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The role of the teacher in early child:
hood settings is a complex one involving
direct interactions ,with- children as well as
indirect influences on children through
arrangement of the learning environment.*
In an effort to categorize the influence of
adults in classrooms, Jersild and Fite (1939)
define direct teacher effects as "the per-
sonal contact which [teachers) have with
the children and the techniques they use in
handling (or leaving alone) the various
difficulties which arise." Indirect teacher
effects include scheduling the progression'
and content of activities, arranging the
physical environment, setting the tone of
the classroom, and determining thesize of
groups and degree of choice available to
children. It is often difficult to separate
one kind of teacher effect from the other.
As Prescott, Jones, and Kritchevsky (1967)'
have noted, friendly encouraging teachers
tend to have high-quality space and inter-
ested children.

The relationship between adult, behav-
iors and the child's behaviors has been
examined in many studies. The findings
are sometimes contradictory, but in general
they support the concept that effective pre-
school teachers are encouraging (Anderson,
1943; Prescott et al., 1967; Reichenberg-

*This paper was originally presented
at the annual meeting of the American
Educational Re'earch Association in Boston,
Massachusetts, April 1980.
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Hackett, 1962), use positive types of in-
struction (Johnson, 1938; McClure, 1936;
Moore, 1938; Rosen, 1974; Smiiansky, 1971;
Wylie, 1930), are involved with children's
activities (Salisbury & Ivey, 1949; Swift,
1964; Stallings-, 1975; Thompson, 1944)
rather than using direct leadership of
groups (Anderson, 1943; Fagot, ,1973;
Huston-Stein, Friedrich-Coffvr, & Susnan,
1977; Muste & Sharpe, 194ZL Prescott et
al., 1967), and are..child-centered in their
approach (Anderson, 1943; Landreth,
Gardner, Eckhardt, & Prugh, 1943;
Prescott Jones, Kritchevsky, Milich, &

Haselhoef, 1975; Reichenberg-Hackett,
1962).

It is the purpose of this paper to
explore the relationship of teacher behav-
ior--the human environment in early child-
hood classrooms --to the dependent variable
of children's behavior. This criterion,
rather than gains in intelligence or achieve-
ment, was selected because of a belief in
the importance of the child's interaction
with the world as the major means of child
growth and development (Hunt, 1969). The
paper is intended to support the position
that at least some of the variability in-

children's behavior in the preschool is

linked to the classroom environment.
Adopting such a point of view may encour-
age teachers and administrators to look for
sources of desired and undesired child
behavior in an area they can affect, namely
teacher behavior and .the educational set-/ tine.

2
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OIRECT--TSACHER EFFECTS

Among the aspects of direct teacher
effects investigated in the literature are thetype and amount of adult verbalization,quality of adult-child interaction, instruc-tional mode, management techniques, and
curriculum models.

Verbal Behavior

Teacher verbal behavior has been
studied in naturalistic and laboratory set-tings. Johnson (1935) concluded that
positive, unhurried, specific, and encour-
aging types of instructions are more often
carried out by children. Wylie (1930)found that a majority of preschool children
(74 %) resisted negative commands but com-
plied with positive ones. McClure (1936)
concluded that encouragement and emphasis
on success are more effective but that a
child's response to instructions may be
determined less by the type of command
than by the ease and desirability of the
task. Moore (1938) looked at the distribu-
tion of commands, suggestions, and re-
quests in a nursery and ki9dergarten. She
found that the number of commands de-
creased but that teacher suggestions and
requests increased with the age of the
children. Children's response to sugges-
tions was faster than to commands, but the
author does not describe the type of situa-
tion in whith .teacher s resorted to com-
mands,. a vfactor that could easily influence
children's response time. It would be inter-
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esting to know what percentage of all

teacher utterances were instructions, as

opposed to conversations, and what situa-
tions,:were associated with what types of in-

struction. Meyers (1940) looked at the

effect of adult conflict in giving commands

on the leyel of children's constructive play.
When two adults gave contradictory com-
mands forbidding a child to play with a
certain "toy, significant decreases resulted
in' the constructive aspects of the child's
play with other toys.

Stallings 1975), in a complex study of
four early childhood education models,

found that children's task persistence was
positively correlated with individual instruc-
tions by adults. In addition, she f
that cooperative activity betren tw chil-
dren was positively related the in idence
of adult involvement with the children.
Individual attention of adults to children
and higher' ratings of adult frieQdliness and

responsiveness toward children were both
positively related to more independent
activity by children. However, the less

adults praised or acknowledged the chil-
dren's work, the more independent the
children were. The author suggests that

if teachers want to hele,children
.become independent, they should
use praise sparingly and specific-
ally; that is, they should help
the child find reward in the work
itself rather than in their adult

......
approval. (p. 57)

--...,j
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Children's v erb al initiative and observed
self-esteyx were positively correlated,
resp ively. with the presence of respon-

e adults who asked few direct academic
questions and with the presence of adults
who addressed children in small groups and
asked them lots of open-ended questions.

Although the Stallings study confounds
program content with teacher verb-al behair-
ior,. the -results indicAte---that verbally
responsive, non-didactic teachers who ask
open-ended questions and interact frequent-
ly with one-or two children (as opposed to
addressing the entire group) are associated
with task persistence, independence, verbal-
izations, cooperation, and self-eiteem on
the part of the children.

In a laboratory study of the effects of
teacher praise on 5-year-old children.'s task
persistence, Wolf (1938) found that adult
praise increased children's engagement with
a novel toy. However, competition among
children kept them involved the longest.

Type of teacher verbalization proved
to be important in a study by Tizzard,.
Philps, and Plewis (1976), who looked for
differences among three types of nursery
programs in England: traditional nurseries,
language-emphasis nurseries, and pre-
schools staffed with untrained personnel.
They found that the cognitive content of
teacher talk was greater in language-empha-
sis preschools than in either traditional
nurseries employing trained staff or in
nurseries with no professed educational aims
staffed by untrained personnel. The chil-

5
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dren's Reynell Verbal Comprehension Scale
scores revealed that working-class children
benefited most from the language-emphasis
programs. The teachers in these schools
gave the most information to children, while
exhibiting little use of negative control and
supervision. In the nurseries which had no
stated educational goals, the staff talked to
andinteracted with the children less.

Bemis and Luft (1970) looked at kin-
dergarten and first grade pupils' behavior
and achievement gain scores in relationship
to teacher behaviors. They found that
excessively talkative teachers have signifi-
cantly more shy pupils; that nurturant
teachers have significantly more affiliative
students;- and that uncooperative teachers
(those who do not help pupils) hive signifi-

hyper -
at the
ccom-
ut by

uthors
ve gains

operative"
ents.

cantly more disruptive, bo-ed,
active pupils. The authors argue
children may have already learned to
modate their behavior to cues given
the teacher. Unexplained by the
was the fact that significant cogni
occurred in classrooms with "un
teachers and hyperactive s

Instructional Role

Sever
categories
(1943) in
and inte

stu
of teacher

estigat d the
rative

have looked at larger
behavior. Anderson
notion of domihative

f adults in rela-
rs irt chil-

olves a rigidity of
mpt to impose one's

tion to the same Set
dren. Domination
reponses and the at

6
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will on another. Integrative behavior is
defined to include flexibility, the ability to
find the commonality among different views
and the inclination to consider the wishes of
another in working toward' a goal. The
results of this complex study generally
support the idea that higher levels of
dominative behavior in adults are associated
With high domination in preschool children.
Similarly, they suggest that the more a
teacher works with a child in an integrative
manner, the more the child will seek help,
answer spontaneously, and volunteer social
contributions.

