ﬁats.

&

A

-

' 4. Rogers' posters: Hang whérever most suitable to stimulate interébge

»

’ . . encourage conversation, and dramatic play,

s *

. . S. Materials for making 'telescopes and telecans: To be used in the ) N

° -

Rocket,,ﬁaniel-Panda Birthday, and NOM 8witch Series. ' »




~ ) :\" ‘ Table 2 (contivued) . ‘_' v

6. - Matérials ¥or making rhzthm instruments' Druma, éhakera, and kazoos—~ ’

. <* ' touse at Circle time. o L a0

“3

», -

( 7: Pictures of trolley from “Around The Neighborhood" envelopes to create

>
- ) ’ d‘ '

a trolley by' pasting them on the sides—of shoe boxes. *

Ml

lrl

II1. Structured Materials ‘o . 3 ; » ' ' A
A, Twentx fiims (14 to 20 minutes long) s IR P

(. M

- 1. Mechanics of‘viewing. Darkening. the room .
N ‘. PR Physical ‘arrangements-~chairs, ventilation -
' ) . Timing--meet bathroom and thirst needs first
_*' Teacher's role in encouraging children to
participate and helping them to maintain
interest . . -

I'd

- -

*
B. Verbal}Labeling,Books (these were to be made available to the ¢hildren .

after they were first read. during Circle Time) oo, .

]
LY ’ 1

1. Thziteaéher reads these books to the children at circle time. Fol-
. _ lowing . each story she tries to elicit from the childrenlthe feelings

L]

¢ .
that were descrihed in the various incidents. She then repeats the.

. . ' *

correct responses, og,indiéatea them if the bhildren ha&e.not.
2, The rehe%rsal questipns after each story could be expanded to ask
children how they feel when'they arL the givérsvof help, and when ‘
-; they ara the receivers og help. : t‘ 7 ’ '

*6. ¥ $criptf to use with puppets -,

1. As the teachEr tells the story with the puppets, she encourages the
‘- children to repeat the lines after her, using their own puppets.

2. These scripts cin be EXpanded to enable the\child to generate more

_ J
v, " of his ownc-content. . Y’
*y, Cassettes and Accompanying Teacher’s Books (two chants and six songs
rare recorded): v T \

k] [N . .

1. Directiona for introducing the aongs ahd the accompanying illus- '

‘tration books appear in‘the Peacher's Manual. We hope the

o

-~ ¢ * .




: \ ' Table 2 (cortinued) s
;o . ' children will enjoy the. songs and cﬁant“s, and learn them well

enouéh that they will be able to use them.to help themselves deal

: . CoA
with uncomfortable feelings and difficult situations.
T T “*57 Games: Described in Teaqﬁér’s Manual, o

‘\

¢ L3

' o

.
g . . 4
. \ o - /'-4'
.

*Only\ the training groups received these materials.,

. 3 .
{ r L .
. s . - .
. .
- 4 -
[y
»
e o
¥ ' ¢
. ®
S
- ¥
- 4L
<
b
. . M
1
.
. - ¢ .
v -
< 3
N >
- -
.
2> -
H .
. , .
- o
* = L]
hY & »
.
- 1 ———
v -
“ .A\’
et . .
» *
/ . ¥
. .t' - » '’ -
<
~
e
3 ‘: . .
E ] ’
2 . [y .
b (
” £ -
< T m——— < - e et Tl R - - A -
é b
» o . - 3 .
L]
. »
v
»
P -
-
~ S
*
.
- <
. ——
o’ . u‘ L4 x
- .
‘ -« U %4
hd v
.
-
v
1)
.
"




-

# “Books : ' ,

- «Cricket in a Thicket .
"Black is Beautiful .

* Object Lotto & .

Little Whitg Duck
Babar, SonMriea ' .

A\
’ »
.
: .
‘ \
L N
?
- [ 4
o2
- -»
;
J -
\f/
. &t
LY P -
& ¢ . ‘ %

Table 3

Irrelevant Materials

Chicken. Soup with Rice
Amelia Bedelia

The. Snowy Day . -
Whistle for Willie ’
ABC of -Cars and Trucks
The Very Little Boy

Gilberto and the Wind

Gamea

Matcub Tens Blocs; 100- assorted J
Colorforms .

Jumbolino .

The World About Us Lotto

Build a Picture ' . T
Color Cubes. . < |
Mailman Puzzle

School Patrol Puzzle

——

-

Records <

¢
’

Seasons for Singit‘fg
You Sing a Song and I'll Sing a Song




Table &

; e L ? ClaSSioom Characteri§tics in Fach

£

4

Experimental Tredtment

. . Cond:'!.t;:ons‘

Neutral .Prosocial TV Prosocial TV Prosoecial TV

: only Materials  Training
Number males . i

’

Clasgroom 1 5 N 2 6 ° 4.5,
2 5 .37 7 7
.3 3 3 4 9 hd
4 - 10 B
N S o) ' N
Number females - “ o
1 6 4 4 ! 8
5 2 g8 - - 3 . 7° 5
3 ] 5. 8 4
4 ~ 4
Center ‘ . -

Mean teacHer - ‘ ) )
wvarmth )

(ratings) ~ ; . . SN

Mean teacher
structure ) . .
(ratings) T , . !

Baseline observation .
of ‘teacher- lnd .

, - __ _instruction -
° . "1 .045 067 .060 .050 - ' .
2 .N36 .n20 .025 046 ’ <o
3 .119 .023 .166 .079
. 4 . | .073
Q . -




'Table 5

: o Summary of Observations

< ’ : . ' ’
a = Aggression ' +p = Persistence y

)

aph = physical aggregsion ' pe = continually staying with an’ o

av = verbal aggression C . -activity* - -
anv = non-verbal aggression pd = persistence when having diffi~ v,
ao = .object aggression ) culty with something

, apl = playful aggression ’
at = tattling . n = Independence

" ad = defending property -non- , .
' aggressively s ni = after indicating need for help

. ac = loud, angry commands . . . -nr = refusing help .

) R : o
e = Verbalization of Feeling f= Fantasy‘

tel = iabeling feelings ‘ fr = role playing alone -
ew = "I want" ¥I don't want" - fc = collaborative (reciprocal)
en = non-verbalization W ' taking of roles
v s fl = imaginative
Understanding Others . ' : . .
. - ol b - bs = brings recognition tg self
" ur = giving reasons for own : . -
' behavior .~ Modifiers \
' us = showing consideration and N o
attempts te understand ) #heg = negative, the reverse of the
;) T othexs . behavior described in the
S uc = comfort, sympathy, affection, category
praise .
up = going against other's.wishes 1 = l-~w intefisity, minimal . .
. ua = attending to distress .
: uq = questing--asking for mater- 3 = high intensity
' . ials or objects ) L
Objects \ i
* r = Self~regulation - . .
. A = adult .
rt = tolerance of delay P C '= c¢hild ) -
- © 7 7 7'ra ‘= accepting responsibility = Cs = children’
re = rule enforcement - - B. = both adult,and child
rd =.rule disogedience - 0O = none"

1 = Positive Sccial interactiqn Consequences

-

it . = teacher led coopgration +8C = positive social from child
"ic = cooperation . 8T = positive social from adult
11 = initiating interaction 4SC = negative social from child
‘ -* 1ih = helping and sharing ' -ST = neggtive social from adult
ia = asking for help K M .= material. gain )
. ¢ if = suggesting alternatives . ~M = material loss 7
. social interaction 0 =no cigar consequences
- is "= spoken (verbal) : ‘ : :
in = non-verbal : = ’ ¢

o »
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Table 6

Definitions of Combined Variables for Individual Observations

v

]
,v

Name of variable

Veérbal interaction
peers

L3

Prosocial behavior to
peers .

Social behavior to peers

Imaginative play R

Nonverbal inreraction
with peers

Demandingness to peers

3

.

Verbalization of feeling

r N

with

.

-Individual categories included

4 [y
is -~ ¢ (social interaction with peers)
bs,.~ ¢ (brings attention to self~peer

object . A .
ur (understanding others)
us (showing consideration)
ue (comfart, sympathy) -
ic (cooperation with peer) .
1i-c (initiating interaction with peer)
ih~c (helping peer) ™
if (finding alternatives)
ur (understanding others)
us (showing consideration)
ug (comfort, -sympathy) )
fc (collaborative role-taking)

A1l catégories in prosocial .behavior

to peers plus

is - ¢ (social interaction with peer)L .

bs ~ ¢ (brings attention to self - peer
object)

fc (collaborative role taking)

fr (role playing fantasy)

fi - ¢ (imaginagive.play with neer)

fi - o (dmaginative play alone)

in - ¢ (nonverbal interaction with peers)

apl (playful %ggression)

Y

ia
ac
av
ew
el

. ugq

ac
ur
us
uc
ua

< ¢ (asgking for help from peer)
commands)

(verbal aggression) .

- ¢ (saying "I want' to peer)

-~ ¢ -(labeling feelings to peer)

- .c (asking for objects to peer)

(commands)

(understanding others)” .

(shoviing consideration) . .
(comfort: 'sympathy)

(attending to distress)

uq - ¢ (asking for objects to peer)
ugq ~ a (asking for objects to adults)
ew - ¢ (saying 'I want” to peers)

re (rule enforcement)

ia <
bs -

¢ (asking for help to peer)
¢ (brinas attention to self -~ peer
" object)

»




. . * 56
Table 6 (continued) . ' y
~ 8. Total aggression All aggression categories except =
: . ~ " apl (playful aggression)
9. Hostile aggression aph (physical aggression) . \
* av (verbal aggression) }
' , 3 anv (nonverbal aggression)
"10. Prosocial aggrésqion "at (tattling) g -
) b ad (defending property) °
- P ac (commands) ¢
/ . re (rule enforcement)
11. Social interaction with is - a (social interaction with adult) '
© adults - ° bs ;- a (brings attention to self-adult
’ - obiect) '
. . . uq ~-a (asking for object to adult)/
e . .+ ii - a (initiating interaction with’adult)
* ’ ia - a (asking for help to adult) N
; T el - a (labeling feelings to adult) . .
£1 - a (deaginative play with adult)
ev - a' (saying "I want" to an adult)
12, Persistence ) pc {concentration -on task)
pd (overcoming obstacles)




S mamer
. ' . o Observer Reliability
Variable Number of Number of Numer of - Percent
times both times second times second agree- ' _
) observers observer observer ~  ment® = .0
. scored scored gave no '
different score
. category
Positive social ~
Interaction (is) 35 * 39 30 39
. Verbal interaction '
. ‘ * with peers” . . 99 .58 31 .50
Prosocial pehavior -
. to peers : 188 L92 130 : .54
‘ Social behavior -
e to peers . 292 - %7 - 138 .62
o Imaginative . _ o
IR | play ' 95 55 42 . .53
: Non-verbal interaction K .
with peers. 13 127 17 \ . +39
' "I’ Na » N
Commands (ac) - . 33 . 19 33 * .52
. Demandingness to peers 921 36 - ' 77 .55
Verbalization of feeling 156 w8 127 .70
.Total aggression ’ i29 31 96 y, -62 HJ‘
Hostile aggression 50.. 33 35 - ) .50
?rosociéi apgression 57 32 49 ‘ .50
... Social interaction S .
irith adults 160 58 134 .56
" ‘Persistence . * 110 31 .70 /.63 -
’ Teacher-led . )
instruct;on (it) , o 60 36 28 55
f
Waiting (rt) 14 2 LN .35 3
; : p ]
' - ’ ~ ' i
a. Calculatéd by formula: 23 x number agreements _
. . " Total number scores \
- ’ for both observers '
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- Table 8§ V. . . _
) \ . Bntercorrelations of Individual Observation Variables Hm.ammvwﬁum Period m
) o ﬂ |

Variables , 2 3 4 5 &7 7 % 10 11012 13 1 15 16 17 1% 1%

’ . - - | 3 . .

1. Positive social interaction 21 36,62 .19 .21 .36 .07 .13 3339 143, .23 .10 033 ~1& -.% 957,26 -
with peérs . ’ : . L <. ; i -

2. . Verbal interaction with peers 53 .72 .32 .21 .77 7060 40 42 I9e 31 .16 A2 0 -6 11 .23

3.. Prosocizl behavior to peers A% 7L L63 L52 .53 .02 A5 46 .50 44 .30 L4 9+ i35 .. .07

- 7y e - - - -

4. Socizl behaviox to peers :64 .34 52« .41 3¢ 46 .50 .62 43 .27 A3 14 . 32 _ 13 02

5. Cooperation ) Co24m 4.5 s k2 %2 10 a1 -1 37 -ﬁ-mw
6. Uelping peers . o 470722 .30 0% 7 37092 .32 A% -.14 -.16-.22

. 7. 'Understanding others ‘ Ab-08 027 .26 69 .21 .10 31 .13 ~.31 .16 .13 -
2.  Imaminative play . u_ -d u,a .ﬁ_. w_. .E. .ww, u.ﬂ.. 3 -9 -.»..,.. aa.
9. Tonverbal interaction with ) . . T N3 me.%mm NMW L“N .MW .MW “mM -.wm..mm

neers ) R S

19. Comniands . L 27 fA 60 36 .33 .02 . A2 - 12 13
11, vemandingness to peers - . J 1 m.u 77 3 . ,.Hm....mo
12. Verbalization of feeling ' . - , D22 .73 .KW :.mw. o;.mw
13.. Total assression | . . . w .mw..wu .92 ,..We:.Mbw.MM

. Hm.‘ Hostile apsression S ) , w . .39 .mM uwuﬁM I.MWw.wm i
15. Prosocilal aggression . : ' . , W .03 -l16 -.13-.17
16. Soc¢ial interaction with A - e s -.05-.15
adults . ‘ ) ] ’ : . . -
17. Persistence . . w -.2%4~,32
* 13, ‘Teacher-13d wsmnncnnuou ‘ ~ ! m . - .““
19, Vaitine | | ) ‘ L B

Note Correlatiocns of .13 or higter are significant at p< .N5 with ¥ = 155. Correlition of .17 or greater are
significart at p <.01. Correlations that are underlinel are hased on son.o<mmwmvﬂwna cateoories,

. . . . . O

O
L

i
’

!
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. . ‘ © Table 9 5
. . Means for Baseline and Experimental Reriods and Adjusted
’ Means for Experimental Period for Individual Observations
+ Divided by Treatment and Classroom Structure __
Variable Struc-. Time . Means (//F\\ Adjusted Means
o i ___ture Period. =’ L - - L
\ Neutral Pro- Pro- Pro- Weutral Pro- Pro- Pro-
» S8ocial social social soclal social social
TV only TV-Ha- TV- . TV only TV-Ma- TV-
. : . terials Train- terials Train-
. ing " * “ing
' Positive High Base .0L5 . 028 014,031 5 ab a b .
social Exp = .036 .042 025 ,053 .039%- ,038"" .029 049
] " inter- o K , ' '
:  --getion Low ' Base ° ,017 4011 .020 .021 : Cap bq' b
f with Exp  .0L5 014  .029 .034 .017° ,018%° .030". .035
' peers S . . —
. A1l Base  %L0I6 .020 017,026 ' ‘ b
) Exp  .025 .028  .027 .04 ,028% .028° .030% .042
. Verbal High DBase  .039 067~ .023 .064 abe b - a
inter- Exp 079 .094 .037  .036 .088% ,076%° .050° .078
action ) : . n
. "with  ‘Lov  Base  .034 .027 .046°  .037 a ab b b
‘ peers Exp D42 .040 w070 063 .047 .049 . 069 .069
, ) " All . Base 037 047 . .035 051 ’ .-
' Exp 061  .067 054 .075 .06% .06% . 060 ,073
Imagin- High Base  .022 ,033 016 .052 . ’
. ative - Fxp 029 .032 .022  ,051  .025 .034 .029 .050
& play
Low  Base .033  .020 _ 062 .045 ‘ _ Lt
. Exp .07 .032 - .054 .045 .017 .03S .051 045
All Base .030 .027 036 ".049 a .ab , b b
Exp .023  ,032 - .033 .043 .022 .036 . 040 .048
‘ -
Non-. High_ Pase  .013  .021 ' .@21  .025 . .
verbal ' Exp 024 -.033  .029 .03k .022  .035 .027 .032
- inter- ) ) .
action Low Base .030  .052 .023 041 . _
, with ' Exp .033  .039 022 .033 .04l .033 .024 031
peers . . )
All Base 024,036 .022  .033 .
. Exp f.q71 . .036 025,032 .031 .034 .025 031
. / . ’