Thompson (1944) compared two matched
groups of children who were taught by the
same teachers. The teachers adopted
different instructional roles, but the groups
of children used the same equipment, room,
and basic curriculum. With one group, the
teachers were asked to maintain a restric-
tive attitude: being impersonal and becom-
ing involved with children only when neces-
sary or when specifically requested. In the
other group, the teachers wert, instructed
to operate in an "extensive" fashion: to
develop a personal friendship with each
childband to become involved in the .child's*
use of .equipment and relationships with
other children in a manner appropriate to
each child's individual needs. Observations
of the children's behavior indicated signifi-
cant differences between the two groups,
favoring the greater involvement .of the
teacher. Increases in children's behavior
were noted for the following variables:
social participation, leadership, and con-
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structiveness. Differences in intejtectual.
groWth or in. the incidence of nervous
habits were not found.

..

- , Utilizing Thompson's (194) differentia-
tion between teacher styles as an index of .***-
teacher-child interaction, Schuckert and
Touchton (19685 observed day care children
ages 2 to 5 for signs of fatigue. One set
of preschool teachers was instructed to.
adopt a child-centered, warm approach,
referred to as the " guided" condition. The
"non-guided," more impersonal, condition
was interpreted as being representative of a
custodial level of group child care. The
authors found a significant effect for young-'
er girls, who evidenced fewer symptoms of
fatigue in the guided" condition. A similar
trend of less fatigue was found for all
children in this, condition. Thus, the
degree of teacher involvement with children
in day cafe appears to be an important
factor in the children's day-to-day behav-
ior.

These studies of Reichenberg-Hackett
(1956), Anderson (1943), and Thompson
(1944) are important because they use
observational techniques in order to relate
observable independent variables in the
preschool t3 observable behaviors in chil-
dren. It is interesting to note that
Thompson found no significant intellectual
test differences, although . he did find
differences in observable behaviors. A
similar situation was reported by Shapiro
(1973) in a Comparison of,, Bank Street

!low Through classes and traditional
elk

8
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classes. Although the children were clearly
receiving different treatments and were
exhibiting very dissimilar patterns of class-
room behavior, there were minimal differ-
ences found in the test scores of the two
groUps. Shapiro hypothesized that the
traditional teacher-directed curriculum
fostering convergent thinking may even
ha;./e favored the control group in the
test-taking situation.

Management Techniques

.Several recent studies (Fagot, 1973;
Kounin, 1977; LeLaurin & Risley,, 1972)
have looked at specific teaching stitat,gies
and child outcomes.. Kounin observed
children in first,. second, third, and fourth
grade classrooms, assessing two dependent
variables: the degree of involvement in
assigned work and the occurrence of misbe-
havior (e.g., deviancy', . 'He found four
categories of teacher management behavior
that correlated with high pupil-task involve-
ment and low deviancy rates. One behav-
ior, which he termed "withitness," he
appl!zd to teachers who demOnstrated thatthey knew what was Sing on_throughout
the classroom. The second, "overlapping,"
occurred when the teacher attended to two
events simultaneously without losing `theflow of either one. Transition smoothness
and planning for learning variety in as-
signed seat work were other indicators of
effective management.

and
Withitness, overlap-ping, and ransition smoothness are proba-bly the st relevant to studies of early

9



childhood education, especially since Berk
(1976) 'found that preschool hildren spent

" from 20 to 35% of their time transitions.

Given such a statistic, it is important
to note a study by Le Laurin and Risley
(1972) which examined adult and child
behavior during planned transitions in a

day care center. These authors found that
"zone" staffing (in which an adult super-
vises an area) as opposed to "man-to-man"
staffing (in which an adult is responsible
for several children) increased the chil-
dren's level of' engagement with planned
activities.

Reichenberg-Hackett (1956) found that
differences in children's happiness (as
measured by leve!s of cooperation, sociabil-
ity, spontaneity, self-expression, creativ-
ity, mood, and enjoyment of achievement)
were related to differences in teacher
behavior, especially management techniques.
in 1962, the same author reported another
study in which teachers in 10 nursery
groups were ,observed and their behavior
categorized according to levels of encourage -
ment-discouragement, type of activity that
the teacheeb joined or .watched, type of
teacher approach to child, contgot of les-
sons taught, and values communicated
either formally or informa4. Reichenb-rg-
Hackett found a wide variation in all the
variables among tl-- 10 teachers. The ratio
of teacher enco, q to discouragiffg
behavior ranged fro,,. 9.. to less than 2:1.
Children in the classes ranking high in
encouragement versus discouragement car-



vied through on activities longer and demon-
strated more independent behavior than
lower-ranking classes. The author reported
that the high-encouragement classes had a
higher level of adult-child verbal interaction
on a wide range of topics and that children
were presented with more alternative activi-
ties. The ratio of hostile to sympathetic
behaviors of children varied inversely with
the encouragement-discouragement ratio of
the teacher's behavior, echoing the finding
of Anderson (1943). In brief, the author
concluded that the teacher is the most
potent force in determining the nature of
the 'preschool experience for children.

Comprehensive Studies of Teacher Behavior

Following some of the ideas of
Reichenberg-Hackett (1956), Prescott et al.
(1967) carried, out a descriptive study of
teacher behavior in relationship to center
facilities, administrative philosophy, and
program goals. They found that teachers
who ranked high in encouragement and low
in guidance and restriction were also rated
as sensitive and friendly. In these tea-
chers' centers free-choice format was com-
mon, the environment offered a range of
appropriate opportunities, and the admini-
stration permitted the staff flexibility in
programming. Ch ldren enrolled in these
centers were rated higher in interest in and
involvement with the curriculum than were
children in other centers.

11
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Tizzard, Cooperman, Joseph, and
Tizzard (1972) and Tizzard et al. (1976)
mounted a corr.-;;ex study of residential
nurseries similar to the one by Prescott et
al. (1967). The authors found relationships
among restrictive administrative structures,
the role of adults, the quality of staff-child
interaction, and children's activity and
verbal comprehension scores. In brief,
tpey found that in relatively nonhierarchical
&iild care institutions which allowed staff to
be more flexible and to make more pro-
grammatic decisions, adults conversed with
children on more diverse topics; displayed
higher mean sentence lengths (2 < .02);
engaged in significantly more social activi-
ties, such as reading, playing, and talking
with children; made more informative re-
marks (2 < .01); gave more explanations
with commands (2 < .05); used fewer nega-
tiVe commands (2 < .05); and answered
more remarks made by the children (2 <
.05). Finally, the children in these centers
were assigned more active roles during
adult-child social interactions (2 < .05),
and they answered more remarks made by
staff (2 < .05). In terms of the Reynell
Verbal Comprehension Scale., which assesses
the child's understanding of language
without requiring production, the authors
found significant positive correlations- be=
tween the group score and the frequency of
staff's informative talk, social activity with
children, and answering of children's re-
marks, as well as with the amount of time
the child was in active rather than passive
play. Individual comprehension scores

17
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showed a positive correlation at the .001
level . with the amount of adult informative
talk directed to children. Other results
included the facts that the amounts of adult
informative talk, all talk, and adult-child
social interactions were highest when only
one- adult (as opposed to two) was present
and that these interactions were not affect-
ed by increases , in child-staff ratio. The
authors found that the addition of another
adult lowered the incidence of these positive
staff behaviors because the staff tended to
talk to each other instead of interacting
with the children. Trained child care staff
talked to children significantly more than
untrained adults (e < .001), and regardless
of training, whoever was in charge for the
day talked more, used more informative
talk, and played more with the Children (all
2 c-.001) than other staff present.