N

ORGSRV

-

4
= " Table 9 (continued)
, Variable Struc{ Time Means ! Adjusted lleans
ture Period :
' N P P I3 N P P ?
 Commands High Base 0016 .022 .006 .017 e ]
Exp , .020 <014 011 .022 ,024 014 ,015 .9?3
Lov  Base, .023 .01l -.0290 .02 . a b s
. Exp | 020 ,017 .038 . .027 .019 L0177 - .036 .026
All  Base €§19 016~ .07 .020 o . b b
Exp . 020 .015 .024 024 7,022 .016 .025 024
‘Demand- High. Base -.025 .033 034 .629 a a a a
ingness Exp 045 .030 .025 038 .047 .029 .032 .039
" to peers . - . : -
Low Base .035 . .022 NE7 .050 c c a b
Fxp .034 .026 .071 -.055 .033 .029‘ .066 .049
, A1l  Base  .030 .027 030 ".039 o b b b
. Exp .03¢9 .02% 045 - 046 040 .029 N IAY) 044
Verbali- Migh ~Base  .061 085 . .026 068 . _ . b ..
zation’ , Exp .095 095 . .033 075 .099 .032 047 .075
of feel-~ . . . .
ing - Low Base .053 .024 079,061 o . a b a
Exp .079 .061 .107 078 .072 .065 .202 075
» Total Hish  Base N42 31.051 .~ .036 _.057 ' a a a a
agpres- Exp L0790 CL061 062  .073 .03 .062 .072 074
sion. . T
Low Base .063 049 .092, .089 - be c a b
Exp 071 .038 L116 .091 .072 042 195 .082
All Base .055 .050 064,073 4 a b a a
) E§p N7 049 .0°9 .082 .0v8 .052 .0%9 073
fostile Tigl—Base s +0k3— 01— —H15——=020 PUE 2 3
aggres- Exp .025 ;.022 027 .021 .035": .024 .034 .023
sion 1Y ;
Low Base .N27  -.016 032 037 - b b a ab
. Exp .030 013 052 042 .029 .016 045 .036".
, M1 Base .00 .015  .726  .02% " s ab
©.029°  .017 039 .031 .032°% .020' 039 .030
Pro- High* Base .029 .033 .013 .031 4 b ab ab
social ° Exp 041 027 .025  .039 ..045 .026 L0297, .03
agrres-
sion Low Base 035 ..023 044 034 be c a b
Exp .036 .023 057 041 .035 .022 .054 042
All Base .032 .028 ~027 .032 a b a a
) ExXp .033 .025 .041 .O(Q .0@0 .024 042 . 040

630.

. . '. f'" B ‘ -




‘ ihble 9 (continued)

K

K

Adjusted Means

"
0

Within' any row, means designated
signifi Qstly diffeérent.

AN

Variable Sti€é~ Time Means °
ture. Period , .
: N P P ' P N P P,
o ’ .

- Sacial _High  Base- ..053.- 047 - ---,037-; .045 a a b
inter-.  Exp 065,065 029,033 ,075%  ,068% 037
action D .
with Low Base ~ ,051 ..049 .063  ,056 a - a b
adults Exp .051 045 .076 <054 050" .047° .071

All  Base  .052 048 050,050, 4 ab
Exp .058  ,055 J052  ..046 ,065° © ,059°  .053
Per-  High Base  .064 .055 _ .066 050
sistence Exp L0646  ,038 .052 TO&Q 053 047 047
Low  Base  .097 .109  .069 ,083 :
’ Exp 092,088 .076  .089 .08  .075  .073
ALl Base  .08L . .082 .068 .067. . ab
Exp .069 064  ,064 .074 .072°° ,061° .062
Teachér- High Base’ .119 125 .166 . ,076 s s a

. led Exp . .103 .109 125 .056 .098% .103% .122
instruc~ . )
tion "Low Base 840 067 04200 b. a c

Exp 059 100 .031 041 .065°  .10L 033
All  Rase  .079  .096  .104 .062 . . "
Exp 081 104 078,048 .0a2° 102 Lo77
Waiting High Base ./ .068 .077 . .046 .103 -
_ Bup 075  .064 .057  .071 .063  .0G&  .052
Low  Dase 034,025 .029 ,.019
.o Exp .040  .033 .025 @oza 044,036 .027
All  Base 051 __ .05L __.037 .06l .
Exp .058  .049  ,041 .048 .053  .050  .040

by the same superscript are not

%

047
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Table 10 -

\ .t

Aﬁalyses of Covariance (Baseline as COQari@te) for Individual Observations

N

% T ratios * ' P
Dependenf“
Variable m . . ‘
. ... Treatment Sex _ Structure Treatmehf TIreatment Sex x Treatment
(3, 124 (1.124° (1, 126 x Sex (3, x Struc- Structure x Sex s
af) af) -, df) 124 df) * ture (3, (1,124 df) Structuge
) v - 124 af) (3.124 df)
‘ * & . )
Positive  3.81 01 1184 a7 . 137, .88 41
soclal | - 8 ’ -
interaction . . .
with peers ’ : .
’ & . % .
Verbal 1.26 .08 . 5,59 43 - 3.73 .67 .63
interaction
with peers
) o : A . ,
Imagimt.ive 3.72- 076 538' i 33 1:2’8 ’ 097 ) '90
play ¢ L '
! Jo .'- R
Non-Verbal 4 A 84 2o 78 . 69 008 ~ - " 10 60 . 52 3 . 45
. interaction e
.‘ with peers -
. %
‘ Commands 2,512 .25 3.47% 43 3.14 0 .95
. ke ’ ‘ a ke
Demandinp-~ 3.96 .01 3.05 35 . 4.43 .17 ¢ .59
ness to peers N
. B
Verbalization .31 - .08 A7 .07 3.47 47 - .09
of feeling ) '
e ‘ a a
. Total 4,69 3.60 .13 NIA 2.50 .04 1.04
’ agpression ) .
M 1 .
Hostile 2.79 ¢ . .42 41 .58 LS54 T .42 41
aparession L B e
. ¢ k113 ) i3 ~
. Prosocial  4.67 2.53 1.01 .20 3.37 . 0 1.35
. aggression . i
a B34 %
Social inter~-2.62 .14 .30 1.18 454 4.36 .23
action with ’
adults
o ek
' Persistence 1.9% 4,79 15.061 .37 12 .19 1.13
’
%2 EH K14
_ Teacher-led 17.78 .144 10.9 16 9.72 .04 Ryt
. . instruction . .
» . ~ =| * - -
Waiting 1.37 3,10  24.36" .01 1.0 84 113
.a p<.i0 *p<.05 ;| W p< N )




Variable Structure
. : High Low
fﬁ ' . . -
Social Interaction .039 .025
' with peers . .
I'd *
/ Verbal interaction 073 .059
- with peers '
Imaginative play 4 035 . 033
¢ MNon~verbal interaction 029« . ,032
with peers . ‘
Commands *1.019 024
R Demaﬁdingneég to peers .037 044
rd
Verbalization of feeling .076 .080
Total aggression ' 073 .075 "
Hostile aggression 029 .032
.~ Prosocial aggr;assion ' 034 .. »038
Social interaction with .056 “'.952
adults -
Persistence .055 .082
Teacher--led 095 .061
instruction ) ya
‘~ . - Vaiting , .062 034
o . .
-t g p-<5 10 N e
: * p<.05 ' = -
* k% p < N 01
A—\\‘*
&
C W S
¢
o . .

Table 11 ¢

-

Adjusted Means for ﬁxperimental Period of Individual %‘
Observations for Classes Divided by Structure

L3

-

F ratio

ik
11.84
5.59°

.38,

fk
19.33

e
* 2[}036

- . *
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v " Table 12 ' , ’
Adjusted llean Scores for Clrcle Time, Picly‘ixp Tine, and )
. . 4 / e . . 1
‘ Rest Time for Treatments in {kggh and Low Structure Classes i
."‘ - N - , ‘ _‘ (@ ‘h ’ - N
Variable Structure . Treapfients _ i ’ '
Meutral Prosocial Progdcial Prosocial All = S
- - e TV Only  IV/- Ma~ TV - - -
) ) rials  Training -
-~ Circle Time High 3.19 -3.27 © 3.54° 3.45 3.36 .
- Low 3.30 3.39/ 3,26 3.42 3.34
| Pick-up  High  4.23%  3,99%% 4312 3.60°  4.06
. Time Loz 3.60 3. 3.37 3.51 3.50 '
Rest time  High  £.69° 3 426° 6813 6.73 '
LOW 5.04 5010 5.99 - J St23 - o
Note* leans with the safie superscript are not significantiy different,
¢ . o \ N
- ] i'\
> , - . - ) \\
L b — S
. i * el
*
* ' ) ‘ . N kY ) .
- 4 - - ¢ 1
+ l 14
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P T _tcTable'13 . \ -
‘ Adjusted Mean Scores in Expérimental Period for e ' : V'
Motor Inhibition and Reflection - Impulsivity
. , . ; ‘ . ,
. ! . *
Variable © ' Sgructure - Treatments
. B ¢ . ‘ - ) . .
- ~ ¢+ DNeutral Prosocial Prosocial Prosocial ALl
' _ . TV-only TV-*aterials TV  Training
Draw a Line- High - 43.2 47.6 - 53.4 49.7
o Low » 48,7 - 47.3- 47.9 51.0 48,7
Wall a Line  High 46,6 50,1 T 50.4
. Low 52.0% * 48,32 38.6P 48,92 47,0
C .
KRISP . High 43,3 44.3 - 67,6 T 46,7
Latency | Low . 85.2 53,0 49.9 & 57.7 - © 54,0
KRISP High 1 ' 48.4 51,1 47.8 C49.1
Errors Low 52.7 52.5 43.7 . 51.5 51.4
krisp . # High =~ ~0.28 7,61 - . 0.01 2.45
Impulsivity Low -2.52 ~-0,67 ~0.70 ~5,56 "—2.3§
(Errors - | S ’ ‘
Latency) . / N
t

Note: ‘eans in one row with the same superscript are not significantly ﬂ,
different, - T : ’ .
£

’ &

&S




.t Varig’ble
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“Note' 1In any row.means

'_ Structure

-

Frequency .

différent.

-

e

- . Table 14 (

“

Mefa.n Helping Scores on the Collage ?{easuré in the E?;erm%p;gl Period

< e

Condition
. ‘Neutralg Prosocial TV Prosocial T¥~
.t Only liaterials’
High .14 .13 e
Low 1.07° <25 © 1.6%
Al .79%P 140 1.61%
. » . » \\
fiigh 5.42 .39 Ve
Low 23,2 13.53 | 69.65
All. | 14331 6.99 1 69.65
H ’ ‘ 2 i
. . &\ ;

-
- !
. .
.. ~
»
- -
. /
s ;

\ \ .
with the same superscript are not significantiy

-

< ‘-’

Prosocial RV
2 Training
. 93 .

]
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Table 15,
' Frequencies of Scores on Delay of Gratification

in the Experimental Period

o
3 -

» . 4 L3

Length of time . Condition ’ B ~
*  4n delay of ’ . .
gratification e
, . ‘ Neutral Prosocial "Prosocial ~Prosocial
L . TV-only TV Materials’ ' TV-~Training.
Low (0-15 seconds) "6 o3 : 7° . 10
. 1 . - > i
Medium (15 - 535 seconds) 1 2 4 * 5°
High (600 seconds) 2 s 11 23 . .
N b \ N
Structure . \ -
High - Low ‘ . - )
* Low & ilediun - s 0 30 <
‘ High ' ) 30 - 31 . -
r ’” .

ERIC o
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. Content ,Summaries of "Mr, Rogers' Neighborhood" Films
X ’ o i
) And their Corresponding Themes . . i
. - : . - * N ) '
ROCRET SERIES. . . RN . -
Summaries of the three filmg: N e

#188: 1In the Neighborhoéd,pf Make Believe (NOM) Handiman Negri and Lady

.

‘- ‘ * . ] * .

Elaine Fairchild plan to launch a vocket to Some Place Else, King Friday says

a launchihg_needs-rules and gives them several. Everyone prepares for launch,
<«

B [ . p) .
Dr. Bill Platypus tekes off in the rocket, but lands in the castle. All are
disappointed, but King Friday suggesba the need for more rules, and they will
f

try again, Mr, Rogers,says sometimeé & new thing is scaxy until you know all _

the rules involved. . b R o

~

#189: NOM~-~Lady Elaine Fairchild and Handiman Negri try aqother launch.
This time Dr, Bill lands near his home; again a failure.' Lady Elaine Fairchild

hits the rocket because she is mad and doesn't know'what elge £o do, Handiman

-~

Negri suggests they need to learn wore about rockets, then make bettgr plané and

try again. Mr, Rogers says that each time they tried again, the rocket went bet-
\

ter and a little_ﬂurther. It's people who make plans that make things work we11.

f .

#190: Mr. Rogers says it takes a long time to grow, but each little person

3

.

can expect to grow big. Noﬁ;~with the helpﬁof'ruiéa.and planning, the rocket is
*launched and goes successfully to Someplace Else. Everyone is happy because the
rules helped and kept Dr. Bill safe, Mr. Rogers generalizes about rules. Peo~
ple 1ike to be told wﬂ& there gre riles, l

Themes from the three films:

-

1. Persistence: delay of grati¥ication. . .o
2, Self-regulating behaviog: learning to accept rules, learning to wait, learn~

ing to control aggressive impulses,
L .y . .

e '
<




'Henrietta comes by in one of her new dresses LEF expects her to want to help

“and people like her the way she is, Mr. Rogers talks about teasing; sometimes

- they are. . , '

. throne. ?enriettd comes by, and wants to be a little bit handy‘(like IEF) and

o . .
" but special people.) King Friday decides to have Corney make a new rocking

Appendix A (continued)

IEF - HEN. CONFLICT SERIES

Summaries of"the two films: ~ .
#442°i Mr. McFeely delivers a package to Henrietta--dresses from Gollette.
Mr. McFeely then delivers cement to Lady Elsine'Fairchild and helps her, pour it°

She is patching her museumn wall, Handiman Negri comes and helps her. When

also. But Henrietta doesn't want to get messy. IEF doesn’t understand and calls

her a sissy, so Henrietta gets mad and leaves., Then LiF feels bad and wonders if

)

»

it is wrong to be the way she is. Handiman Negri tells her everyone is different

it can mékemyou feel bad about who you are. ° People should feel good about who

-

‘#4452 NOMr-H;ndiman Negri‘goes to see Henriet%a, who is still dressed fancy .
) a@
and still upset wigh IEF, Handiman Negri tells her that LEF had said she somg-
times wishes she was like Henrietta. Henrietta can hardly believe it. Handiman

Negri tells her she and IEF are very different, but NOM 1ikes and needs both of

them,’ Handipan Negri goes to the castle, seces IEF go by all dressed up (like

Hénrietta), King Friday asks Handiman Negri tec make his throne into a rocking
N\,

helpsfhandiman Negri with the throne, They try to make it rock, but fail, and

the King is a little upset. Henrietta explains that then:oyal throne wasn't

really meant to rock. A‘rocking throne is different. (Parallel to different

throne. Mr. Rogers talks about differences between people and then goes to
Francois Clemmons' studio to hear some musicians, :
Themes from the -two films:

H

1, Recognition and identification of feelings: self and others,

(

73




Appendix’ A (continued) ‘ ..

N - ‘
2. Self-perception: uniqueness of each individual, acceptance of differences in
“ self and others. ¢ ‘ ; .

3. Helping, sharing, and cooperative behaviorx. S

¥ -

X_~ CORNEY CONFLICT SERIES

. Summsries gf the two films: o .
#398: Mr. Rogers.and Francois Clemmons practice golf;s Francois;clemmons

‘almost hits Mr. Rogers. Mr. Rogers tells of accidentally hitting someone when

”he was small and how both he and his mother got angry. NOM--Henrietta gives

Francois Clemmons g box of dresseés to take to Elsie Jean Platypus, and goes in-

side to finish a letter to Collette. On his way, Francois CIemmon; meets X who

ig practicing hié golf swing, X is waiting for Henrietta)and is getting amnoyed.

~

Francois Clemmons goes on to the Platypus mound. Corney passes by in a hurry

with a big load of boxes. Francois goes dfter Corney to help, .but it is too
late. X has swung his golf club and knocked Corney*s boxes ‘all over. Francois
helps pick them up. X is sorry, but Corney is angry and hurries off. X admits

to Francois that he had peen angry about waiting for Henrietta and had forgotten
to be careful, Mr. Rogers says there are some things you miéht do when fou are

angry that can hurt people, but suggests there ar; other things to doAQith Ehe . .
‘ :yad'that you feel phaé don't hurt peépies . v

#399: Mr, Rogers 4stens to Bob Trow's son and his friends sing. Son says

he 1ikes his family, even though they.get angry sometimes, NOM~~Corney is having
a swing sale and sends Mr, McFeely to tell everyone to come, Mr, McFeely tells

X, ?gt X won't go. X tells Robert,Troll that Corney doesn't reall& want him,

" .’ ’ < - A
and that everyone would have a better time if X isn't there. Robert Troll is

4 »
concernéd about friend X and asks Corney if he knows what is wrong. Corney and

Robert Troll go to find X, X tells them he is a bad owl who hurts people, because )

* ' . . v »
. . ! .




Appendix A, (continued)

he knocked Corney's boxes over yesterday., Corney éays yes, he was angry with X

»

yesterday, but not any more, because he knows X will try to be more careful,

Both Robgrt Troll and dBrney assure X that everybody does bad things sometimes,

.

but that doesn't make them bad people, X feels better and goes to the swing

sale, Mr. Rogers repeats that good people do bad things sometimes.

M

Themes from the two films: . . o

1, Self-fegulating behavior: learning to accept rules, learning to wait, cop-
‘ L%

ing with frustration; learning to control éégressivé impulses; finding alter-

native courses of action, .
R | .
2. Recognition and identification of feelings: self and others,
3, Helping behavior.

4. Verbalizat{on of feelings.

4

NOM SWITCH SERIES

Summaries -of the four f£ilms:

#446: Mr. Rogers goes to McFeelys who are wall papering. Everyone helps;
+ . 3 A - .
you need planning for such a job; you must not paper over windows or doors. Bob
Trow accidentally bumps Chef Brockett and juice gets spilied on the new paper,

It's okay; accidents do happen and it can be fixed. NOMiQMrB° McFeely takes wall-

2 -

paper to Lady Elaine Fairchild and tells her about redecofatiné. Lady Elaine
Fairchild decides NOM could use redecorating and uses her boomerang-toomerang-

soomerang to switch everything., X and Daniel Tiger are both somewhat frightened

and don't like the change, Daniel refuses to come out of his clock;l Trolf gets

A -

lost. King Friday is furious; his castle has been completely wallpapered, even
the windows and doors. Lady Elaine Fairchild can't understand why everyone

doesn't like the change. Mr. Rogers mentions that Lady Eiaine.Fairchild changed

.

things without asking anyone, and people like to know when things are going to

'l

happen, ///

-« ’? 5 ‘ *
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& : , ) . . ' ,

#448: Mr, Rogers goes to Bob Trow's workshop; they explain pulleys and the

- nanaspean

winch, NOM- ’E? is selling maps. King Friday explaing his idea of a winch with

sandpaper ribbon to connect everyone to the castle, Lady Aberlin goes to distri-

bute the ribbon. At the Platypus mound she hears little Anna crying because of
!
the §witch. Her parents are worried about her, DBady Aberlin finds Edgar and the

winch heips them back to the castle, Mr. Rogers says sometimes ita nice to have
a change, and sometimes, its nice to have things just the way they were.

© 0 f449: Begause. of the Switch; Henrletta's glasas cat has gotten broken and

ghe 1s sad. Everyoné is upset over the éwitch (Anna still crying) and King

?riday orders LEF to replace everything. I1EF refuses. Then Lady Aberlin tells

+

LEF about poor Amna, and LEF héars her crylng., IEF Finally realizes that her

Switch really had hurt someone else, and she decides to ase her boomerang~

toomerang-soomerang and put everything back the way 1it' was, Everyone is thrilled .

to have the old NOM bacﬁ; Anna stops crying., Seeing everyone happy, tﬁF decides

this ‘is best after all, She hadn't 1iked King Frida&'s orders, but when Anna

needed her, she had known what to do;/ Many of the neighbors still have mad feel~

ings, however, and Ring Friday suggests having & Pestival of ﬂn& to get rid of
; 2,

them. Mr, Rogers repeats that Anna's crzing had changed’LEF'o feelings,.and’aské
what do you do when feeling mad?

#450: Mr. Rogers pounds nail with hammer.ibNOM~~Gong beging Festival of Mad,
1EF hadn't thought about otﬁgrs' feelings and they are still mad, They hit a
punching bag. Francoxs Clemmons tells Daniel, who has been hiding in his clock,
that eVerything 1s switched back and he can come out now. A Dixieland group
provides music and they‘clap and play tambourines. Robert Troll wins the Ring-
the-Bell contest \hammering) and Daniel wing the Celefy-Eating Contest. Every~

$
one feels better when they have gotten rid’of some of their mad feelings. IEF

¥ 4

|?6 ’ | .

\

r




Appendix A (continued)

. wants her neighbors for her friends, and King Friday suggests she ask before she

switches things again, 1EF is chcsen to close the :estival by hitting the big

gong, Mr, Rogers stresses that there are different'ways to say "I am angry" and .
that after you say you are angfy;‘it is easieripo say "I love you," and it gives

v - P

you a good feeling, ' - -,

o Themes from the four films: ' :

‘1, Helping, sharing, and cooperativelbehavior.

.2+ Recognition and identificatldn of feelings: self'and dthers, ' ’

.3, Self-regulating behavior: learning to accept rules, coping with frustration,

iearning\to control aggressive impulses.,

<y

. .4, Persistence,

 "HENRIETTA SERIES : o - -

" Summaries of the four films: .

. t#306 NOM--Mr. McFeely brings a,letter for. Grandpere from his granddaughter
éollette. She is coming for a visit. Grandpere shows Mr, Mt?eely a picture of
:her; She is very preﬁty. When Henrietta comes and sees the picture and hears
Dr., Bill Platypus say how pretty Collétte is, she 1is not very happy. Later when

. X &nd Lady Aberlin go to see her, she is a11 d:essed up and speaks "French to
them, Lady Aberlin and X are concerned about her., Lady Aberlin goes to the .
Eiffel Tower and sees fancy Collette's picture. She understands why Henrietta

is all dressed up and hopes that she will realize that everyone likes Henrietta

just as she is., Mr. Rogers repeats that Henrietta thought people Vouldn't 1ike

-
»

her anymore unless she was fancy.
* o #307: Mx, Rogers is doing fancy writing., He spills ink and gets angry.
NOMr-Henrietta is still dressed fancy. “Handiman Negri sees that Henrietta is

. sad and read’sures her that he is her friend., Handiman Négri then sees Collette's
] .

Ry
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plcture, exclaiﬁ? hoﬁ faﬁcy ghe 18, and Henrietta is hurt even more. Henrietta
Qells the picture that Collette can;t take her place, and kno;ks the picture to
the ‘ground. She is frightened then and tries to get iE back and can't. THandiman
Negri éo;es, piéks up the picture and finds'Henrietta. . She asks him noé to ;end
her 8Way._;liandimah Negri, realizes she knocked over the picture, helba her fix
-~itf and explains that she is the only Henrietta'they ﬁave and they need herlan&

would pever send her away.‘ Mr. Rogers says that Henrietta feels left out and

¥ ’ » N

- - o .
N o .

angry. \ L.
- gggg{‘ NOM-~Collette’has agfived Ahd is with Grandper;. Chef Brockett
brings yef a ahrpriSe éake; They put it on‘égegrailing of the balcony where it\\\:
looks like it miéht fall, th;n they go inside, Later Robert Troll findsAHenrietEa
lggking at‘thé‘cake and wisﬁing it would, fall, Robert Troll knpws she feela,that

| 'if she can't have the cake, she dggsn't want Collett; to have it‘either.” A gust
.of'wind then knocks off the cakeiﬁnd ig smashes onto the éloor. Henrietta‘thinkg
she did it by wishigg, and is mi;qrable and ﬁfraié.she'il be sent away. Lady
Elaine Fairchild coSgﬁ, sees the cﬁkel and tells them a gust of‘w;nd has blown
}hings down all over the Neighborhood, just like the cake. It wasn't because of
Henrietta's wisﬁing. Lady élaine fairchild uses her boome:ané-toomerang-soomerang

L4

to return the cake to {ts proper place in perfect condition, Henrietta is very
grateful, . .
ﬁg;g; Mr, Rogers’ tries to make folded paper hat. NOM-~Lady Aﬁerlin goes
_ to the Tower and f;nds Grandpere and Collette. The cake 18 still uneaten.
Collette has decided to sh;re it with everyone at a party. She suggests that
., Lady Aberlin diatribu;e party hats to invite people. Lady Aberlin takes a hat
to ﬁennietta, but Henrietta says ghe's not going because it's not fair that

Collette had first a cake and now a party all to hc self, Lady Aberlin explaing

that Collette is sharing the cake at the partys. Henrietta still ‘feels hurt and




.
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won't go. Lady Aberlin distributes the other haEs, then goes back to the Tower.

When Grandpere learns that Henrietta is not coming he's upset, .since he needs her

to introduce people to Collette, Henrietta feels much better when Lady Aberlin
tells her she is needed to do something Collette can't do, apd goes to the party.
Mr. Rogers and Mr, McFeely try again to make paper hats-~again fail. Some things

* I can do well; other things I can't do so well,

Themes from tlie four films: » . \ , s

1, Self-perception: uniqueness of each individual, acceptance of differences

1.

In self and others. 9
2., Helping, sharing, and cooperative behavior.,

]

3+ Recognition and"identificﬁtion of feelings: 8e£ﬁ and others,

-

‘DANIE; ~ PANDA BIRTHDAY -SERIES 5

%

»Summaries of the three films:

v

-

#422: Mr. Rogers paints, and Suggeagg that some people paint when they are
angry. to help them feel better. Other pecple do different things when they are
angry. NOM--Panda is very sad over not having a birfhday. He mentions that on

"

Planet Purple everything is £he same, but here there are lots of different things
things and different people, At the cleck, Francéis Clemmﬁﬁs and Daniel Tiger ’
are talking about birthdays. Daniel's birthday is Fridey, but he feels sorry
Qfor Panda and gives his birthd?y to‘him. Paﬁda is then very happy to have a
special day. Mr. Rogers wonders how Danie;‘will feel the next day and stresses
that in the real world everyone has a special birthday, a name, & body, a hist;rf.
#423: NOM--Daniel's friends are worried about him bécause'he has a cough,
Yoshi goes to see ‘how he ;B. While coughing, Daniel tells Yoshi how he Qad felt
sorry for Panda éhd had gi&én him his birthday; but now he feels sad and left out.

¥
Panda is getting a ride in King Friday's plane and that is what Daniel had wanted.

-




”
’.ﬁ .

Sumparies of the two films:

¥
Apiendix A, (continued) « 16,

- e .

. ) . . . - F
Yoshi explains that two people can share the very same birthday, Handiman Negri.

- .

agrees, When Daniel understands that both he and Panda can share their birthday

and bothtgo for a plane ride, he is happy and stops coughing. Mr. Rogeés again

. »

goes-over sharing birthdays. . ) 1

#425: ﬁaMr-Trolley decorated. 1It's Daniel and Panda's birthday and they
prepéie fg; their plane ride. King Frida} urgés them to be carefui{ Al Yorden |
is going to tak% them to Planet Purple and they will'gtap at the moon og‘the way.
Lady Elaine Fairchild brings a cake for the mooh, which is also sharing éhis
birthday. .Yashi, Al, Daniel, and Panda take off. Mr. R;gerd §t esses that the
plane ride to PianeF Purple was a pretend one, He 8ugge;t8 making up stories
about their ride.

Themés from ;he three films:

L]

1, Helping, sharing, ard coo%éfative behaviox.,
2. Recognition and identification of feelings: self and others.

3. Verbalization of feelings: sadness,
¢

ROCKING THRONE . - , '

-

#444: Mr. Rogexs shows baby chick1~takes a long time to hatch. NOM-~King
Friday has Mr, McFeely take picture of the rocking Fhrdns that he ‘wants to Corney.
Corne§ is taking a nap and doesn't want to be disturbed. He is cross :;th Mr,
McFeely and éon't listen to‘him. Mr, MéFeely didn't know what to do. Later
Corney apo%ogized, explaining that he gets cross when he is sleepy. He gets ex~
cifed'aﬁout building the :ockiﬁg éhrone. Mr. Rogers says it is hard to know what
to do whén gomeone won't 1listen when you try to tell them‘aomething iﬁportant.

#445: Mr, Rogers doés a potatoé print;” says it takes a long time for things

to grow and it's hard to learn to wait. NOM--Corney 1s finishing the rocking
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‘ Appendix A (continued) . . 77
.’ . tbrone. " He has Miss Pa’ul‘i'ficate do gome emhroid{ary for it. X the Owl is trying
‘ hard to wait, b&t gets impatient; he wants to deliverg;he throne now and géts‘a'
little angr§. Wﬁen the throne is finally finished and delivered, King Friday 'is
very h;ppy with ié; and very ed that they took the time to do the j;% well.
King Friday knows that all go gro%ing thinéglgake.ti;e, and he l;keb the way X
t is growing, Mr. Rogers®later goes to Hahdiman‘Negri's music shop to hear a group

of black ﬁusipians{ . X |

3

Thenes frém the two films:

-

. " N M
1, - Delay of gratification, <o
2. Self-control,
3. Undersﬁanding feelings of others.

4, Verbalization of feelings.

Y
&

| .t &4 o
| « . ,
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" Visit with Cowboys,

Appéndix B

v

: Neug:ral Films

Circus Day in Cur Town

« Pride, The Saddle Horsé
African Girl - Malobi
Adrport in a Jet Age
Adventutes of Bunny Rabbit
Animals Growing Up
Jobs in the City = Construction
Jazzoo .
Norwegian children
One Rainy Day
Matter Everywhere 5
Mr, Hoto Takes a Walk q(
Milk ~ As- You Like It.
Space Flight Around the Earth

i

" Spring Comes to the City '

Tembo the Baby*Elephant

Rhythm is Everywhere .
Rabbits
Pony Farm
Animals Move in Many Ways
Curious George Rides a Bike °
Kangaroos ’
" Fireman
nimgla of the Zoo
PeopleSoup
Three Little Kittens
%00 Animals in Rhyme
. Prickly, the porcupine -
Spring in the City

¥

-

iy

*
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Appendix C (continued)

I3

|« Suggestions fof Use of Prosocial Materials

“For -Groups without’ Tréining

3

Dramatic'!Plaz Materials: B . : ' \
1,- Set of stiar;_q—up figures wit:h City Backdrop. . > \

2. Set of pictures of puppets and persor\lalities from "Mr., Rogers' Neighborhood"

with a Neighborhood of Make Believe Backdrop.\‘!

]

3. Flannel board and piecés.

- -4, Masks; fabrics for dressup clothes,

v
» T

-5, Telescopes and telecans, Yo
6. Wheels, ' ;

\ 7. Puppets,

¥

& .
8. Material to create-a mock-up of the castle 6f make ’believe.

L
.

<
L

We suggest that for the first four weeks of £ilms, you limit the number of props

and pictures introduced with the backdrops'and flanné)l board to those appearing N

L Y4

in the film each day, To assiét: you in aéc.omplisﬁing this, wé have inc‘iuded:pic-
» : -

tures of all the characters and lists of the films vinowhich they appeaf. You
N

may wish ko continue limitir{g the pictuxes and props throughout the eight weeks,

7

However, after fout weeks, the( children will have met all the characters, and

[}

they mdy want to use some from different series tugether, 8s they create their

»

own gituations, : ' E .
3 -

-

. 5 | .
"*With the city backdrop,, you may wa?t to vary the numbexr of stand~-up figures you

make available at any che time.