The work of Tizzard et al. (1972,
1978) supports the conclusion that institu-
tionalization of children, per se, does not
result in intellectual retardation (Kagan,
Kearsley, & Zelago, 1978). However, these
aUthors make a strong case for asserting

'that the level of language development is
dependent on the quality of staff talk and
the quality of staff-child interaction.
These factors, in turn, tend to be high in
autonomous child care centers. The fact
that this study was carried out in residen-
tial day nurseries, where home effects could
not be expected to interact with caregiver
effects, has perhaps isolated or highlighted
the potency of the adult role. If the study

13
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were replicated in a range of day care
programs, it is uncertain whether such
clear-cut effects -would be obtained.

Another study that compared teacher-
child interaction was an investigation of
compensatory preschoolers' tendencies to
regress cognitively in public school.
McKinney (1978) looked at differences in
teacher-child interaction in the preschools
and in the receiving kindergartens. He
found that the nature of adult-child rela-
tions was very different in the two set-
tings. Preschool children were more likely
than kindergarteners to initiate interaction
and to receive !ndividual attention from
adults, and black children received much
more individual attention in preschool than
in kindergarten. Adults gave significantly
fewer "positive strokes" to low-achieving
children in preschool than to those in
kindergarten. Kindergarten teachers spent
more . time in formal, teacher-led activities
than did preschool personnel, whereas
preschool teachers were more likely to do
things for the children and spend more time
in physical contact with children. Teacher-
child interaction was most likely to be
mediated by materials in preschools and by
words in kindergarten. This study illus-
trated differences in children's educational
experiences that are directly the result of
adult behavior rather than of grade level or
curriculum materials.

14

1s



1

Classroom Structure and Teacher Behavior

Huston-Stein et al. (1977) looked at
the relationship between classroom structure
and the naturally occurring behaviors of
children in 13 Head Start classrooms. The
index of classroom structure was an obser-
vation instrument that measured the inci-
dence of child participation in teacher-led
instruction. The following child behaviors
were found to be significantly correlated
with a low level of direct instructicn:
prosocial behavior to peers (2 < .10),
helping of oeers (2 < .05), imaginative play
(2 < .05), total aggression (2 < .05), and
attention at circle time and responsibility
for cleanup time (both 2 < .05). This
study echoes that of Muste and Sharpe
(1947), in which the authors found more
prosocial anJ aggressive behayior in the
less-structured university laboritory school
than in a highly regimented day care situa-
tion. it seems that allowing children the
freedom to interact and to make choices can
increase some positive behaviors but can
also leave children open to more conflicts
over materials and with each other.

Jackson and Wolfson (1968), in a study
of conflict in the nursery school, found
that 25$ of such problem incidents involved
conflicts between children's desires and
teachers' expectations and that 13% occurred
when teachers overlooked a child who was
seeking assistance. The authors noted that
conflict situations such as these foster
compliance on the child's part, -whereas
conflicts between a child's desire and his or

15
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her inability result in persistence on the
child's part.

Returning to the issue of teaCROP
direction, Stallings (1975) found that high
levels of ,_direct instruction and asking
direct quesTions regarding academic subjects
were negatively correlated with' observed
levels of children's cooperativeness, inde-
pendence, and verbal initiation. In addi-
tion, the number of days children were
absent correlated highly with the incidence
of adults holding large-group activities,
asking direct academic questions, and being
less involved with the children.

Fagot (1973) used task-involvementas
a dependent measure and found" that high
task-involvement occurred in the preichool
in which the teacher offered more praise,
gave less criticism, and directed children's
behavior less often. In two related stud-
ies, Fagot fourid that high task-involvement
occurred in the classes in which the teacher.
criticized less, gave fewer directions,
showed less physical affection, and re-
sponded more to children's questions. In
addition, the involvement-promoting tea-
chers set up a program in which there was
a new activity introduced every day.

Miller and Dyer (1975), in a cornpari-
son of four preschool education models,
explored the ability of teacher behavior, to
differentiate among program types. The
following dimensions of teacher behavior
emerged from the analysis: (1) teacher-
directed, fast-paced versus childcentered,

16

2f)



slow-paced forpato; (2)_ the relative propor-
tion of large group to individual activities
conducted by teachers; and (3) the relative
proportion of teachers asking for, rather
than giving, information.

The classrooms charactc-ized by a
teacher-directed, fast-paced format, with
large-group activities predominating and
teachers asking for (rather than giving)
information, had children who engaged in
large amounts of verbal' recitation and few
incidents of fantasy play. An interesting
outcome of the study was the fact that
traditional- Head Start teachers (without a
program model to follow) exerted more
controlling behavior than di& preschool
teachers who implemented specific curricular
models. This echoed the finding of Soar
and Soar (1972) that teachers in programs
with a low degree of structure tend to
utilize more controlling behaviors than do
their colleagues.

In a comprehensive study including the
measurement of classroom structure, Berk
(1976) compared teacher& expectations for
their own an4 children's behavior with the
observed frequencies of certain behaviors in
five different kinds of preschool programs.
Adult behavior was coded ,as being the
following: not in the activity, watcher-
helper, participator, or active leader.
Berk found , a wide range of discrepancies
between actual classroom practices and
teacher expectations. In addition, she
related aspects of the educational program
to the variables of passive and active child

17
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behavior, teacher leaderihip pattern, and
child-initiated activity.

The Montessori program was the only
one in which child-initiated activities pre-
dominated over teacher-initiated ones.
Children were often manipulating (28%),
readying (16.6%), exploring-wandering
(15%),, and working-listening (12.7%). The
predominant Montessori teacher-roli was
coded as not in activity (54%). The char-
acteristic behavior of adults in the fran-
chise day care program was found to be
active leadership (35%), while the children
engaged mainly in the passive behavior of
watching-listening (33.2%).

In all five centers the role of the
teacher as participator was extremely low,
from 0 to 1.5% of all teacher activity. In
the classroom with the highest profile of

.adult active leadership, children were
observed in large-group activities more than
80% of the time and were engaged in ready-.
ing (28%) or eating (28%). behaviors fors
more than half the day.

Given the high percentage of active
adult leadership behavior found in the

/majority of Berk's classrooms, one needs to
consider the influence of a predominantly
directive style on children in early child-
hood programs. Several studies point to
the negative aspects of directive behavior.
Fagot (1973) and Stallings (1975), as men-
tioned elsewhere in 'this review, have found
directive teacher behavior linked with less
desirable child outcomes. Doke and Risley

18



(1975) compared day core students' involve-
ment in planned activities during 15 minutes
of "formal" teacher-directed act ties in
which alt children were required partici-
pate and in 15 minutes of "informal" free-
choice periods. The authors found that
children were consistently more involved in
"informal" activities. They suggest that
aspects of "formal" activities which discour-
age task involvement include waiting while
the teacher talks to one child or, while the
teacher distributes the same materials to all
students. In contrast, informal activities
allow the children to choose among available
materials and to proceed at their own pace,
and permit adults to interact with children
individually according to need. Unfortu-
nately, Doke and 'Risley's findings were
confounded by differences in the 'inherent
attractiveness of the content of the two
types of activity se nts.

Two somewhat
teacher direction are important to note

specialized cases of

because they demonstrate the importance of
the context of adult leadership. Shores,
Hester, and Strain (1976) found that tea-
cher-structured dramatic play significantly
increased child-child interaction in a group
of handicapped youngsters, as opposed to
the-- teacher's adopting a role and interact-
ing with the children or remaining unin-
voliied during dramatic play time. In the
teacher-structured condition the adult
assigned dramatic, play roles to children,
who then carried out their play without
adult involvement. Featherstone .(1974)

19
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found that certain children sought out
small-group activities (such as group cook- t
ing or reading) in which the adult directed
their contributions and remained stationary.
These children appeared to need the secur-
ity of such settings.