"In order to give everyone an opportunity to use the new materials without having

to wait a long time for a ‘t:'urn, you may want te introduce all of them on the

83. - -
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3

_ weeks of films, if interest seems to subside, perhaps rearranging the materials

 An airplane appears in one of the series and a rocket in another. A portable

" .Books: _ ) . N

Appendix € (continuéd) ’ ' . .

L)

same day inudifferent parts of the room. From time to time during the eighF

| s . C.
in different locations in’ your room will help, or making them available during a

-,

different time of day. -, A

L]

[ ] . . ) . - .
play wheel ig provided for dramatic play to usé with these series of films. In-

cluded 'in the box 15 some plastic tape which you may want to use to outiine a

~ 5
s

plane ana/or a rocket op your floor, There gre 7180 some materials which can be

» -

uged as telescopes.and telecans (waikie:talkiea) with these‘senies.

If your children Enjoy looking at books during rest time or througheut the day,

z

you may want to introduce all these on ypur'book shelf at one time, putting a

like number og_yeur°present supply away, and keeping your total number on the

.k

shelf about the same as usual, . o

I1f your usual story time is a total éroup_Eime, you may sometimes enjoy dividing

the group in two with the teacher's‘aide reading to half the group, If some

\

children do not seem ready for a’grouptator§ time, perhaps there are some qﬁiet
acti@ieiee they could engage in‘(phzzlee, pegs, other manipulative meterials)
.indepeéndently at this tire, ’ ' ’ T : ‘
From time to time ydﬂ may wishﬂto vary the location and the arrangement of ;our
story group~-from chairs in a circle to fndividual rugs or mats, to one large
blanket or rug, .to outdoors under a tree on warm days. If the group is large,
it helps everyone to see 1£ ‘the teacher sits across from and higher than the .

s

children, and moves the bpok from gide to side and in front of herself all the

84 , ‘
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A

Al

t;mé she is reading so that the pictures are :zlearly Qisible‘to everyone all dur-
ing the story. If the teacher varies her voice when reading different roles, it

will enhance the story for the childrem,

Records:
‘With the exception of story tima, and construction work with. blocks or with tools,

music lends itself to almost every other t;me period in an early childhood pxos

_gram, In addition to special times that you may regularly designate for listening,’

singing, and rhythmic activities, other listening times might be during rest, dur-
-~

ing snack, and,g_luririg lunch‘ times. Since snack and lunch periods‘are also good

times for conversation, music at these times should be selected for "mood setting"

and for the ﬁogg part should be instrumental without lyrics.

. [

Music belongs with activity and can contributé”Ebnsiderably to creative art ex-

periences such as easel‘painting, fiﬁger,painting, and work with clay, and is
- .
alsb good bankground.for water play. Lt

5 o R . [N
AN

, The records that are included in these materials all have words., We hope you

will hnjOy using them with your group for your regular listening and singing
/ J L 4
times, as well as at rest time, and during many activities.

o
““c




Games -

Suggestions for Use of Neutral Materials for Teachers

!
- !

Books , B

If your children enjoy looking at'popks during rest time or throughout the
day, you may want to introduce alilthese on your book shelf at one time, putting
a like number of your present Suppl? away, and keeping your total number on the

shelf about the same as usual, b .

We have not followed any special theme in our Selection, but have tried to

" provide a variety of subject matter, and a range of complexity, hoping each child

will find special enjoyment in at least one book.

If your ugual story time is a total group time, yéu nay sometimes. enjoy
dividing the group in two with the teacher's aide reading to haif the group. ,If.
some children do not seem ready for a group story time, perhaps there are some

quiet activities they could engage in (puzzles, pegs, other\manipulative mater-

’
H

ials) independently at this time. ' / °

From time to time you may wish to vary the'location and the arrangement of
your gtory grOup-~from chairs in a circle to individual rugs or mats to one 1arge
blanket or rug, to outdoors under a tree on narm days. If the group is largé, it
helps everyone to gsee if the teacher sita_geross from and higher than the children\
and moves the book from side to side and in‘front of herself all the time she is
reading, so the pictures are clearly visible to,everyone all during_the‘story.

If the teacher varies her voice when reading different rales, it will enhance
the story for the children.‘

RN
ﬁe are not concernen that children iollow the specific rules given for some

of the games. We feel that children often work out their own approach to gaies

that is appropriate. to their level of understanding. However, qhildren”with
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Appendix D (corntinued)

»

older siblings are often insistent that someone teach them the rules as printed
on the box 1lid. In this case we hope you will familiarize yourself with the ’

rules, and explain them as simply as possible at the same time assuring them

. . B o, " &
that when they are learning a new game, it's all right to try it their own way

s

the first few days. ' : . ~
Freedom to experiment vith their own designa with the colorforss, color
cubes, and Build a Picture will help the children to gain in self-confidence and

self-reliance. Teachers will know which children may need extng encouragement

IR

and praise to initiate and then pursue their own “ideas. The patrerns and ‘sugges-~
tions in the boxes could be used much later in the year to stimulate renewed in-

terest in the materials after the children have had ample time*to develop and ,
. . rt
work out their own ideas, . » . .

When children have dirficulty with new puzzles, some cues that may be hélp-

N

ful are: colgr, shape, size, usual location of.a familiar part. 5
The Matcub Tens Blocs may provide a differept level of experience with nuﬁ

bers for children who have already gained some skills in this area, For others

the introductory’experience may be purely manipulative. We hope all childreh
—_— [

will find some pleagure in their use. ’

L

Perhapr some of your children enjoy assuming the teacher's role with lotto

-

gamea. 1f you can help them work out taking turns, this can be a very satisfac-~

- ] -] -
tory experience.

Records

With the exception‘of story time, and construction work with blecés or with
tools, music lends itself to aluest every other time period iu an early child- .
. . hood program. In addition to special times that you may reéularly designate for

listening,/singing, and rhythmic activities, other listening times might 'be dur~

ing rest, durinéjgnack, and during lunch times., Since snack and lunch periods

4 ’ r~ 87
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< * R ?

‘ are also good times for conversatién, music at these times should be selected
for "mood setting" and for the most bart shogld be instrumental without lyrics,
Music belongs with activity and can contribute considerably to creative art

experiences such as easel painting, finger painting, and wc;rk with clay, and is

also good backgr:ound for water play. ‘
, The records that aré 'included in these materials all have words, We hope
you will enjoy using Ahem with your groub for ycl)ur\ regular listening and singing

times, as well as at rest time, and during many activities, The Ella Jenkins

récords encourage responses from the children., ,

L] - ; »
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Sample Ciréle Script

-  DAN - PANDA BIRTHDAY -SERIES

N ‘ _ Monday ~ DAY #1
. MATERTALS NEEDED FOR CIRCIE TIME: ' (View Film #422)

- 1, Cassette: Sémetimes I Feel So Sad
2, Teacher's Bgok: ‘Sometimes I Feel So. Sad

3. Table with NOM Backdrop and figures of: Panda ¢

F. Clemmons.

D. Tiger IR -

- ’

These qhould be on a table near the locker area 86 'children can gsee, play

with, and arrange them as they wish vhen they first arrive at school.

" 4. Materials for making one of the rhythm instruments on nearby tables.

-

' 0 SCRIPT AKD INSTRUCTIONS:

-t

> Song and Book:

PANDA WAS SAD BECAUSE HE DIDN'T HAVE A BIRThDAY. WE HAVE A SONG ABOUT FEELING
7 .

sap, 1'LL PLAY IT FOR YOU NOW, '

\ .
(Play cassette of Sometimes I Feel So Sad and show plctures in accompanying book,

. Go through this twice and encourage children to sing along as soon as possible.)

Dramatic Play with NOM Backdrop. | )

(Teacher moves the appropriate picture puppets as.children help her to retell the

N
story.) - : \

]

AN

. WHO WAS IT THAT WAS FEELING SO .SAD TODAY? .
i . (Panda) .
° ° WHAT DID PANDA DO ABOUT HIS SADNESS? ,

(He told his friends about it.)

. :
° ‘ '
.
¢ :
] .
.




Appendix I (continued) . 36

. DO YOU REMEMEER WHO HIS FRIENDS WERE? o

-
-

(MTS. ?latypus-~or Elsie Jean, and Daniel Tiger, and Francois Clemmons.)

DID THEY DO ANYTHING TO HELP -PANDA FEEL BETTER? _ .
DANTEL. TICER HELPED KDY FEEL BETTER BY GIVING PANDA HIS BIRTHDAY DIDN'T HE?

FRANCOIS CLEMMDNS HELPED BY LISTENING AND SAYING THAT HE UNDERSTOGD. WHEN SOME -

; ONE HELPS YOU IT MAKES YOU FEEL HAPPY TOO. ‘

’

"‘QQ’ .

Activitz Q .
. (Teacher indicates‘materiais that are ready for mgking any of the rhythm instru-

ments and suggests they begin working . over there, This activity can be continued -

w

whenever it fiéa‘into the regular schedule,.so that each child eveﬁtually makes a

drum, & shaker, and*a kazoo.) .
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Baséline - only rating

1. leads many activities 1.

@

comments

2. high degree of private or 2,
semiprivate communication

COMQCS

overt facilitation of-iaa? 3,
task-dndented Behavior

¥

comments

negatively evaluates 4,

children (disapproval)

commenté "-

e

positively evaluates 5.

children - (approval)

“u comments

<

dqﬁination through
threat

comments .
uses touch physical 7.
affection in comforting

-~

compénts

. z

3.

i

expresses and labels owm 3.,
feelinns

comments
rd

. publicly huniiliates
children (zhane,

t’ " ridicule) as means

\ of control

&

corments ~ )

£
N

.

Appendix F~
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.

*

(SR '
strongly .

agree agrees
strongly
agree agree
strongly
agree agree

A

strongly , .

asree asree
- %
strongly

agree agree

strongly

agree agree

* ‘stronzly

agree’ agree
L ¢

stronaly

agree apree

strongly .

agree agrece

Scales Used for Rating Teacher Characteristics ° .

naithon
agree nor
disagree

néither

-anree nor

disagree

neither
anrae mor
disagree

neither
agree nor
disagree

neither
acree nor

disagree

naither

‘agrec nor

disagree

neither
apree nor
disacree

Q
neither
anree r
disagree

neither
apgree nor
disagree

disagree

.

disagree

disagree

disagree

disagree

disagree

disagree

disagree

Vi
* 3
disagree

-

strongly
disagree .

strongly
disagree N

strongly
disagree

atrongly
disagree

strongly
disapree

strongly
disagree

r

strongly
disagree

strongly
disagree

strongly
disarrea

~d
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e N . Appendix F (continued) - "
. strongly neither strongly
, 10. specific techniques 10. agree 1nree nnr disagree disagree
used in communication disagree - - .
of listening .
1 strongly neither strongly
comments 11, /égree agree nor disagree- disagree
. disagree
11, Asks for reasons of { ' T '
behavior, when / .
disciplining
comments - - ‘ .
- . strongly neither ° strongly
12, ptivate disciplining 12, agree agree nor disagree disagree
L : L tisarrae -
comfnents- o . )
s : strongly neither . strongly
13. calm, acceptant 13, agree agree nor disagree ddsagree
transactions digagree
comments — -
' ' strongly nelther stroagly
14, academically oriented 14, agree agree nor disagree disagree
. , disagree’
comments .
, stronply nelther , stronply
15. wuses imaginative play 15. agree agree nor disagree disagree
and. fantasy . disagree -t
comments _ .
o neither - strongly
16, use of control 16. strongly aprece nor disagrec disagrce
technique anree disagree .
comments _ . .
g strongly neither stronely
17. class activities *17., agree .agree gor disagree disagree
E; gstrugtured 1isarree
. P comments -y )
. . strongly neither stronnly
13. sarcastic - 18, arree asfcee nor disanree ‘igdnree
. disagree
comment's e : ‘
strongly neither strongly
19. insistarce upon atten~ 19, apree agrge apree nor disarree +isacree
. - tion to task ' ' disarrec
. _ .
. comments —_— . s
-
* .
‘) - -~ ,’l ! ,
@ : - oz :
| J-;;; « w




20.

21,

23,

24,

25.

26"

~

27'

N

_Appendix F (continued)

o * strongly neither
controls through 20. agree agree - agree nor disafnree
standards with ) disagree
appeal to convention '
as source of author-
ity . . '
comments . ’

' strongly neither -
attentive to pupil's 21. agree agree anree hor disagree
needs < . . , disagree
comments> _ = ,

: strongly neither
good natured. warm ' 22., apree agree agree nor disagree
¢ : disagree ,
comments .
~ strongly, peithgr ~
supportive | . 23, agree . agree agree nor disagree
X - > disagree
comments _ -
strongly neither
patient 24, agrce , agree agree nor disagree
. i '+ disagree .
-comments ) .. ) .
- stronply neither ‘
high tolerance of 25. agree agree agree nor disagree
frustration ’ ; disagree .
comments . . . ,

- strongly ° ¢ neither
hgs'children wait 26. agree ° agree agree nor disagree
long after .. : disapree
announcing activi - L .
ties, e

. ! - s w . "
_ comments L - .
-Qtronyly neither
misinterprets child's 27. agree .. agree agree nor disagree
behavior or inteantions 7 disagree :

(child may be trying
to be helpful (teacher
does not see this and
scolds child for

.

‘misbehaving)
LI

) ‘ v
comments N ) :

. a

~ed

3
o
+

strongly

disaaree

:strongl§
disagree

* strougly

digagree

strongly
disagree

strangly
disagree
-

*

"strongly
didagree

v

stronply
disagree

strongly

,disagreeJ

<
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‘ . Definitions of Observation Categories
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' . . £ Observation Catepories

“ \ﬁﬁ .

General instructions: Behavior and certain types of stimulus situationSJWill
be recorded sequentially as they occur. The codes appear on a sibhgle sheet. Def-
initions of each category follow:

Each child will be observed for 5 minutes, lhe 5 minute period will be di-
vided into 5 ope-minute time blocks, Any one behavior category should be scored
no more than once in a‘minute. Mote than one cat gory may be scored wirhin the

. same minute, . .
. . . §
Abbreviations o Lo e ~ 1
- 8= child observed ) ey T Y
* _{C = any other child y, ' e o
' = teacher o7 74 " BN s
0= other person, child or ,adult .

Fox each observation, play activity, beha¢iox ;ﬁacoory, object of behavior
and congequences of behavior will be noted./.In somke instances, which will/pe
specified later, modifiers, such as intensity, will also be noted. Ny .

Scoring of a continuous or repeated_act
: N * ' - [ :
- For the continual or repeated occurrence of *he safe action, during the 5
. minutes, score the behavior category only ence pér mjinule, bukb at 1nt_en31ty level
3.
~

~ €. g., S may hit Child ‘A one time or 12 timef\and still only get one rating of
ap (physical aggression) ‘80 long as this action has all occurréd in one time
blotk, However, the intensity of the behavior is High in the two cases and would
be scored.difterently for ea§h. - .

- deifiers ) ’ T
These are aymbols which can be added to categcries to indicate that the ac-
+ tion hag d particular component, These are not to be used alone.

”~
.

¥ 3
) v . & behéidor has, verbal component
neg/= negative, the reverse of the behavior described in a category, e.g.,
negative comfort, reassurance, sympathy~-~S laughs when child falls off
R a rocking horse
low inténsit§. Behavior is minimal, but. scorable,

.
L
[

, high intensity Unusually intense,s long~lasting, or rgpetition of the ‘
- sarte actions.‘ ' ’ ‘
. N ! \;) / ’ »
égerage intensit n¥i/is assumed and will not be rated. . . .
// Play,ActiVitie" (to be designa;ed by brief beginning of word) awj. .

Wben the following categories describe the mnjor activity in wbich S is, en~
ggaged, use them. If he is engaged in some activity not listed, write it if you

*

~

*)

- )
. ‘ ; : P .
g ’ - 3‘;" ‘ 11/11/74 IFS 3443:AS .




e

+

Misc,.:

., Qrt =

'structured sa t .

blo =

cli =

con =

dol =

gam =

hou =

Jui =
min =
mis =

mot =

mus =
non =

pup =
res. =

rel =

vol-c=

rol~o=

san =
.

can do 8o without losing the behavior xratings. If you cannot write it, score

nusic, . : .

sand--in sand box and using sand (don't‘Eco:e this if he is'doingy,~
samething like painting on a table which happens to be in the sand bo:).,

J
N - \ S~
- '

+ Vs

> i

«*

art and drafts4~an;ﬂartistic activity such gs painting, cutting and , ‘
pasting, clay, crafts, or others where matexéﬁlﬁJéYe basically an~-

L

' !.)‘ ’

. oo

. » ~ e

blocks. LA / ) PR ;§e - o
climb ~~any cli mbing on bars ot othor equip nt, . s . '

¢ ‘. ‘
constructionJgputting together meLerials which }re at least partially
structured such as snap-blocksf/pu-zles, tinker-toys, Lincoln logs. .

%

play with dolls, or related type figures (cardboard stand~up people).

an organized game such as tag, football races, or any dther group
activity where there are at least some minimal rules being followed.

< Y

group-~a demonstration or other ‘group activity led by adult.

.

housge.
juice.

mani pulative-~84ail toys ‘'suzh as doll furniture, toy garages, etc,
misc,-~S is engaged/in an activxLy that does not fit above categories.
Write in what the activity is. i -
gross motor activities~-running,“pu shing things, or any other gross
motor activity not included in more specific categories above»

2

none~--5 is waﬂdering, going between tasks, or just doing nothing.
'. 2 h
play with puppets, . <
. (1} x * ‘

read~—use of bocks or listeninv to story.

o

iole play-~principal activity is playing house, cowboy, fireman, etc.
Include dress-up if that is the priheipal activity.

Crime and adventure role playing surh as cops and iobbeﬁs or.cowboys
and indians.

other~-rol° playing occupations (firema@, transportatiqn (going for a
boat ride in a chair), or other role playing activities not mentioned
above.

i
] . ’




shopwork~-use of tools such as h%mmer, saw, etc,

Object (target} of behavior (Scored Jjonly with behavior Qategories, involving,

i

il

= Cooperation,

"Children

.' "

: 5 other people, -not S alone.) \\\\\
%dult , | .

Ehilg

. ¢ -

Both adult and child T e

Score zero if'it is not clesr whether the bekavior is directed towards

anyone, .
¥ ‘ * M ~ 3

PogitiveoSocial Interaction

Q L

.. . ,

[

-

S int&racts with one or more chi1dren in Such a way fhats be~

havior is.directed toward a comdén goal,

This may involve making something

-
’ t

-

togethér, exchangi!

ganized game. Mugt
time activities or

—an adulte Activity-

\-

g materials, taking turns, or participation on some orr
last at least 10~15 secondss .Do nét' include circle

activities that are organized and directed primarily by*
‘may be suggested by an adult.

- -
~

-~

, . ¢l
’ sli = slide,  ~ - . i .
N b . : ‘ )
. swi =.swings. : £ . ) . ¢ »
) . . ‘ - r- - .
o veh = velicle~~any riding ‘activities; trikes, -etc, ’ L7 )
g <, i ‘- « - ~
. . o — ~ -,
.. - walk = going on watk as a group, y ’ I .
a / . ‘ » . /
¢ 1+ yat = wate;--when pr*ncipal activity, 'h : . ‘

A
Y- TR IN Several boys run in circle chasing one another, but not aggressivelya

+

it =

! Y-

’

Teacher-led cooperation, .
. activity is led or directed by an adulte

.Has,some organization Nike game of tage They took»turns being ey

9 i~

' Primitive ‘football game with a group of boys chasing and taching

the one with the ba11. .This would be doubrcscored with aggression.'ﬁ

a
Fad '

'8 pushes Wagon filled with other children, *

L

- ol

ng S%s putting clay into puzzle mold
S doing so more actively than' C, °

Both aré participating, but

3

Three girls jumping rope together, taking turns holding ends of rope.

Cooperation as defined above except that the

S joins T and other children to help carry tableqinsioe;

[y




»participates in joz.nt biock building project, that T organizes.

) Several children work with T to carve out a Halloween" pumpkin (fetéh="

"ing, carrying) : "

ii g‘Atte;npts to initiate social interaction. 'Bhis would be scor“ed‘ whether G
agreed to join S er not to join S in the suggeited interact,ion.- Any Yerbdl
or nonverbal attempt to initiate interaction with other (8) that "is not ag-

, gressive.\ May. involve suggesting an activity or, attempting to join an ac~,

L ‘ tJ.vity. Do not scere- if 5 is merely watching o;: er children 8 play. g
.g.. *§ agks C "Do you;want to jump rope'I"l ' ’. o }
) ’ Let' 2qs play house.," PR | ‘ e -
. \ .
q!"Come over h’e're." ~ a 1 :
o '/ s tries to join g'roup that is plaf‘ing do}ls, ', Y v

. or adults, 4Score even if C doesn’t sesh to want what is given. Can be sug-

ih Helping and sharing. 's givies or offers help or mater:.als to other: children

gested by other adulf Keid child. Dges not have to be spontaneous,
lr ‘ T v Co ¢ -
Do not ‘iklude{passing around £ood i t medl times, Exclude sharing and help-
2 ‘ing that is enforced oy T. This cat gory 1is distgxguished from cooperation
in that ih is, one way, J.('(stead of . thé\ 3-way exchange seen in.coogeration.
\

. . "eesges S gives piece of clay to C/with‘ ut being dsked, K - - R ) .
e . K . ’;S :ffers crackers ‘to;observers .\ - o | 7
) e ) ‘When C is pola.ying beby in .cr'ib, Sk)ri_.ngs her toys, 2 ‘
v -, * t (3 X N
e e —M"S-ngshes-.-ch;{ldren“on»swings .74*_\' —— :
- x 4 N By

. 8 goes to ¢ and offers him a swing.

- ! [

.+ S brings blocks and C take"s them repeatedly. She is delivering
blocks. . . - . s

9. B

ih_ negative S refuses to. share when asked by T or C. Do not score\where S is
defending property {rom other ‘C who is trying to take it. )

ia*- Asking for help. Child asks an adult or child for help with something,

e.g.: "Help me up (on swing)" : v .

/. .
ia negative = Showing signs of needing help, but.not ask ng for it and not help-
" * ing oneself, Do not score unless it appears S istr ing to attract attention
to his need for help. . . &

e.g.: Walking around carrying jacket looking at»people as if trying to at~
tract attention, but doesn't say anything. 4

. L

.
» v

:
a8 T .
. .




. ’ . . '
. . When Bwo children are standing or sitting A\gether and talking and you can't .

. if Find;ing or sugges;:.ng alterndt ives. Sgdiverts oxr attempts to divert C from

er tqy or activi._y. e

4 »

ran gggressive or stressful act 'to anot

e.g.: C Wants S to get””off swing. s points to anothér empty swing and/or

. ? tells C there i& an. empty ‘swing (”Go over there'), , .
J M . R .0
. C says to S give him some blocks: S says "I got mine here. You get
o ( . some" (points). | - ‘ : .
) S had all the giramfe rings (ring toss) and.C wants some. Ohe drop-~ ‘
P péd. S said "Get that one" (po‘n!.s). 4 ;Y

Social interaction T . . ‘ "

s engages in social interact:.on w:.th one or more others (either adult or child)
with positive or neutral affect. ‘o
. ]

v G v h

is = spoken (v,er!;al) interadction. Score{here if two or more children Cor S and .
_ an adult) are"engaged in a_verbal exchange concerning a related area or s
.tepic, They may also be involved in nonverbal interaction. Do not score
single verbalizations vhere no response is given to -the .,peaker.h The min~*
.,imum unit or spgken sotial interaction is: a statemefnt by the S, a response .
¢ from the other (adult or chﬂd), and then another statement from the S. In- .
teraction must go on for at least 10215 seconds. Exact timing is not neces=- . .

A sary, but it must pbe more-than fleeting' interaction, i .
&

understand what they're saying, spoken social interaction would be scored . \
heré if the tone Bf voice and facial expression are agreeable, sociable, and
friendly (not angry). . . :

Score this category ''is," only if the spoken behav:.or is not scoreable in
another behavior catégory. Do not score "is"”if the behavior has been .
scored "ic.!" Do not .score if T is addressing children and child's responses

are limited to minimal words such as "yes," jwhat, f ""uh, huh." ’

e.ge: Two children are washing dishes next.to each other and are comversing.

.
. . ¥

: Two childmen ’are talking togeth.eg: while waiting for their snack. . *

-S says "Look at that bus.". Teacher says, "Yes, that's a big Qus.
Says % "It's green

IS &y
in = non-verbal social interaction. Ségre if child is' engaged in some type of/
" non-verbal exchange., Play can lbe scored here if it has not been scored in
‘« other categories, Play must involve interaction, not just two children
playing next to each other. Doubtful cooperation cases fit in here (inter~—"
5, twing hands). S must be showing active oestures, facial eApressions, or

the like.\ Interaction must go on for 10-15 saconds.,




¥

This category is scored only whe% S's behavior is complete non-verbalfv-Iﬁ

the § "is” also verbal,'s as 1sﬁ not ''in," I£ S is non-verbal but oyher
person says something, ggare g "in " . - . SERCEY

N re
. .

2

. Befel Nap. time. Two cnildren lying near each other playing with éach ,
3

AP other s hair,” + - “- -
. ~.l‘ _* - 4 \
{ +% ++0n a walk several.children making fupny faces at each othen%
- S Running together on playground- children start and stop inssame
‘plades. . - . - . . . L .
{ ~ ) a

On wheeled toys, riding togethér or bumping gently and non-aggressively.‘

- Verbalization of Feelings - ~ "

Expressing feelings; Verbalizaticn of, Feelings
- ’ 1 \‘I ‘ * - .

el = labeling feelings, Describing one's feelings with the use of an expligit

feeling word. ' T & * . ’

.
4 4 .

e.go: "I liké you"‘ ’

,‘\\

v

. . MI like that puppy.down theze" - ) : .
‘ ' "I'm mad" % N ‘ ) }
"I don't like you" ) e
. . "I'mw sorry" PR : , .

i
. . * bt

ey = statemerits beginning with "I want" or. "L don't want.'l Do not include "I
want! of "I don't  want' statements at nealtime, e.g., "I want more juice"’
(eliminate ‘this from scoring). ’Also, if an "7 want" or ' don't waat'y
statement is scorable in another category, don't score here, e,g., 'I want

¢, to write my. name myself R RS
e.g:: Statements —that would fit in this category ares e '
- ’ . M t
MY ‘want to get some" (refers to blécks) . LY R

"] want to lay down here" (very intense) - intensity. 3 o
"No, I Qon t want 0.’

~

y
I

A
When- Ji want" or "I d n!t want! statements are accompanied by crying or in~

K . tense emotion, sgore intensity 3, . o :

e.ge: "I want a turn" zéhile crying) . T ‘

e = nonverbal, expression of feeling, Nonverbalization in situations where S is
showing an emotional response--crying, clearly sad expressions, sirgs of
fear (avoiding object, etc.). Do not scoxe when an emotional respomnse Such

“as crying has been caused by accidenta,ofalling, or bumped hedds, If s cries
because he was hit by C, include this, Do not score expregsions of’ Joy or

bappincss. . ' o = [ j
o If any of tHese emotional responses are accompanied by talﬁing, don't score
nere, ever 1f you cannot understand the talking, -~ ..
" \ 5. ’ . ' * ’ ? ’ . v . ,
» ‘ ' v 1 ~
, 100 N
. A . ‘ el




N

" ) & . ‘
. e ;e €eBe: S is being chased by C who 'ls ’pretending tekbe a monster, S ‘becomes L

LT - visibly fearful--dist:ort:ed face, hands up, t:hen starts to gcream. S
- ) ' ' .a‘. . ‘ . et b *
S o~ -7 . Understanding Othérs - \ o et

ur = giving reasoﬁs for feelings or behavior. Verbal statements giving reasons
. for own behavior oy dhout own feelings. Donit score "I don"t want to" here ,
+ .+ 'unless a reason is given, Can be reply .to a question about ~why cg\ld\ is .

- doing somet:hing. : . . LS

e.g.: "No, I just started doing,this,” (B nlaining why‘ “doesn't want to play)  _
A S threatens C with block ('hHe hit me") o , Ao
\ . S refuses to give ‘somg! blocks to C o s .
~ . "I had t:his first" ‘ r : ,\.'

. P
.1 us = showino consigerat:ion and- attempts to understand others. = Questiois abouf
> others?! feelings, gehavn.or, ﬁ’ references that agk for i;rspective of that

ot:he,r.o Also, "includes any statements about other childs' feelings or the ,

P " ' reasons for ¢ 1d‘s behavior, Lastly, this category ncludes S t;elling C
) - something C ds to kx.ow-«pointing out, hazards. s «
"M . . ‘ M -
’ L 38e 7 - Childre on a wgl S says to C: . . . S
‘ ’ ) _ “"Watch oy .for your head" ,"/ P, : “ . ‘
- MYour mother's here n et ] ] & A L.
. . ug = 8uest:ion. Aa-ké% for mat:erials or obJects. ! -' ' ) "
-~ - . - . E 2
é.g.q S asks C for clay W it . . b
- Cy -,
ue = comfoi\t.,.sympathy, reassurance, praise, and’ physfg}z:l affection, Any of the
above given or direct:ed\t:oward another chigd or ad; 1t, ‘When, this behavior .
. is all or part verbal, score the modifier verbal, Do not score touching * -t
’ ) anot:her as "uc" unléss it is ¢ Jarl affect:ionate. M L '
. g.g.: Two boys were being punished. .S put:s hHer hands on face of C st:rok:.ng
o , gently. < . ", i
N “\ 2 . .
. . AT L A .
At gircle, time C laid body on T, cuddling with T,
C wants a swing, 8 puts arm around c. o p B S .
ua = attending t:o dist:ress, drying, hurt: being punished. Lookir‘g intently and N
consiestently at € when C is cryi‘ng, husrt, or being pun:.shed; Do _not score
o unlegs other is,showing dist:ress. ) S ,
v , - .
e.g.: Two boys were being punished and S wat:(.hed .them ivtently.
Ot:her chi1d is cryJ.ng and S wat:cbes intently. [' )
~‘ L vIndeQendence . ‘ .
. ¥ v oo LT . . . -
,°[‘ ‘n o= independence. Score when S does something-for himself under 2 ‘conditions. "
. . . [} . B .
. w P - . 3 .