Participatdry Teacher Role

The work of Smilansky (1971) on adult
intervention for the purpose of teaching
role-play skills to disadvantaged pre-
schoolers supports the concept of the
partic;patory adult. Smilansky distinguish-
ed between didactic teaching and facilitat-
ing. (An-adult facilitated dramattt play by
assuming an attitude of "realness," as
opposed to self-conscious or fake role
playing, and employed 'empathic listening so
that the children initiated their own growth
and learning.) She reported that children
whose sociodramatic play was facilitated in
this manner improved their f bility to take
interactive roles in fantasy play. In a
follow-up study, Rosen (1974) had teachers
act as role models a!Icl ask leading questions
of youngsters engaged in sociodramatic
play. After 40 days, these experimental
children exceeded the controls on measures
of group problem-solving behavior, on
effective cooperation in solving problems as
a group, and on an index of role-taking
skills. The literature' appears to support
positive outcomes for children when adults
interact with them in a child-centered,
non-directive manner.

20



In an ecological study of two separate
day care environments, Perkins (1980)
found that the classroom in which adults
participated more often with children and
were less directive had children who ex-
hibited significantly higher levels of cognil
tive play, task involvement, and verbal
interaction, and who showed lower levels of
passive negative behavior. This study did
not isolate adult behavior from environmen-
tal variables and thus, to some extent,
replicated the findings of Prescott et al.
(1967) that friendly, involved teachers had
high-i. quality space and involved children.

Adult Effect on Antisocial Behavior

Another aspect of the direct influence
of teachers invo eir effect on such
child behavior as aggression and atten-
tion-seeking. It seems that the behavior of
an attending adult is significant in deter-
mining the amount of aggression in a group
of young children (Siegel & Kohn, 1959).
In an experimental play situation, children
engaged in more aggressive acts in the
presence of a permissive adult than they
did when. no adult was present. It seemed
that lack of intervention on the part of the
adult was not seen as nputral behavior but
rather was interpreted gas permission to
engage in such aggression. When the adult
does mediate in an aggressive situation,
certain behaviors appear to be more suc-
cessful, than others; Appel (1942) found
the,. directing and separating children,
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--------,,-
. interpre the feelings of one 'child to

J---another xplaining property rights, and
suggest s.olutions were among the most
successf nother aspect of the Appel
study ',1was at, in the absence of adult
inter ntion ti.tn an aggressive encounter,
the itiator was likely to be successful 641,
of e time. When the adult intervened,
however, the percentage fell to 26 %. Thus,
adult intervention hvi a highly significant
impact on the outcome of aggressive encoun-
ters in nursery schools (p < .001), and in
day nurseries and play groups (both 2. <
.01). A laboratory study by Hartup and
Himeno (1959) found that preschool children
left /alone in a room with toys exhibited
more aggression in subsequent doll play
than did children with whom an adult re-
mained and interacted.

Perkins (1980) found that the anti-
social behavior gr children was significantly
higher in the dlydcare center characterized
by predominantly uninvolved and directive
adults. Gewirtz, Baer, and Roth (1958)
contrasted preschool children's behavior
during easel painting in the presence of an
adult. When the adult sat nearby, pa-
sively watching the child (a high-availabil-
ity condition), the children emitted a mean
frequency of attention-seeking behavior that
was lower than when the adult was en-

- grossed in paper work, athough seated
nearby (a low-availability condition). All of
these studies point to the negative aspects
of the isolation of children from adult
contact.
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Reuter and Yunik (1973) found that
children in a nursery school with a high
adult-child ratio (1:12) scored higher on
sociability with peers and duration of social
contacts; but the reseirchers did not
investigate the adults' behavior. Thus, we
do not know whether or not the high adult-
child ratio represented a lack of involve-
ment of adults.

Overview

A review of studies discussed in this
section presents a picture of the successful
teacher--one who erzourages independent
activity, plans a variety of activities, and
is involved with the children, but who does
not need to direct their behavior. He or
she uses criticism and negative commands
sparingly, is aware of several activities at
once, can maintain two activities simulta-
neously, and effects smooth transitions. In
addition, such a teacher tends to arrange
classroom space well and maintain a rela-
tively high le -I of teacher-child verbal
interaction.

INDIRECT TEACWR EFFECTS

Evidence of tne effects of behavior
settings on children's behavior has been
offered by Emmerich (1977), -Gump (1964,
1969), Gump and Sutton-Smith (1955);
Kounin and Gump (1974), Morrison and
Oxford (1978), and Kounin end Doyle
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(1975), as well as by many of the studies
mentioned earlier. These indirect teacher
effects are related to the teacher4s prefer-
ence for directive versus free play periods,
the mediating effect of the activity setting
on teacher and child behavior, the arrange-
ment of space, anti the scheduling of activ-
ity segments.

Classroom Organization and Space

1- Other studies have related positiver aspects of teacher behavior to environmental
variables. Pollowy (1974) found that the
supervisory involimment of adults increased
wherever gquipment distribution restricted
the child's activity or access. Zifferblatt
(1972), in a comparison of a successful and
an unsuccessful integrated-day third grade
classroom, found that task attention span
vas longer, that the . number of correct
problems was larger, and that non-task
talking and non-task movement were lower
in the successful room. The corresponding
teacher remained at her desk only one-fiftli
of the time, emitted considerably fewer
behavior restrictions than her less success-
ful counterpar , had arranged desks in
small clusters creened by dividers, had set
up an infor conversation area, and had
provided a private, cozy nook where chil,
dren could spend time alone. Not only was
the teacher behavior different, but another
aspect of the teacher role, that of design-
ing the environment to promote program
goals, was a factor in this study. In
addition, Landreth et al. (1943) looked at
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variations in teacher behavior in relation to
location and age of the child. The study
confirmed the author's expectation that
teachers would vary the type of contact
(physical versus verbal, negative versus
positive) depending on whether children
were younger or older and whether they
were in the play yard, the patio, or the
bathroom locker area.

An unusual study by Perry (1977)
looked at the effect of usable space on
preschool teachers' behavior. She found
that Head Start classrooms with less than 30
scare feet per child, as compared with
classrooms characterized by more than 49
square feet per child, had teachers who
exhibited significantly more controlling
behaviors, both verbal and nonverbal. In
addition, the teachers in the smaller spaces
restricted free play to the manipulation of
table-top toys.

Teacher Initiation

Foster (1930) measured the distribution
of teacher time among children in a nursery
and two kindergarten classes. The inci-
dence of physical-care, play-related, social7
emotional, and conversation behaviors of
teachers was recorded for both groups. As
could be expected, younger children took
more of the teacher's time, including more
of both child- and teacher-initiated time.
In kindergarten, children without previous
preschool experience took up more time than



those who had already had preschool experi-
ence. And as children grew older they
experienced a steady growth in child-initi-
ated teacher time and decrease in tea-
cher-initiated time. There' were clear
ecological effects on teacher behavior.
During naptime, practical'; all attention was
teacher-initiated. Settling children down
for naps required more time for boys than
it did for girls, but girls attracted the
teacher's attention more during lunch.
During free play, girls occupied more
child-initiated teacher time and boys more
teacher-initiated time. Foster concluded
that as children matured teachers needed to
initiate fewer contacts because the children
were better able to ask for help and that,
overall, boys required more teacher-initi-
ated time than girls.