. .ni = S has asked or indicated need. for help, then does it h:.mself (usually after -

bein ignored S . - ,
‘ ' g s Do ¢ P .g . . . L
Y .g:, 1, 8 says: "Teacﬁhr, will you help.me with .this?" . Lo
. - . . ~» .
A * . ¢ 3 . . {— K : - ‘\

. nr = refusing heln. "I want to do it myself,"

! edge: 1, T offers to help child put blocks awvay and refuses help.¢ ,

] . . l‘
. A Y ? %
v . "2, T says: "I'1l write your nameé on your’ picture" and § says' U D
. : kwant to write it myself, " . ' :
"ﬂ; " p = persistence. oY : - L ’ f\),
l pc. = continually ataying with or concentrating on an activity. S engaged in task | °
. . or actiyity for one minute, Shows signs of continuous involvemeht during ° ‘o
, most of that time; doesn't lodk avay , from task-much, c’ontinuouqu manipulates
. object or materials \involved. . A
, q . A N R
DU - ’l‘ask here is any activity involving making or building something or working .
' . with materials~~drawing, painting, blocks, doll figurds, ({f not used for )
. fantasy) are examplés, > R . . "y
»Also include motor activities~~climbing, swings, sliding, boards, riding )
. vehicles ‘(if not intaracting with others), etc., ) ) v
' . r . . e - . . LY .
.. -~ Do not& score running. ‘ . . ' T by
VY A L \ 1 .. . ’ /. .
" Do not score involvement in social activity. ) v . . .
\Do not score during cooperation, | ! ] S
Score 1f S is playing or building some thifg and T tells him to stop, when ) '
. S continues t6 build--reflects involvement, ’ <
» ) ot
et man.«.pulates clay fairly consistently and attentively. A 3 . (
v ] 2. $ in motion climbing on bars (not scored vhen S just sits on top
t of bars). . . , N
. : \ .
. .3. 5 paints co’ntinuously‘ for several minutes.
- LY L
pd = persistence when having difficulty with something. S makes repeated efforts .
to accomplish a task in which a series of trials can be observed or 'in which ’ .
he encounters difficulty, If S tried three or moré times, score 'pd" even .
© if his efforts do mot last: fhe ETtire minute. .
« . “Also scored here is the continuation of an activity despite interruptions
or interference from others,
. . edd.: l.) 8 tries to rebuild block tower after it falls, on .floor.
. R % . . &~

2+ 8 contindes "cooking'" despite sneak 'guri attack from other child.,
. ¢ -

CERRIC e S L2 S




. DA e ! ", ‘Aggression\ ;‘;‘ ’; X
physical aggression. Hitting, banging, throwing, kicking, etc. at’ other
, person or toys Cc is plaving»with Inclfde clear thre%fening gestures.,

* 13

oA

] ~

-
4

r : €. 8.. 1., 8 is swingi.ng on cﬁv‘rved ladder; C gets in her way, ] kicks C. _
. avr = verbal aggression. Na%;e calling, teasing, jeering, threatening, angry talk
- B ‘to another, derogationa If both physical and verbal aggression occyr, -score
' 1 ¢ both. . a " v
oo : ) A
. . é.ge: 1\. .As C is trying-to build someft:hing, S says: "YOL‘I can't make 1it,"
. e . °? .
" 2. S says, "I‘m gonna slap you," : P .
\ J N a
. .. ) ~ 3.~85 says, "Stacy's (painting) is ugly." -
¢ . . . ; s
_ac = commands., S commands someone in loud, angry tone, Do not score shouting
L +_or_loud commands unless it is angry. ~ . e
S eugag - As S prabs at straw T ig “PiCking up, she 5“3’3' "Give me that"
3;- in loyd, sharp t:one. :
j ty 2. C bumps into S who is avinging. S says: "You bet:t:er st:op" in
. loud:}) angry tone. B .
® .. Ar—
anv— non3verbal aggression. . Interference with other child's activity. Attempt~
o ing to take something or grab "something from 0. Score even if not success~-
. Ful in getting it. . X )
4} 9. .. ‘ '
~B.ge: 1, S tr¥es to grab necklace from C,. . | . .
’ ' ) '
* 2, S grabs at straw T is picking up. :
L’ ' 3, S sits en other child in chair, . "
'b M X . , . 1 .
. - 4, S takes C's cup before juice. [*
b, ' \ N . )
? 5. § stands in the way of C's tricycle.

s .
JInjury to objects, score only vhere not interpersonal

= object aggresesion.
- nd is intentional; banging, ‘hitting, throwing objects. “Score only whén
, y he act is vi goxous 6r forceful or the child expres‘ses anger facially or
+ T verbally. . r

e e.g.f 1. S knocks over own block ‘tover--appears deliberate. -

, . . - é

. . * 24 S throws truck.

’ 3.+ S kicks block on floor while looking.directly at it.

. « . i - . . . ’ ~ »
- . ) 4, 8 'tries to bteak glass bottle on street by stomping on it, .
‘ ) . > " 5. S kicks suitcase on the street (was in hcr way). | ' ’

AN ;o ~tud

-




o

Score only where it is interpersonal,
or laughing or clearly enjoying chemselves.

score this category.

~ ! s

Playfglfaggression. Physical orf;erbal aggreosion in a clear playful way.

hile gnabﬁing each other..

S and C togetbei, grinning.
starts chfsing § they continue laughing and smiling..

¢
LI

-
*

l

' <
2. "Ooh, Teacher, he called you a dummy.

S punches C,vthey both IaUgh.

A¥Y1 ,parties involyed must be smiling
If you are ig dbubt, do not

S and C were’rolling on the grccnd together laughing and sx..ilinc

* ’

g

3

C .

k@

Telling or threatening to tell an adult
Do not score if tattling is eiicited by a.ques-
. ¥ . -

-

You know who gaid 2"

1f another child attacks 5 aggressivelj
or tries{to take something, §° does not give up materiale!

May, hold them

tightly or move away from the otHer .chilid, or verbally claim the materials.

C tries to grab clay from S,

C tries to take swing from S.
~ L 4

&

-

A

) ¥

S sayss

b

-- Score—-even if ‘the other child finally gets*objacts.

N - D T
. -

] hdIds onto elay, but is not ag-
A

".i \C‘
"That's mine." .

/

Chi1d waits patiently (i.e., wiLhout being aggressive

.~ or demanding) when something he wants is ndt immediately availablet(e.g.,’
You may infer that S is wait-

ing if he indicates he wants something verbally or with gestuges or if O

ﬁs waiting.

e.g.t 1.
] -
- 2.
&
at = Tattling or threatcning to tattle.
or C about S's misbehavior,
tfon from'‘any aduit. *
e.g.: 1. "Teacher, he hit me."
ad = defending pcoperty nop~eggr3831ve1y.“
,8e: 1,
gressive.
2.
8 A _
r = Self-rerulation
rt = tolerance of delay.
toy, plece of equipmhnt help from teacher).”
says Qometning to indicate that ﬁ?
vious minutes if you become aware"
for a few minutes.

tiently,

from object he is waiting for.

score and consequcnces.
waiting.) .

-2

,eogo: 1..
= ) then takes it.
2. /S
“ ject he wants.
N
3.

couid paint when C was finibhed.

to paint, *

»

S asks C for clay and C refuses,

It

.can be scored for pre=

at the S was waiting oaly after watching
Score once for each whole minute that child waits pa-

He may occupy himself with something eloe

, but does not move away

If S finally gets what he is waiting for,
(Score aleo if child vefrbalized positively about , )

M

\

asks for turn on tricycl or vehicle.

S watching C paint while wai;ing her turn.
When C was finished S started

1

\J

S sits until C leaves cihy,

3 ‘,\
Wailts watchihg.the ob-

*

T had told S she,

[}
v




(W

xa = Accepting Res
i

: rule enforcement," Stating a rule to adothér child, stopping’another‘?gom

.88 tsttlingp Don'{ score if it

» ‘ “J’-\:“

4, S tries to grab toy from O, T tells S he cannot have it or 0 e «
. wpzzt give it up: S'then waits for!toy non~aggressiwelyw‘ .

nsibility L ' " ' \ l
|
|
|
|

. ’

Carrying out’ acttvities such as picking up toys, cleﬁning up, distrisuting \
juice'ot food or other adult-like activities without direct adult supervi-
sion, This may occur spontaneously. Can.also be scored’ if adult asks child .
to do something and child thén continues the activity after adult leaves.,
Again, score once for each minute that works without gdult supervision. If J

done jointly with other children, score as "'ra~ig," If d‘?e with teacher, >
score "ra~-it," If done with teacher and children, score "ra~ic" with ob-~
-ject VB." If somethdng adilt-like 1s dona for other childrén, score .as L
helping and sharing. = ., - 'y , -
. o T Ca ' e -
L.get 1. S picks ;) blocks and puts tﬁ\:/p ay. . .. [1 ., s
v 2. AfterlT stqps wiping table, ontinued wiping table and then
\ : wipes chairs. s P - \.
N A , . )
. 3. T tells S she(can t have sand. iﬁ kitcheq corner.,: -8 spends some -
L time ‘trying to scrape sand-off stove., “T gives her brush and e o
T T leaves. i ‘brushes Band off;~lpts of effort& e
AN . ‘
s b After T tells 8 to put truck a"ay, S cerefully takes it gll . i“
- apart (tinker-toys) and puts in box. ‘Then ‘carries boxmto c}oset. "
* . P “-
5. S bringing ih chair’ from outgide. o, . ! ~1ﬁar . ~
é. s helping to carry in table with teacher and other children. v LYoy
* .(Score "ra-ic" with object =-"B." , . !

- > . \
. -

misbehavier~(e.g., keeping other’ in. @ group if he is supposed to ‘be therd,
telling,other\the right way ‘tq do something, . telling other’ not to do Bome-
thing that is against rules)., If i tells T aboug 0's misbehavior,’ gcore ~~ 7
®it¢ under werbal aggression (loud and angry %
tone). Include statements of rules in games, Do not, include commands or* -,
reprimands unless they state ‘a general rule that is- part of the clagsyoont

riles or an instructiion about behavior that a teacher has pneviously stated ) .
'Y 3 ‘e
e.g.t 1. During a walﬁ ‘s says o C: "Always hold.hands." !
. . ' /\) ’ PO . -
l 2. \,"Don t eat~your candy before your orange'" R -" . <
3, Ina "footbaIlJ game S says:® "You have toréhﬁﬁw it” from here." , e
rd = rule dfgobedience. S’acts in a way has been told.not to or‘against rule T ,~

haé stated to group in general .If not sure about ru@e; don' t score.' .
"\ . "

'e:gm: 1. S runs out,of play yard,. i . .
~ . cooe v ® e N l ‘s
2.+ S leaves table during juide, : Lot L g
. * . ] o ‘, ‘\ vZ} .

1{}5 . : s-_’ ’(

. SRRLY L




b

«
\ &
- o

= 3. S leavés ci'rcle during’ group, activity.U’ .

- : FooN A . s

~ 4, T tells all children to eat orapges before candy. § then takesdgy

plece of candy first. S S . ' -
- ‘_ A “ }
5. After T asks children not/to tbuch‘camera, S .grabs at Gamera.
s v
1

. 6. While trying to get S's to put away blocks, S continues to take
- ." them out of shglves. < " hJ%

5 . Cuy > . -
’ A4 v

7. :8 closes door:after having been explicitly told not to., ™
S s ! b

8. S plays in section of playgrounq 2 has to 1d him to stay away -

from, He.does this several, times, ¥ * i

= Bring Recogaition to Self LT e T '

. ) ! PO
Making statements or gestures bringing recognition to yourself or accomplish-
ments, Any verbalization of pride in own behavior, products, clothes, physi-~
cal characteristics. Showing someone sometﬁing S 'ha¥ made or brouglit, This,
does not include merely \trying to get attention by ctalling out to someone.

It muat‘began attempt tJ get. recognition or-gw;ise. . \
e.g.: 1. S spows T thJ puzzle he has cong}eted , oo : ,
‘ 2, 8§ says to T:} "Look'what.L made," - .‘l ' ‘ . .

K 3. S is on bars‘and says: JTeacher;'watch me.," ’

-

4 =t * [; ' A
4., S is painting and says: '"Look at mine, look at it."

- LI

5. S is paintingrand say;:} "Now Iook at it; it's pretty now."

A

oo Fantdsz i .
fantasy. a, Pretending an object is something other than what it is in
real life,
-‘ “‘7 \\

b. Taking a role, Pretending you are éope other person, charac-
ter, or object, S must behave as if he/she'were person or
character. P . . . e

) ‘ .Y t - . .
collaborative((reciprocal) taking of roles. Two or 'more children (or 8 <

with an adult) take roles and relate to one another in thoae roles. Score

conservatively, ScoreJthis only where S and O are both pretending.to be

someone oOr something and they share these fantagies with each othery

é.ge: ‘L. Playing house with a &ésignated mother, and father, and babies.,
Four children were pldying in kitchen corner~~long sequenge in
which three play mother, father, and baby.

2, Playing on blocks; one buy is engineer, one is fireman; are pre~
(a tending it's a train, - , } , '

1456

o




fr = role taking alone or withaut participation by others in reciprocal roles.

qg.. Dressing up in adult clothes«~"I'm going to a dance.

- .", playing mother, Do not score if S marely handling doll.

t ' Iwo boys sitting in toy cars preLending to drive and making motor

R iad
sounds .
1= imaginative. Anything that does not fit in the role taking catagory that
does fit definitibn of fantasy. if € is participating in this fantasy or
sharing it, score C in object column, If S is engaging in fantasy alone
.0f C, {s not participating, score no objgct. If a sequence of behavior is
~ scored "£g" but sote parts of it couldfbe scored "f£i," score it only as "fc' .
N . (e.gs, two children are playing house. Ope explains that sand is a cake.
" Score only as "fc. '2 .

e.g. 1, S says that clay pieces she is pressing into puzzle are biscults,

|
I
. « ‘ '
N Rocking doll, patting, talking to it. Must be Bome indication S is

.~‘ BN N 2,° 8 is paintihg, says: "It's chocolate.
. ‘ R .
SRS ﬁ. -5 pushés doll carriage, covers‘and recovers dolls.
' R “ .

4, Several S's are pretending a peg board is a‘birthday cake,-

%

14
. ‘. During fantasy ag,tiv..tx, ary benavior occurring that‘}is ordinartly scoreble
. . in othet behavior categories, score as a subcetegory of fantasy. Note: The
. rule against scorirg a category more than once per minute is modified here.
You may gcore "fc, "ogy o or J'£1" plus these categories with modifiers dur-

ing. the same minute. ¢ ) .. . -
.t s ’ | ' .
o v, .o
) . e.g.: fc - apl = playing-in a group on preténd boat° captain‘and sallors
‘ N fc ~ el
' A\ ~ £ - el = playihg alone'with a doll ("I like you dolly") ,
.. *fc = ih. = boy: ."Mant some food, baby?"
. b . girl: (Mommy) stirs'rood on stoves
. . . . . . boy: '"Mommy went shopping."
‘ X girl:s "This is a bathtub."
.' ) fc ~ ih = boy: ''There's your dog" (gives baby stuffed dog).
- \ fc - av = girl: "Shut up baby." s .
fc ~ ia = baby: "Put me in hathtub.
. . L
- . . . -~ Consequences of Behavior
SN N - : -~ -

Where there is a clear outcome of one of the behaviors scored, positive or nega-
tive, it is indicated in the column fer consequences. The outcome should occur
within one minute of the termination of the behaviigr or ifr.should he clearly re-
leted to the behavior (e.g., by the teacher telling the child that“she is "feward~
¢+ ing or punishing him for a given behavio ). Always mark the consequence category
: .‘ in the same row as the behavior even if tbe consequences 'occur later.

a ’
-

|
: In thé consequences are unclear, score as ''no consequenceg." ) .
|

[ 4

P
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. , If more than one type of consequeace follows one behavior, score all consequem‘f3
categories that apply: ' : '
T rd

e

>

) ;. ] , - . \ﬁ; ’ f: . . ,
General definitions of each type of consequenges are given here. Then the types |
of consequences that' apply to specific bengig;;‘categoﬂes are given. The general T,
definitions appl)\ throughout, ' - . ) .
) 4 N * . < t L] . ‘ . ’ . ! 1‘
Consequences: Pogitive Social Interaction ’ : . '/ L ’ . |
i 1 1 ' . . tos T
N ¢ ¢ . > ‘ ., . - 1
15C = gestures of physicdl affection (hugs, pats, embraces); verbal praise or <

expressions of admiration; declarations of liking. ¢

. *

pl’i'ysical .affection;’ cuddi!,,g.ng; praise' 1}’01; beliavior.

ST

]
Y

- . . N .
For "ic" and "it" do not score simply because 5 engpges in the ipteraftionj—score
only if S's participation elicits.responses from other ch%}dren or from the tga-
cher, Teachers may praise, explicitly walcome childrea jinto group act#ons, -0
singl? out individual children for positive attention, Thesg'are\+ST's. egp
“ii," score 45C if other child or children.join S as duggested, or if otheT chil-
dren include S in their dctiiity; O if S is ignored; -5C 1f S id act:iv/é‘ly,.rejectede .

A ]

s

o

Por "ih" score 4SC. 1if other child or childt/en‘;thank‘qr_ give positive ackhowledg": "
ment of S*'s help or contribution; +ST for pogitive comments from teacher or adults’ .
for helping or sharing. : P

-

! . ‘ ’ ¢ - - ¢
"ih" may have neg’ative consequences from children of frem teacher if S i.s re- o
. proved or if other children{refuse to, play with an S who réfuses to share., How- .
ever, refusal must be explicitly contingent on nonsharing. ) N N
, . . . T »y . -
7 -M may be scored if teacher enforé‘é_s, sharing. by taking away_ toys or objects.

For "ia," s'core,—i-SC or ST if-6's réqueqt:' is gr%@;ro if S is ighored; -ST or:
SC if 8 ig in any way reproved-for needq.ng halp.