Preschool Activity Segments

Taking a careful look at the creation
of educational activity settings by preschool
teachers, Kounin and Gump (1974) studied
596 videotaped lessons taught by 36 tea-
chers. The lesson was conceived of as a
signal system that varied in terms of con-
tinuity, intrusiveness, and insulation.
Children's on-task behavior constituted the
dependent variable,. The most successful
lessons had a single continuous signal
system that was "insulated" from distrac-
tions (for example, a fast-paced, teacher-
led exercise or recitation activity, or a
well-planned collage ectivityT.----The lessons
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with then highest off-task scores included
teacher-led recitation; role play, group
construction, and group discussion (charac-
terized by multiple and shifting signals from
children); and singing and body movement
(characterized by high intrusiveness of
props). Although some teachers'can handle
activities like group discussions or singing
better than others, Kodnin and Gump's
research begins to analyze why these activ-
ities are difficult for teachers to Manage if
the goal is onjask behavior.

Following upon this inquiry, Kounin
and Doyle (1975) looked at pairs of high
and low task-involvement lessons in the
Kounin and Gump videotapes; segments
were taught by the same school teachers

'1 within the tame'signal system format (e.g.,
,teacher reading, teacher demonstration, and
iqdividual construction). In the analysis,
the degree of signal continuity discriminated
significantly between high and low task-
involvement of children in the same type of
lesson taught by the same teacher. How-
ever, teacher reading and teacher demon-
stration formats involved a different signal
system from that of individual construction.
In the former, the continuity of the tea-
cher's signal emission was paramount,_ and
the amount of child recitation aildWed sig-
nificantly discriminated high and low task-
involvement lessons. This study concluded
that teachers 'must attend to different
aspects of their roles in order to enhance
various activities. In individual construc-
tion, teachers need to provide sufficjent
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materials and be sure .each step calls forth
the next step in the project. In teacher-
led formats, teachers must employ a fast-
paced signal emission syStem in order to
avoid the situation in which' children become
bored during repeated or lengthy inter-
ruptions by other children.

Morrison and Oxford (1978) looked at a
kindergarten class in order to see if contin-
uous central signal emission (such as a
teacher reading or explaining a game to a
few children) and individual projects would
produce more task-oriented behavior than
whole-class recitation. They found that
students were significantly more passive,
distractible and non-task involved in class
recitation than in the other two conditions.
This finding was interpreted as supporting
Kounin and Gump's theory that continuous
signal emission, whether from teachers or.
well-organized materials in individual pro-
jects, produces more on-task behavior.

Sherman (1975), in an examination of
the Kounin and Gump videotaped lessons,
analyzed the unexpected occurrence of
group glee in different preschool activi-
ties. Such outbursts involving three or
more children were most often precipitated
by teacher requests for volunteers, un-
structured lags in teacher-directed les-
sons, gross motor activities, and cognitive
incongruities. The rate of glee was three
times higher in formal lessons than in free
play. Teachers tended to ignore glee epi-
sodes except when they lasted more than 10
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seconds or threatened to disrupt the les-
son.

Effect of Restriction and Activity Settings

Wright (1943) looked at the effect on
children's behavior 'of interrupting a free
play seosion which included many desirable

.toys by interposing a wire fence and letting
the children play only with a standard set
of toys. He found that the level of con-
structive play decreased significantly when
children were in the restricted situation.
Although teachers do not roll out wire
fences in, normal day care centers, they do
end activities and begin others. Some of
these transitions may appear as frustrating
to the children as Wright's manipulation
seems to have been. The timing and nature
of a shift from one activity to another is an
important aspect of the indirect influence of
the early childhood teacher. In analyzing
the difference in children's behaviors in
various summer camp activities, Gump,
Schoggen, and Redl (1957) assert the
following:

Certain features of the activity-
setting which support or provoke
the behaviors and experiences
that occur within it are clear.
When props and performances are
so organized that the valued
actions are delayed or in short
supply, an activity setting is
likely to produce competitiveness
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whether it, is in cookouts or
boating. And a setting which
requires performances directed at
individual tasks is likely to-pro-
duce lowered interaction whether
it- is crafts or library reading
time. (p. 43)

Not only do settings channel children's
behavior but they elicit certain behaviors
from teachers as well (Gump & Sutton-
Smith, 1955). Adults are characteristically
called upon to give individual assistance
with materials during collage and art time,
yet group recitation requires a different set
of adult behaviors (Kounin & Gump, 1974),
and outdoor free play may have children
eliciting praise or conflict mediation from
adults.

Emmerich (1977) compared teacher-
directed small group time (similar_to
Risley's [1975) "format " activities) and free
play_tsimilar---- o the "informal" condition).
He found initial differences and changes
over time in children's personal-social
behavior associated with each condition.
Free play elicited significantly more cooper-
ation, compliance, and affiliation with peers
than did small-group time. In addition,
there was significant growth during a
16-week period in the free play condition
for the following measures: autonomous
achievement. gross motor activity, and
fantasy activity. These same measures
decreased over time in the small-group
formal activity period. The author sug-
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Bested that the small-group setting may
actually encourage affiliation among children
at the same time that the format severely
restricts child-child interactions, thus
setting up a conflict that results in reduced
cooperation and compliance.

Recentiy, Kounin and Sherman (1979)
speculated about the qualities of preschool
activity settings that influence the length of
time children remain involved. Settings
with the lowest indices of holding power
(clothing, displays, and vehicles) "all have---
a restricted range of constituent standing
behaviors that aretypically executed in a
repetitive -- -fashion without yielding clear
indications of something being accomplished
or altered as a result of the child's action"
(pp. 3, 4). However, other settings with
higher holding power (art, role play,
blocks, and sand) seen either to offer a
variety of expected behaviors or to result
in a clear sense of progress or an actual
product. Thus, teachers need to be aware
of the cues for behavior in the learning
environment which they create by their
selection of equipment and arrangement of
space "Phyfe-Perkins, 1980). The teacher's
choice of activity settings can become a
major influence on the behavior of children.
Teachers can attend to the availability of
materials and the sequencing of activities.
By being aware of the effect of the setting
on-behavior, they can intervene to prevent
problems, reduce the density of children,
or otherwise arrange the environment to
support the behaviors desired.
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c.

Access to Materials, and Toys -

The Learning Environments Group
headed by Risley in Kansas has_looked at
some specific variables _directly under the
control of preschool teachers. Montes and
Risely (1975) varied the accessibility of
toys in a _day care setting. In the limited
access condition, when children had to
request the use, of material from a teacher
and could use only one item at a time,
children engaged in more complex sociodra-
matic play episodes. Except in sociodra-
matic play, toy availability had little effect
on such variables as the amount of time
spent playing, selecting activities, or
interacting with the teacher. Pollowy
(1974) found that the supervisory invoiVp-
ment of adults increased wherever equip-
ment distribution restricted the child's
activity or access.

According to Hart and Risley (1975),
child requests for toyg can be used to
stimulate language and achieve cognitive

% goals in an informal, cOild-centered manner.
Thus, limited access to toys can be utilized
to increase the instances of incidental
teaching. Another study carried out by
the-iiansas group investigated the effects of
scheduling activities' in different sequences.
Krantz and Risley (1972) found that the
involvement level of children was higher
during group story time and that transition
into story time was shorter when the story
had been preceded .by naptime i-a. opposed
to outdoor play.

-
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A study that demonstrated the need
for adults to become aware of their own
tendencies to avoid or concentrate in cer-
tain activity areas was carried out by
Shapiro (1975). Observing the free play
behavior of 274 tows-year-old preschool
children, she noted a striking disparity
between children's and teachers' prefer-
ences for activity areas. She speculated
that the difference perhaps results in a loss
of spontaneous teaching-learning inter-
actions. Children populated, the block and
doll _corner areas 37% of the time, but only
17% of teacher-child interactions occurred in
those areas. The art areas, where children
spent 21% of the time, averaged 35% of all
teacher-child contacts. The author sug-
gested that teachers r tit set up more
independent art activii so that they
would be available for interaction and
observation in the active block and house-
keeping areas.

"Closed" Versus "Open" Structure Settings

Prescott et al. (1975), in an ecological,
study of day care environments, apalyzed
teacher behavior in an unusual way. The
authors proposed two major categories of
early childhood classrooms based on the
locus of decision-making about the majority
of children's activities. "Closed structure"
centers are those in which teachers, for the
most part, determine what children shall
do. In "open structure" centers the chil-
dren make more of these decisions.
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Prescott et at. contend that high-quality
open structure centers, as opposed to
closed structure preschools, are character-
ized specifically by more adult-child inter-
action in activity segments/ more frequent
incidences of children receiving help_ from
adults, a low proportion- of unfinished
activities, play areas with a wider variety
and greater abundance of things to do, and
teachers who more frequently open up the
alternatives inherent in an activity segment.
According to Prescott et al., the major
characteristic in closed structure settings is
the imposition of restrictions on children's
movement and activity, which cannot be
counterbalahced by the positive aspects of
the curriculum. Thus, the authors advo-
cate that "closed structure" teachers be
somewhat "open" by relaxing some of their
requirements for conformity to rigid behav-
ioral expectations.

The concept of a teacher ability label-
led "double structuring" of the environment
is also presented by Prescott. This ability
facilitates choicemaking by children:

The teacher constantly structures
both (1) by her input, and (2)
by providing an environment
which facilitates getting started
behavior and regulates intrusion
by the use of insulated play area
with clear cut boundaries.
(Prescott et al., 1975, p. 65)

These authors not only consider the d6n
influence of teachers as evidenced by the
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interaction, direction, mediation, assistance,
or observance of children, but they also
evaluate the indirect influence of the activ-
ity settings that ,he teacher makes available
to the children.

t

CONCLUSIONS

Interpretation of research results in
this area cannot be free of values and
assumptions. One's philosophy of education
dictates the significance one attaches, to
various adult and child behaviors. this
author subscribes to a Piagetian. and devel-
opmental interactionist view of early child-
hood, in which behaviors that reveal the
child as an active learner, both mentally
and physically, are valued. Franklin and
Biber (1977) describe this view:

Since learning is an active pro-
cess, and, knowledge is con-
structed rather than "acquired,"
the child must be provided with
an environment which furthers his
own natural tendency to act on
and with objects, to explore,
manipulate and experiment. He
must be allowed, indeed encour-
aged, to take initiative, to pose
problems, and to generate solu-
tions for himself, even when the
problems may seem trivial to an
adult and/or the solutions may be
"wrong" from an adult point of
view. (p. 11)
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Teachers in a developmental interactionist
curriculum take on the role of guide And

\ stimulant, asking questions that may lead
\ the children to their own solutions. In

such a preschool, the teactler is .a helper,- a
source of useful information, and a person
to be trusted (Franklin & Biber, 1977).
Since' development itself is conceived of as a
function of organism-environment inter-

, action, adults can enhance learning by
facilitating such interaction. In the pre-
school, this means a predominance of watch-
ing-helping, participating, and mediating
teacher behaviors rather than direct leader-
ship or lack of involvement. In order to
stimulate and guide children's autonomous
'learning, adults must participate with the
children.

Adults' interactions with children,
together with their management of child-
child and child-environment interactions,
constitute the human aspect of the environ-
ment. All of the studies reviewed in this
paper support the notion that the behavior
of adults in early childhood education does
have an impact on the children. Some of
the crucial aspects of the immediate behav-
ior of successful teachers include their
ability to be encouraging, warm and friend-
ly, involved with' individuals and small
grIntps, and attentive to two issues simul-
tanlously. Adults need to keep the momen-
tum going, effect smooth transitions, use
positively worded instructions, minimize
direct leadership of large groups, and
maximize a child-centered approach as
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opposed to one in which adults make most
of the decisions. Children who aretaught
by adults who possess some of these 'traits
have been found to be, variously, high on

. measures of task involvement, language
comprehension, social- participation, con-
structive use of materials, spontaneity,
.creativity, sympathy, and independence,
and low in dominative and hostile behavior.
Although some of the prescriptions sound
contradictory, the confusion lies in ,the
matter of context. Direct leadership as a
major mode of classroom organize:7.n seems
to have negative effects, such as low task-
involvement ar,-1 little child-child inter-
action. However, if a teacher decides to
have a group story or circle time, for
example, she or he should become a vigor-
ous leader during that activity, emitting
continuous stimuli for attention and restrict-
ing frequent or lengthy child recitation.
Another seeming contradiction in the review
of the literature is the finding that closed
structure classes (in which adults make
most of the decisions) are often associated
with low IA/els of antisocial behavior,
whereas open structure (child decision-
making) classes tend to have higher levels
of interpersonal conflict. This polarity can
be explained by the fact that when children
are allowed to interact freely and choose
their own activities, more conflicts, as well
as higner incidences of positive social, emo-
tional, and cognitive behaviors, are ob-
served. In contrast, !dult-dominated
centers have low frequencies of many be-

. ,

haviors, including aggressive ones.
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Taken as a whole, the studies re-
viewed support the hypothesis that adult
behavior influences the behavior of children/
in preschool settings. In addition, a smal-
ler, more recent group of studies have
explored the contribution of the scheduling,
organization, and placement of equipment
and activity segments. Adults' arrangement
of the environment, as well as their atten-
tion to children, is clearly important. When
planning activities, adults need to consider
the cues in the setting that will be salient.
to children. For example, if task invcikte-
ment is to be fostered, independent ,r:on-
struction activities should be organized so
that the steps are self-reinforcing and
sufficient materials are available. Play,
centers with many and varied materials
encourage social play among children.
(Further discussion of the effects of phys-
ical environments on children's behavior can
be found in ?hyfe-Perkins, 1980.) c

Elardo (1973), looking at the ecology
of day care, stresses the pre-eminence of
high quality adult-child interactions. He
states that one of the most harmful early
educational philosophies

'1

calls for minimum interference in
the child's activities. The adult's
role becomes that of an observer,
with a teaching style for the
larger part that involves being
passive, watchful, and retiring,
while allowing the child to inter-
act with various materials or
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toys. The feeling is that if an
adult simply guards the child
against emotional damage, some
kind of natural growth force will
take over and assure the child's
maximum development. (p. 7)

If we are concerned with the quality of
'children's interaction with a stimulatirig
environment, then much work needs to be
done to delineate the teaching ..kills and
behaviors of adults that 'facilitate such
interaction. Hunt (1969) has conceptualized
the problem of the correct "match," that is,
providing the child with experiences that
are neither too strange nor too familiar, so
that an optimum level of 'child-environment
interaction occurs. The early childhood
teacher car. be the key to creating such
"matches" for children. by interpreting
confusing events, suggesting further .con-
nections, modeling more advanced 'social and
play behaviors, comforting, mediating,
scheduling activities, and 'arranging environ-
ments that encourage many and varied
child-thild, child-adult, and child-environ-
ment interactions.

39

43



REFERENCES

Anderson, H. H. Domination and socially
integrative behavio.. In R. G. Barker,
J. Kounin, & H. F. Wright (Eds.),
Child Behavior and Development. New
York: McGraw Hill, 1943.

Appel, M., H. Aggressive behavior of
t nursery school children and adult

procedures in dealing with such behav-
ior: Jonental Ed ca-
tion; 194 , .

*Bemis, K. A., & Luft, M. Relationships
betwten tescher'behavior, pupil be-
havior andpul achievement. Paper
presented at the annual meeting of the
American Educational Research Associa-
tion , Minneapolis, 1970. [ED 038 189)

Berk, L. .E. Effects of variation in the
nursery school setting on environ-
mental constraints and children's
models of adaptatio:,. Child Develop-
ment, 1976, 43, 839-869.