For "if," acore 4ST for praise from teacher contingent on S's suggestion; ~SC

for praise from a-child. Do not score + conséquences golely for compliance with
S's direction, Score M if S oBtains or retains posgession of some desired ob=~
ject as a result of his sug,‘ge,stion. r . % )

= t t

P . .
For "is" and "in," scote 4#SC if other child qr 'children\c%'ress affection for S
. in the course of the interaction either phy#ically or verbally. Do not score
only because the interaction ocecurs;, and score ~SC if .interaction sequence ter-
minates with verbal aggression or a rebuff from other child or children. ¢ §nti
~ST are also possible: these, are praise or'rebgffs from teacher or adult for
engaging Jyn the interaotion.‘ . NN . - ~

" that_the <behavior cakegory is scored precludes many kingls of negative intierac-
tions, Hf isdinappropriate for much of the category, but can-occasionally be
scored wh2n a group action resuits in the completion of a product which all ad-./ o~
- mire (Halloween pumpkih, élaborate building project, good snack, ggc.). Do not
"‘ . ~»score ~M'when S sbarea,*'and therefore does not have some, object to himself.

. For much of this égtegori, -SC or ~ST is inappropriate or .unlikely, as the fact \

’ -
-— — Fy . s

.
A v \ -~
4 * - B
v . ‘. " - )
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. - Conseauences" Presistence o ' . '

- v

g pe: c'core +5C if S's performance or product elicits praise or admiration from-
other children, 0 if neither‘ ~8C 1if performance or product is derogated or

"

criticized ) 4 ) o

. Score +S$ if S's,performance ‘or product is praised or admired by teacher, ‘if
Y . neifther; ~SC if teacher criticizes or corrects. ) . ©
‘ i v % L4 .
.+ Score M, if S creates product which apparently S is pleased with (out of clay,
: picture .etc ) -M if product is one which apnoys or dissatisfies S. o
"6
¢’ )
wf'i Do not score menely for participation, Consequenoe must be one which iy inferred
on the basis of reactions of others, not S himself, In the case of Material con-,
sequences, go by S's apparent reactions to his own .product: 1¥ he shows signs of

} ‘. satisfaction and pleasure,.give him a .plus rating; if he criticizes or destroys.
o~ . - his own product,.a -3 ,and if he discontinues or shows no affect that you can see,
N a 0, Do not, score Material consequances for motor activities, etc., where no ’
‘product is compieted. . N

¢.>

L »: ‘
g .@@g: same as “pec." .

.
QTN

’ Independence: = . . e I b ,
| 4 g o v : ‘.
.For either "ni" or "nr," score +SC if child's act receives praije or admiration
. from other children; -SC if act 1s criticized or derogated' 0 ii}it is neither,
+ and ~ ST are judged likewige. and ¢ M are judged on the basis of child‘
apparent satisfaction with the results of his independent action.

-

Consequences for Verbalization of Feelings * o, T
< o - . - .
X . \ - .
:“Wn Definitions as usual except-’ T . - -
» ‘\Q../’ - . v ~ < ~ R
. +S$~= T responds to the expression of feeling by repeating or 1abeling the feel- Ty

ifg, asking what is wrohg, showing physical affection, or with other—Yorms
of conversation that:are positive or neutral‘in tone’

LV

5 . T terminates or modifies scolding or other forms of disapproval.
A .o -

4SC = C reacts with understandidg, or positive feeling, or explains S's feelings_ '

. to another, e.g., C replies: "I like you too.¥ S says: "I went to lay
4 . .pdown here' and C says to T: "He wapts to lay down here."
- ] . o . .
S shows nonverbal signs oquear. C says: 'He's scared." e -

AN
-ST = T criticizes, diéappr wves, or otherwise shows negative react'ion to S's ex~-
pression of feeling, f.g., C crying 1oud1y and T says: '"OK, calm down, -~
You*re not gonna die." ) ) . - {L
-3¢ = C replies to- expression of negative feeling with a return in kind, e.g,, .
. if S says: ."I don't like you," C says: "I don't like you either."




. ‘ ) \, B - 12 ” ‘ ‘.- . »
R C o
. * ‘Consequences for Agpr rgsion! ) . ’ .

¢

» - ' . . v
«f~For aph, a¥, ac, and-anv: '
+5G, = 0 discontinues aggression ‘directed boward S as a result of §'s aggressmon,‘
" .0 smiles, laughs, or éngages, in other forms of positive social\interaction

.as a result of aggression,. - . R .

He H R 1) '/ -
+ST T expresses sympathy, concern about S's feelings, asks what is wrong in
gentle tone of voice. Note: If T also reprimands, score both +5T and
«ST . 5 /7 . .

P4 .
. e : o7 “ M

-SC = 0° directs _verbal or physical aggression*to S or tattles oh § for aggréssive
behavior; Score this even Lf you are not sure vho starfed aggressive in~$
terchange, so long“?s other child is aggressive in return. . o

-

. ’ / ‘e &

A ’ b{driticizes or disapproves of O's behavior, C stoas a positive interac~

. on with S as a resudt of ‘aggression, e.g., C walks away after playing
éith S when S begins to shéut and call ¢ names, .

N

* «8T = T tells S not to engdge in behavior ﬁnd expresses disappr0val. If£f S is
actually punished, gut ~ST3, ° . 1

*
.

‘ L\ T ends positive interaction with S as a result of aggression.

7 .

4%1 =.S obtains gbme objectA'toy, or privilege such as a turn at an éctivity as
a result of aggression Be8ey S pushes off swing and then 5 plays on

v ¢ swing. , . s -
A . " 2 R ~
M = S loses some object, toy, or privilege ras a result of aggression, e.g.,
‘ T tekes away toy hammer after S swings it at another .’
. > !
0 =S fails to get ‘some object toy, or privilege that he tried to take aggres-

, sively, e.g., S tries to grab tricycle, but C refuses to give it up.

ao: . Usual definitions except:

»

~M =38 destroys or breaks object by aggression (exclude cases wheredS looks veryé
-pleased)

Q . . i - . .

M =8 “overcomes obstacle by aggressive act, e.g., S .bangs 1id of tinker toys or
kicks it; box comes open 80 S can play with tinker toys; S kicks door that
is- stuck and it Opens. / . -

' api: This presumes positive social feedback from other child or children. So.do

g not-score +8G, here.

~SC = If playful interaction changes character and either S or C begins to cry,
complain, become seriously aggressive, or otherwise depart from playful
na{ure_of aggressions

&

v
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e >
T =T listens to.S's tattling and either scolds or stops C from doing the thing

\\' .S was complaining about; T sympathizes with S. s
\\
o= S gets t:oys, object:, or privilege from C as a result of t:at:t:ling or threat-
ening to tattle, 'C may give it to S directly, or an adult may intervene to
give object to S, e.g., ""Teacher, it's my turn and she t:ook the bike;" ’1‘
. then makés O give S the bike, . ’ )
0 =T does not: respond t:o t:at:tl:.ng and S does not get what:eve.r he is complain-
ing he lost. . LI >~
- -:—(l: - ¢ . & ’ e . ’
M = S retains object: that he/vshe'has defended‘ ) ' .
-M = S loses t:he object that he/she tried to defend either because C takes it
*  or T makes him give it up,*® .. ) i
’ . ) . S
Consequences for Unders';t:anding Qthers’ . R
" For ur, us, and uc: K
N Py L4 .
48T/ B
43C = 0 talks to S mbout what has happened in a positive or neut:ral tone of
.voice, may touch S in-a comforting or affectionate way, may praise or ek~
" press admiration for statements made by §, may smile in recognition of what
S has said (be sute the smile directed t:owards S is in résponse to the spe-
. cific behavior scored), or O may discontinue aggressive behavior direct:ed
~ towards S, %
. ‘ )'ST/ : . ’ N ." L +
=SC = Usual definitions. . . N
oy . . : ]
=M = Usual definitions, - 0 v
\ .
‘uge Usual definiticns, except +ST/+SC = not appropriate.
va: | . :
5T/ —
+5C = 0 talks to S about what has happened in positive or neut:ral tone voice, -
may t:ouch $ in comforting or affect:ionat:e way. J :
3 N y
~ST/ | . .

*~SC = S receives a,negative response from child being watcﬁed.

+M/ ' ' [
M = Not appropriate.

-




R ‘a
S . ' - . 4
. Consequences for Self-Regulation , 3
- . N B — iy . .
p . f .
(r v ’ [
+ST/ .. S ’

48C =S receives praise or admiration about waiting; O may thik about walking
with S in positive or neutral tone of voice,
~5C = A more insistent child shoves in front of S, ‘ L
\ ' ! : : T

H#f =S gets what he's'been_waiting for; may receive special privileges.

=M = Usual definition, or may never get a turn, : .
R -
x ' '
.—a-: . 3 . L 4
, s «
I +sT/ € % ,
45C = Praise, admiration, talking to S about the job that was dqne, thanking S
N for doing the job. . - «
v
~ST = T may be critical of the way something was done (S may have Spilled gome=
thing). - o
i ,
-8C = Aggression directed at S for cleaning, putting awvay something C wants. .
« '
’ M = S may get "ggodies flrst" because of the job done, or may receive special
b privileges. - . : .
‘> ~M = Don't score putting away toys or other objecfs as a loss. This is not -M,
. 7 . v . < ~'~
_r_‘?_- “ ‘ LY 2

481/

48C = C does what S says in rule (score only if iff's clear that's what oth

*®  child is doing). O may reiterate rule stated by 8, T way praise S
stating rule. O may discéntinue aggressive behavior dirécted towards S.

..ST/ o . . '; \ . -
-SC = Usual definition. \ . : [ ’ .
L] Y i ,
M/ .. ) . j N
M = Usual definition. : g /
\ © - . 1
. /
L. » : . Ny
) . . : { %, [ 3

+S =;r talks to S about what has happane& in positive. or neﬁtral'tone of voice,

-~

+5C = Admiration from other kids, imitation of S's misbehavlor, joining in and ’
- supporting S's behavior. Séore vhether S is or is not the Ie?der (S does
not have to be the first to start the behavior),

] 1/ B |

«{ = Usual definitiogn,
ua L§ 9

v

% . ' N,

ws
¢

. -
BY
\
)
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. Consequences for Bringing Recognition to Self

~

48T/

.
e r i

Usual definitton.

-ST/
-5C =

.
~

4/ N
=M = Usual definitioh.'

’ //;onsequences for Fantasy

?

f %

AN

48 ='Scdre when S receives praise .or admiration from,O.
< .- k.or watches when S requests this,

Do not score =S when S rezeives no response from 0 (lack
" of recognition is scored as no consequence’.

Also score if O looks

. - 4 -

\ * -

Do not score +SC for mere par-

’ Consequences rarely occur for fantasy by itself.

ticipation in fantasy by other children. This is implied when you score "£e¥ or '
"f£i" with Gras object., \\ roo. ' e
v ) / o
e 4T = T praises, gives warm attention to S's imagining or fantasy activity, e.g.s"
A T says little girl lTooks pretty all dressed up to go to dance or takes her
‘ so other adults can-:see her. >

Do not score cgnsequences within a role taking sequence 1f the§ occur as. p&rt of

a role. .

+SC/ - . N o

45T = Others watch S's fantasy with enthusiasm, admiration, e.g., 1£f S 1is putting
* _on puppet show and othars watch, |

. +5C = S has asked to play a particular role and is allowed to play it, e.g., s

: says:’ "I want to'be daddy," and plays:daddj. . X

Posigive Social Consequences - ‘: ' o ’ *

: +S£{= Positive Social C nsequences from T, :,, T E

+SC Positive Social‘c nsequences from C., - o o

&

S receives praise, admirabion, appreciation or physical affection from -
an adult or a child for a’behavior, Do not score smiles unless they
occur with some other form of positive feedback, or

.

O discontinues aggression ur negative behavior as a result of S's

action, \# .

-
» >
- - N
E . . \

1,

2,

.
« X G .
2 b (

Examples:

. e .
‘ ih 45C = S helps another child by pushing on swings. O smiles at § and thanke\S.
& 4 # o
ra HST = S puLs away toys at appropriate time. - praises S for doing so.
1. .
rt +#8T =S waits patiently for juice or food, T praises S. .

- N »

‘e
-
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>

.
s , . N

€ -

T i1 48C =\§\auggeata a codperative activity., C responds by joining in the activity.

ic #8T = 8§ participatealin a cooperative activity initiated by another, T praises
S for doing so., . . . -
4 o - t t - .
bs +ST = S attempts to show someone aomething he has made or is doing. T looks
and efther smiles or praises S. - . %
ia ST = S aska -for help with gomething, T atteﬁpts'to give help,”

hd

moves toward {t., - - v

Y .

. .. !
S tattIcs on another child. T punishes or scolds that child.

o]
t
&
u

A T

el 45T =S states a feeling. T responds by sympathizing, asking questions .to

P

¢

*

explbre reasons for feelings or by disEontinuing aggressive or dther

\ . negative behavior? -
apl ~5C = S engages in mutual hitting with other child.. . -y
it ¥ST = S participates in group cooperative activity. T directs special atten-

tion to him for his participation M.e., says hia name or directs comi
ments to him), . w
\ . ® *
ug 48T = S asks,T fé.she wants him to pick up toys. She responds that she
doesn't need those picked up., (Take note: This is positive even
though T refused his offer becduae ghe renponds pleasantly and answers

hia‘guestion.) . , . .
pd 45T - = S accomplishes a difficult task such as putting on own jacket and but-
toning. I, praiaea S for doing so. ’

¥ .
y -

Nepative Social Consequencea'

’ X , .
~-SC = Négative Social Cpnaequencea from C.

~8T = Negative Social Consequences from T. T ’ L

» N .

S receives verbal, physical aggression or diaapproval from another. Include ,
scolding from teacher.

~ £ «
0 discontinues pﬁaitive interaction as a result of S's behavior,
I - s [ *
. 3

Examples;o

aph ~SC ='S hits another, O hits back or yells at S in loud, angry or derog/;ory

manner.,
i

th -8C = 8§ attempts to push C on aﬁinga, C yells at S to stop.

rd -8T = S leaves juice table at wrong time. T tells him to sit down or repri-
N d mands for leaving table, «

!

‘ t
if 46C = 8§ auggeata an alternative activity for C. C accepts that activity and =

o




an

o .

~

LY

8 disobeyé rules, Another child,tells T about his misbehavior.

rel -SC =

ié-ST =8 ‘asks for help w*th something, T reéuses to help. .

el -ST =38 states a feeling, e.g., "I don't like him," T fgprimands by telling
him he shouldn't say “that. . .

i1 ~Sé = S attempts to initiate cooperative activity, but d refuses o partici-

pate. ‘ .

~ 1
\ .

1 .
Positive Maté%ial Coriseguances.
g 1 ..,

44 '= Pogitive Material Consequences, . . ) "o,

) \
S receives, a toy, materia s, food, privileges or opportunities to engage in ac~-
tivities that are usually desired by children as a result oI a behav1or. "
: . ¢ : : AP
Examples: - . N ’ - %\ ﬁ o
- a N\ -
aplt 1, = S attempts to take,toys‘on materials from O. He actually gets whatever
//” © @ he tried to take, . 1 ' T ,
J »

v

-
o

ug ¥4 =S asks O for matexials. $ gets materials as a result.

~ - !

\ s - , ’
ih +#4 =8 brings toys from shelves %br C to play with. C gives S gome of toys.

’ -

. ad 4 = 8 refuses to give toys or materials to a C who is tryiﬁg to get them.
N S retains t )
/ * ’ # ) v .
S M= Negative Material‘Consequences. | A e L e

-

S loses or fails to get toys, food, materials, privileges or opportunitxes for
activities that he apparently wants, Include dﬁnrivation if T forbids S to play
with a toy as a result of behavior-or if T isolates c. -

A el :

Examples: I ‘ ' : .

zph 0 = é attempts .tv take toys fromC. C keeps toys.

ad -M My refuses to give to s ox mat rials to O who is trying to take them.

S loses toys to,0 an ay. .0 efther takes them directly or T makes S

v give them up., o

ift -4 =85 takes food beere he is supposed té. 0 gakes him put food back or

oo takes from him, . ¢
0 = No consequences.

-~
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Appendix #

’Instructipds.for Group Obsexrvations
* . B [

%

A —
.

Circle Time
Rate children in tﬁe4orden of the class roster. If the activity is one'
in which there are pauses, do not rate during the pause%

It is mot necesgary to rate every teacher~instigated activit&. This
rating 1s intended only for the part of the program the teacher sets up

as a whole cla¥s actiyity., Scme teachers might not set it up as a circle--
wvhat is wanted here is a rating on vhatever the teacher sets up as a full
class, activity. co tHat~a11’children ar2 expected to participate, at

least in the beginninq. .

*

-

¢ .

Pate the children for 'the f{;st time at the beginnidg of circle time\
when they are assembled and the teacher has befun whatever activities she.
is'using. Look at each ‘child long enough to judﬂe-his behavior and rate
' hin; then go on to the next. Mo not; linger over individ 1 children.
to pive abvout: lﬂ.seconds to ea and don”t ‘concern yourself if you
happen to notice that a child has chenged his behavior after you rated him.

. There ieea tendency to use the middle categories of the scale. . If you
notice a’child either being disruptive or showing vexcentional enthusiasm
(the‘tov and bottom categories) as you are rating Bearby.children, assiyn
him or her the rdti ﬂp immediately. It is unnecessary to rate the child

again vhen you come to his mame on the .list. .

1y N

A Y
oA .

~

1f aLother ohserver is present, don’'t confer and sit far enough from each
other that you do not see each other's ratings. This is important so that
@ve can get’ good tests of the ratings. )
After you have rated the children once. note the time and describe the
activity at the head of the rating sheet. Then rerate gag chfidren, using
the same categories. descrfginp their behavicr at a sec point in time.
Use the number 1 for the first ratin‘, a 2; for the second. and so on.
You should rerate the children ‘as many times as you can complete the
entire class roster, for each rerating noting the time ‘you begin and the
activity in progress at the top of the sheet. .

-

-
.
.

Coordinate your ratinps with thosec, of the other observer (if there is one)
so that you begin each series of ratinps at the same time. Note the t}me
that circle time is concluded at the- ton of the sheet. ’ e

.

P

TryQ

»

-




. Appenddy H (continued) 'S .

™ .
“ ’ ']
@ mem N |
i s * B - - * »

1. Rate only one pick up period per day Choose ‘a time vhen the teacher
announces that the day’'s program ‘requires picking up and vutting away.
This may bée at the end of the day, Vben it fs time to move indoors or
when it is time to move from indoors out. Use onlyrperiods vhere all
children are expected to participate. '~ .

4 . ¢ N - }
_ 2. If you have a covorker rate the,same pick up veriod.
« " o 4

~ # l,
[3. use the folldhinp catevories to describe the,children‘° behavior

-

) rd3  Obstructing efforts to pidk up continues to take out toys. N
rd Refugles to stop or to give uv toys or equipment until teacher

- s, insists.” - . . N

ST 0 Does not participate. . e ¢

BN - |
ra-it Assists in routine pick up by vor:ing vith teacher’s supervisioni

"‘ ra-ic Picking up. or, cleaning up cooperatively with other children. This
’ must be joint actiinty, ngt merely both® picLin? up different sets
. of materials. .

4 ., ra3 Picking up or, cleaning up vithout direct suaﬁrvision from T.
o 4. Do not be concerned with hov effective the child seems xo be “ rate his or

, ! her efforts if the phild Seems to be tryina. . X

. » o
_. 5. YWrite tihe names of all childgen on the clean up observation form. If you

»

have a prepared 1list of names. cross jout.names of childreén not present
,and add any namés at bottom that are not on list. Look at each child
briefly— Lono enough to score his behaviof at the moment - then checl: th
anprovriate column on the scoring sheet for the first observation. You
may observe S's in vhatever order you see them. If two S’'s are near one
another you may score them simultaneowsly. ZDe sure you have a score for
each chigd Then begin a s&cond observation following the same proceaute.

L . . - B .
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Anpendix H (continued) ¢

‘l" . Resg'tﬁme o “ . . ' ’’
= N 9,
l. Start your stopwatth at the time' the teacher announces ‘that it is time
oo . to get out mats or cots (or vhatever preparations are qsually made for
-~ , rest time). Time the rest time quieting’ or soothing period from this
. time until the room is quiet enouph that the teacher is no longer £
o engaged with the children or is.resting herself. ' '
' 4 . T .
¢ . 2. Using,tbe class roster, if you have one scratch off the names of
4 . ldren who are rop present. Tor the rembinder of the children,
- redord the time the child lies down or his or her mat or cot. Some
children may lie dows and then get up again. Record the time the child
. first lies doyrn as nearly as possible. | '

-
v . b

o~

3. Quiet, obedient ¢hildren are easily missed. Try to sit where you gan
see all’ corners of the room, and if you have to move to make sure, try ~.
d 4« to check the children out vithout making noise yourself
]
4, * Assign ohe of the followihg ratingsf to each‘child at the end of the
,?quieting’ period: . . . :
. . . " L N
. a. Child on mat or cot* no _admorislments from teacher beyond first
-y . instructfon, only routine attentions and no disruptive activities. ) ‘m?'
. - A )
b." Ouiets after teacher's admonishnents or sodthiny««minor interactions
‘, : with other children or Dvay"nsv with nearby toys. .

[y

4 c. Quietg only after extended individual attention or much disruption °
(cryi % protesting, running around) . . -

" 5. Be suided by the teacher's behavior: That is, if a child is quiet
enough so that the teacher gives no more than routine attention civc
him an a, if the teacher directs only one or two comments at him “(or
hex) a b. and if the teacher spends much time and effort with the child
ac. Nifferent teachers will have different standards as to what is
acceptable., The ratina should be‘*based on what seems to be acceptable
in the room that the child is in and what the teacher of the class

{ takes as quiet enough. . ‘
~ P
6. The second time listed at the head of the sheet the time all children
© are quiet. should be the time the room ig' qiiet enough that the teacher

either lies down herself or stops working with the children. At this .

time, record the time at the top of the sheet and assign ratings of a, ,

k. or ¢ &o all children on thet basis of their behavior throughout the

time the children were getting reaﬂy for their rests. A° soon as you

" have given the childrcn ratings,’ ‘leave the room. It is not necessary

. . to stay ﬁor the Yhole rest period. 4

y o : e

«
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Circle Timer - . o « -

AppendiX<H3(continued) %

Group ratings are scored as follows -
/ 9

1=Overt disruptive -activity or lecaves group ,
2=Ingttention, no overt disruption N
3=Follows teacher ’ $
“4=Follow teacher--facial expression shows interest

5=Follows teacher adds to teather’s instructions .o =

s 77 - - t

}The ratings taken on a given day wexe averaged to provide a mean for

the day. The number of ratings included varies according to the len rth of

A

the circle time., .- !
- * M &

~

Pick Up Ratings® = = °. : ’

v n

1=0Obstruets pick up (.
2=Continues playing of refuses to stop
dsNo contribution ** . .
4-Horks with T's supervision R ~ )
5=torks cooperatively without T‘s supervision

6=Horks aloné without T'g supervision )

N . . . O
The ratings on a given day were averaged to provide a mean for the day
The .number of ratings included varies according to the number of children
the rater was able to, rate eas1ly -in large classrooms. the raters tried to~
rate as many]bhildren as possible by moving around the room to gee where

the action was. . - )

o

4
Rest Time Ratings:* : /\ Y

¢ +
. The amount of time the child spent before getting dotm on his mat or
cét (to the néarest 1/2 minute) was multiplied by the behavior rating
o . .
1=a=complies with teacher at first instruction '
2=b=quiets affer teacher‘'s admonishments or soothing
/ 3=c=quints qply after extendéd attention or much disruption

A constant of 1 was added to all times to eliminate 0°s. A lou score
therefore indicates an obedient child.
VA | . . .t

I
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Appendix q (gontinued) \ — .
@f'. Locate rating for a given subject and vrite date of observation on |
tdbulation sheet. . ' . : . .
’ , ‘

The numbers on the rating sheet indicate whether a ratin is ist. 2nd
3rd, etc. For each rating, determine’ vhether LT ’

.a. T present or absent. N - : . D T .

b. Tood ‘present or absent., . . N

’ . *

The first behavior rating in the final colunn represents the fti.rst

- yoo-
o *

observation, ‘ete. P o e
. . - )
Write the number répresenting the observat:.on (first, second th:.rr’) in
the column on the tabulation sheet represehting,i;he behav:.or rating scored.
- . }
If "Not in place’ checl :ed, write the numb'er‘:.of the observation in that -
) column. . . 1 .

-~

Prite the total time involved in all othervations in which the child vas
, scored “in place’ and the behavior #as scored rt, ra,.ils, or any other
. positive behavior. 1Most observers give a breakdown of (fhie amount of time
. covered in each observation. If they do not, simply divide the total time ?
. in equal narts (or use the total if é}l’l» the observations are scored in
nlaceandrt, ra, s) o, "Nt : L

e L . - . ’

. BN y @
. Repeat for *all observations for a fz;i,‘i&en!‘child. » \ .

“a

/ Note: There are penerally two of these ratinks by t'he same observer for
each.date because they did one at Snack Time and one at Lunch. Relotd

- both. We will not try to separate them. .
If there 18 mor@ than one observation for 'the same per:.od by different
(’ ‘bb}sex\'vers, record both and bracket them to indicate they are the same time.

L ) ‘ N

IC




- Appendix H (continued)

Snack Time and Meal Time Rati i ' .

1 Uhen T indicates that children should gather for snack or meal, start

! your stopwatch. Start a new recording sheet, and write 9 or vwhatever

! -time your stopwatch siys above column for first observation. . )

2) Write in names of childrern present, or use list already prepared (when
availabl e). Ef you have prepared list cross out names of children not

. there, and write in any new names.

3. Observe each child on the list, one at a time, for a bBrief interval.
You may ‘observe them in any order, just as everyone has been covered
_vhen you~{inish . You should look at the child briefly--long egohyh to
see how his behavior can be scored for that moment: then record scores
in the column for the first observation. If two ¢hildren on the list

.are close enough together that you can observe them at the game time , L

' you may dq that so 1on? as you can seé each well enough to. score his
behavior.

4. The observations for each child consist of the following:* ’,

Check first vhether he is waiting in the appropriate place for the

snack or meal¥or not.  .This may be a table_in the room or he may he in
line to go to a room for a meal. . , - —
If he is "in place,” check the following- -. .

o 1. vhether or not T is present:- - , -
’ 2. wvhether or not food ﬁs pregent .. - . ‘
3. behavior category that applies: -

, 'a: rt if 8 is vaitino quietly
b, appropriate category of positive social iuteraction if S
« 1is socializing while vaitiqg »
c. appropriate category of aggression if S is aggressive
" while waiting. S

d. rt-neg if he attempts to eat before supposed to. j’
. e. ra if helping to distribLte napkins, eating utensils apd
the like. ..

If he is got in place,” do not record in other columns unless he is \
L- still heLping‘to pick up or put away toys. In thag case, score appropriate
? category from the Pick.Up ratings (ra or ofher). //// L
\

5. Uhen you have scored 211 children once. record time you finished. Then
attempt to estimate whether the food is going to be served within the
next five'minutes. If it is clear that it will ‘be more than five .
minutes, then return to the procedure for five-minute observations of

. individuals and observe the next child on your list for five minutes.

- “Bp sure to keep your stopwatch going, however. because we want a record
of time from the begimning to the end of the waiting period. When you
have completed the five-minute Individual observation, do another snack
and meal time. observation following the procedtres described above.
Record the time on the vatch»thet has passed since tht beginning of the |
first observation after circling the 2nd observation on the sheet. If
there is still nd sign that a meal 1is immenent, do another five-minute
individual observatioﬁ4 then another Snack and 'feal Time observation
,and so forth. : .

If it appears that the meal 4s nearly ready\to be serge&'vhen you
complet@ a Snack and,Meal Time observation then continue to another
Snack and Meal Time observation immediately. Stop observation when the

.children are allowed Lo eat. <.

. : 3 A )
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"Delay of Gtat’:ificat:ion Instructions

X . List of ,I-Iaterials;' ~ 5 .
. 2 . -
v ., &4 toys ’ - - . e .. " %
v cardboard. box T . S | o
e Bell . ‘ : .
. | Pretzels N . i ) - N . o- .
«© L "Marshmallows ’ : E ) ) o
) “Screen . ‘ . ' '
Cake tin T “r * .
Playdough and blocks ‘ . oo
y o } Instructions for Delay of Gratification }!eafsure :
) . . J . . . ' > . . IR
¢ Seat child. °§ e T Z Sy
. 1 . ; * ) * b )
. Show child.the four toys. Show how each one works. THESE ARE SQME TOYS :
. \ THAT YOU AN 1 WILL PLAY WITH PRETTY SOON. . Show hoy two toys work After N
. e demgnstratin,r‘; the toys, pyt them iw cdrdboard box. Put_box in corner of IR
o rYoom. * * )

LY

#SQUETDIES UNEN I AMf PLAYING WITH CHILDREN HERE, I NAVE ‘TO GO BEUIND THAT
CREEN™ WHEN I DO, YOU CAN BRING i BACK BY RINGING THIS BELL. LEVS PLAY
ATSAME WHERE.I GO BEHIND IT ANI YOU BRING iff BACK, BY RINGING THLC RELL. (Let
child practice ringing bell) I'LL GO BACK TIERE NOW. AMND YOU RING THE BELL

) TO BRING ME BACK. (3o behind screen so you'are out of sight, and come back

immediately when bell r oW, LET'6 DO THAT AGAIN.

gs.) GOOD.

(Repeat

going back and forth at“least « times or until child clearly understands.)

e

#Sit dowvm beside child and get out cake t;in. NOW LET ME SHOW YOU HAP
IS IM HERE. IT}S A SURPRISE. pen cake tin). Look. THERE'S A PRETZEL
AMD TWO MARSHMALLOWS. WIHICH ONE WOULD YOU RATHER BAVE? . (Let child choose
one he prefers.) OK, I'm GOING TO PUT THEM BACK WIILE. I TELL YOU HOW THIS
GAME WOR¥S. (Close cake tin and put at back'of table, -out of reach.),
. " >
RIMEPER I TOLD.YOW THAT I SOMLTTHMES HAVE TO GO BEKIND THE SCREEM? I
. HAYE TO GO BACK THERE. NOU. RUT YOU CAN PLAY WITH THIS PLAY DOUGH AlD '{'HES!E
- ® *BLOCKS WHILE".I'N GOME. IF YOU ,VAIT UNTIL I COME BACK BY MYSELF, YOU 11AY
0 HAVE THE (Preferred object--matstmallow or pretzel.) IF YOU DON'"'T VIANT
- . TO WAIT UNTIL I COME RACK RY MNYSELF. YOU CAN RING-THE BELL AMD BRING °'E
BACK ANYTIME. IF YOU RING THE BELL YOU CAN *T HAVE THE (preferred obj eCt).w
] BUT YOU' CAN HAVE THE (nonpreferred object). (Repeat and rephrase this 2 or
: s 3 times to be sure child understands it). - . '
w \ . -
CAN .YOU TELL ME, WHICH DO YOU GET IF YOU SIT AN WAIT UNTIL I.COME
BACK. RY “[YSELF? . -

S
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’ L

II' YOU UAI‘IT TO. I’O‘] CAI‘ YOU IiAKE ME COME BACK? IF YOU RING THE BELL
3 Al}ﬂ I CONE- BACK. THICH DO YOU GET? . K ’ ' -

- 4 -

\ -~ ) .
- OI% I°i1 GOING BACK THERE NOW, REMEMBER Y0U CAN PLAY WITH THE PLAY
nDOUGH AND THE I’LOCKS fHILE I 1 GOME. (Sit behind scréen so.that you can
see child, but he cannot see you) 2 T -

) Staft‘stopvatch as seenas you go behind screen.

Score child’s behavior according to instructions until he rings bell
~or .dntll 19, minutes have passed Ls . -

.

If child xrings bell record tiné from stopwatch., Then go irmediately

Ao to the table. THERE, YOU SEE YOU IIADE IIE CO{E DACK. MNOW YOU MAY HAVE TEE
. (nonpreferred rexnrd ) Give it to the child and let him eat it.

¥ child doés not ring bell, return after 10 minutes. Record 10
minutes on data . sheet. THERE, I CAE BACK BEFORE YOU RANG THE BELL. IioU

: YO MAY HAVE TIE (preferred reward.) YOU FAD TO WAIT A LONG TLIE FOR
- { -. THAT, DIDV¥"T YOU? -

11017 WE CAM PLAY/,’HITH THE TOYS. Get out toys and play for a few minuteé .

s
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