*Items with ED numbers are available
through trio tducational Resources informa-
tion Center (ERIC) in microfiche and paper
copy, unless otherwise noted. (For infor-
mation oil obtain'ng ERIC documents, in
libraries or by mail, see pages 51-52.)
Some of these documents are also available
from their original source.

40

44



Doke, L. A., & Risley, T. R. The organi-
zation of day care environments:
Formal versus informal activities. ,

Child Care Quarterly, 1975, 4, 216-
222.

Elardo, R. The ecology of day care.
Day Care and Early Education, 1973,
1, 5-9.

Emmerich, W. Evaluating alternative models
of development: An illustrative study
of preschool personal-social behaviors.
Child Development, 1977, 48, 1401-
1410.

Fagot, B. I. Variation in density: Effect
on task and social behaviors of pre-
school children. Developmental Psy-
chology, 1973, 13, '16F-167.

Featherstone, H. The use of settings in a
heterogeneous preschool. Young
Children, March 1974, 147-154.

Foster, J. C. Distribution of the teacherrs
time among children in the nursery
school and kindergz.rten. Journal of
Educational Research, 1930, 22, 172-
183.

*Franklin,, M. B., & Biber, B. Psychol-
logical perspeCtives and early child-
hood education: Some relationships
between theory and practice. In Katz,
L. G. et al. (Eds.), Current topics in
early childhood education, Vol. 1.

41



Norwood, NJ: Ablex Publishing Cor-
poration, 1977. [ED 140 9881

Gewirtz, J. L.; Baer, D. M.; & Roth, C.
H. A note on the similar effects of
low social availability of an adult sand
brief "social deprivation on young
children's behavior. Child Develop
ment, 1958, 29, 149-152.

Gump, P. V. Intra;setting analysis: The
third grade classroom as a special
case. In E. .Williams, & H,Rausch
(Eds.), Naturalistic viewpoints in psy-
chological research. New YOT.k: Holt,
WU.

Gump, P. V. Operating environments irks

Schools of open and traditional design.
School Review, August 1974, 575-593.

Gump, P. V.; Sthoggen, P.; & Redl, F.
The camp mileau and its iminedjate
effects. Journal of Social Issues,
1957, 13, 40-46.

Gump, P. V., & Sutton-Smith, B. 'Activity
setting and social interaction: A field
study. The American Journal of Or-
thopsychiatry, 1955, 25.

Hart, B., & Risley, T. B. Incidental
teaching of language in the preschool.
Journal of Applied Behavioral Analysis,
1975, 4, 411-420.

42

46



Hartup, W. W., & Himeno, Y. Social isola-
tion versus interaction with adults in
relation to aggression in preschool
children. Journal of Abnormal and
Social Psychology, 1959, 64, 17-22.

Hunt, J. McV. The challenge of incompe-
tence and poverty. Urbana: Uni-
versity of Illinois Press, 1969.

Huston-Stein, A.; Friedrich-Coffer, L.; &
Susman, E. J. The relation of class-
room structure to social behavior,
imaginative play, and self-regulation of
economically disadvantaged children.
CI ild Development, 1977, 48, 908-914.

Jackson, R. W., & Wolfson, B. J. Varie-
ties of constraint in a nursery school,
Young_ Children, 1968, 23, 358-367.

Jersild, A. T.,' & ,Fite, M. T. The influ-
ence of nursery school experience on
children's social adjustment. Child De-
velopment Monographs (No. 25).
Bureau of Publications, Columbia
University, NY, 1939.

Johnson, M. W. The influence of verbal
directions on behavior. Child Develop-
ment, 1935, 6, 196-204.

Kagan, J.; Kearsley, R.; & Zelaza, P.
Irlfancy and its place in human devel-
opment.. Cambridge: Harvard Univer-
sity Press, 1978.

43

47



Kounin, J. S. Discipline and groupman-
agement in classrooms. Huntington,
NY: Robert E. Krieger Publishers,
1977.

Kounin, J. S., & Doyle, P. H. Degree of
continuity of a lesson's signal system
and the task involvement of children.
Journal of EckIr7g,cyWi3scholosy,
1 , ___, 1 -1 4.

Kounin, J. S., & Gump, p. V. Signal
systems of lesson settings and the task
related behavior of preschool children.
Journal of Education Psychology, 1974,
66, 554 -563.

Kounin, J. S., & Sherman, L. W. School
environments as behavior settings.
Theory into Practice, Spring 1579.

*Krantz, P., & Risley, T. The organiza-
tion of group care environments:

/ Behavioral ecology in the classroom.
/ Lawrence: University of Kansas,

Landreth,

[ED 078 915]

Landreth, C.; Gardner, G. M.'; Eckhardt,
B. C.; & Prugh, A. D. Teacher child
contacts in nursery schools. Journal
of Experimental Education, 1943, 12,
65-91.

LeLaurin, D., & Risley, T. R. The organi-
zation of day care environments:
"Zone'' versus "man to man" staff
assignments. Journal of Applied Be-
havioral Analysis, 1972, 5, 225:51

44



McClure, S. C. The effect of varying
verbal instructions on the motor re-
sponses of preschool children. Child
Development, 1936, 7, 276-290.

McKinney, D. An ecological comparative
analysis of adult-child interaction
between a compensatory preschool and
a receiving kindergarten program.
Paper delivered at the annual meeting
of the National Association for the
Education of Young Children, New York,
August 1978.

Meyers, C. E, Security and conflicting
adult authority. Unpublished doctoral
dissertation, University of Iowa, 1940.

Miller, L. B., & Dyer, J. L. Four pre-
school programs: Their dimensions
and effects. Monographs of the Soci-
ety for Research in Child Development.
University of Chicago Press, 1975,

ig, Montes, F., & Risley, T. R. Evaluating
traditional day care practices: An
empirical approach. Childcare Quar-
terly, 1975, 4, 208-215.

Moore, S. B. The use of commands, sug-
gestions, and requests by nursery
school and kindergarten teachers.
Child Development, 9, 1938, 184-202.

Morrison, S. B., & Oxf .' L. Class-
room ecology a kinder arten stu-
dents' task-related behaviors: An ex-

45

4a



ploratory study. Paper presented at
the annual meeting of the American
Educational Research Association,
Toronto, Canada, 1978. [ED 153 744]

Muste, M. J., & Sharpe, D. F.
influential factors in the determination
of aggressive behavior in preschool
children. Child Development, 1947,
18, 11-28.

Perkins, E. Phyfe. An ecological assess-
ment of two Oreschool environments.
Pa er presented at the 11th annual

). me .ink o the Environmental Design &
Rese h Association, Charleston,
North Carolina, March 1980.

I
Phyfe-Perkilts, E. Children's behavicr in

preschool setting: A review of re-
search on the influence of the physical
environment. In L. G. Katz et al.
(Eds. )* Current topics in early child-
hood education, Vol. 3. Norwood, NJ:
Ablex Publishing Corporation, 1980.

Pollowy, A. M. The child in the physical
environment: A design problem. In
G. Coates (Ed.), Alternative Learn-*
ing Environments. Stroudsburg, PA:

. Dowden, Hutchinson & Ross, 1974.
....

%._
Prescott, E. Is day. care as good as home?

Young Children, 1978, 33, 13-19.

*Prescott, E.; Jones, E.; & Kritchevsky,
° E. Group day care as a child rearing

46

50

4



environment: An, observational study
of day care programs. Pasadena, CA:
Pacific Oaks College, 1967. [ED 024
4531

Prescott, E.; Jones, E.; Kritchevsky, E.;
Milich, C.; & Haselhoef, E. Assess-
ment of child environments:
an ecological apProac Pts. 1 and 2.
Pasadena, CA: Pacific Oaks College,
1975.

Reichenberg-Hackett, W. Children's atti-
tudes, happiness, and social values in
nursery schools. Paper presented at
the meeting of the Inter-Ameridin
Society of Psychology, San Juan,
Puerto Rico, December 1956.

Reichenbert-Hackett, W. Practices,- atti-'
tudes and values in nursery group
education. Psychological Reports,
1962, 40, 279-300.

Reuter, 6., & Yunik, G. Social interaction
in nursery schools. Developmental
Psychology, 1973, 3, 319-325.

Rosen, C. .E. The effects of sociodramatic
play on the problem solving behavior
among culturally diSadvantaged pre-
school children. Child Development,

. 1974, 45, 920-927.

Salisbury, E. I., & Ivey, H. Block build-
ing in the reading readiness program.

47.



Childhood Education, 1940, 16, 221-
225-.

Athuckert, . R., & Touchtbn, R. M. An ex-
perimental method of relating variations
in teacher participation to measures of
child fatigue in preschool training pro-
grams. Journal of, Educational Re-
search, 1968, 62, 123-125.

Shapiro, E. Educational evaluation: Re-
thinking the criteria of competence.
School Review, November 1973,
323-549.

Shapiro, S. Preschool ecology: A study of
three environmental variables. Read-
ing improvement, 1975, 12, 236r-241.

Sherman, L. W. An ecological study of
glee in small groups in preschool
children. Child Development, 1975,
46,*5-53.

Shores, R. .E.; Hester, P.; &
The effects of amount
teacher-child interaction
interaction during free
chsin the Schools,
17-1=.175,

Strain, P. S.
and type of
on child-child

play. 1!_sy-
1976, 12,

Siegel, A. E., & Kohn, L. G. Permissive-
ness, permission and aggression: The
effect of adult presence or absence on
aggression in children's play. Child
Development, 1959, 30, 131-141.

48

52



Smilansky, S. Can adults facilitate play in
children? 4 Theoretical and practical
considerations. 'In N. E. Curry & S.
Arnalud, Play: "the child strive
toward self realization. , Washington,
D. C.: National Association for the
Education of Young Children, 1971.

Soar, R. S., & Soar, R. M. An empirical
analysis of selected follow-through
programs: An example of ,a' process
approach to evaluation,, -In I. Gordon
(Ed.), Early Childhood Education, 71st
yearbook of The National Society for
the Study of Education, Pt. 2. Uni-
versity of Chicago Press, 1972. [ED
103 126)

Stallings, J. Implementation and child
effects of teaching practices in follow-
through classrooms. Monoprayhs of
the Society for Research in Child
Development, 1975, 40, 7-8.

Swift, J. W. Effects of early group exper-
ience: The nursery school and day
nursery. In M. L. Hoffman, & L. W.
Hoffman (Eds.), Review of child de-
velo ment research. New York:

ussell Sage Foundation, 1964. ,
Thompson, G. C. The' social and emotional

,development of preschool children
under two types of educational pro-
grams. Psychological Monographs,
1944, 56, 1-20.

49

53



.e----"
Tizzard, B.; Cooperman, Q.; Joseph, A.;

& Tizzard, J. Environmental effects
-A . on lanctioge development: A study of

41
-children in long stay residential

n rseries. Child Development, 1972,
43, 337-358.

Tizzard, B., Philps, J. & Plewis, E. Play
in the preschool centrei(Pt. 1--Play
measures and their relation to age, sex
and I.Q.; Pt. 2--Effects on play of
the child's social class and of the
educational orientation of 'the centre),
Journal of Child Psycho- Psychiatry,
1976, 17, 251-274.

Wolf, Theta H. The effects of praise and
competition on the persisting behavior
of kindergarten children, Minneapolis:
University Institute of Child Welfare
(Monograph XV), University of Minne-
sota Press, 1938.

Wright, M. E. Constructiveness of play as
affected by group organization and
frustration. In R. G. Barker, J. S.
Kounin, & H. I. Wright (Eds.) Child
behavior and development. New York:
McGraw-Hill, 1943.

Wylie, 1,,I. Experimental study of negativ-
istic 'behavior in preschool children.
Criminology, 1930, 12, 89-91.

Zifferblatt, S. M. Architecture and human
behavior: Toward increased under-
standing of a functional relationship.
Educational Technology, 1972, 12,
54-57.

50

54



How To Obtain ERIC Documents

Complete copies of most ERIC docu-
ments cited here are available in ERIC
microfiche collections at approximately 700
libraries in the United States and other
countries. For a list of ERIC collections

i hear you, write ER IC/EECE, College of
Education, University of Illinois, 1310 S.
Sixth St., Champaign, L 61820.

ERIC Documents may he ordered in
either paper copy (PC), a photocopy of the
original, or microfiche (ME), a transparent
film card containing up to 98 pages of text.
?lease I .clude ED number and specify PC or
MF. Document prices given in Rescurces
in Education ( RIE) are subject to change.
The current price schedule is provided
.below.

MF (number of fiche per ED #): 1-5,
$.91; 6, $1.10; 7, $1.29; 8, $1.48;
each additional fiche, $.19.

PC (number of pages per ED #): 1-25,
$2.00; 26-50, $3.65; 51-75, $5.30;
76-100, $6.C5; each additional 25
pages, $1.65.

Prices shown do not include mailing
costs, which must be added to all o;ders.

First class postage (for all MF orders
up to 33 MF): MF $.18 for 13 MF; $.35
for 4-8 ME; $.52 for 9-14 MF; $.69 for
15-18 MF; $.86 for 19-21 MF; $1.03 for
22-27 MF; $1.20 for 28-32 MF.

51



P,

UPS charges (for 33 or ;More MF and all PC
orders):

1- 75 pages or 33-75
76- 15u pages or

microfiche,
microfiche,

$1.40;
$1.75;

151- 225 pages or microfiche, ,, $2.11;
226- 300 pages or microfiche, $2.46;
301- 375 pages or microfiche, $2.81;
376- 450 p ',As or microfiche, $3.16;
451- 525 , s or microfiche, $3.52;
526-1500 pc. :s or microfiche, $3.87-

I

$8.09

$1.47 for 1 16.; $.84 for 2 lbs.; $2.22 for
3 lbs.; $2.58 for 4 lbs.; $2.96 for 5 lbs.;
$3.33 for 6 lbs.; $3.71 for 7 lbs. Each
pound equals 75 PC pages or 75 MF.

Send .order and check to ERIC Docu-
ment Reproduction Service, Computer Micro-
film International, P. 0. Box 190, Arling-
ton, VA' 22210.

52

5 6



The ERIC System and ER I.C/EECE

The Educational Resources Information
Center/Elementary and Early Childhood
Education Clearinghouse (ER IC/EECE) is
part of a system of 16 clearinghouses spon-
sored by the National Institute of Education
to provide 'information about current re-
search and developments in the field of
education. The clearinghouses, each focus-
ing on a specific area of education (such as
junior colleges, teacher education, lan-
guages and linguistics), are located at
universities and other institutions through-
out the United States.

Each clearinghouse staff searches
systematically to acquire a_ -ent, signifi-
cant documents relevant to education.
These research studies, conference proceed-
ings, curriculum guides, program descrip-
tions and evaluations, and other publica-
tions are abstracted and indexed in Re-
sources in Education (RIE), a monthly
journal. RIE, is ilvailable at libraries, or it
may be ordered from the Superintendent of
Documents, United States Government

,Printing Office, Washington, DC 20402:
The documents themselves are reproduced
on microfiche by the ERIC Document Repro-
duction Service for distribution to libraries
and individuals.

Another ERIC publication is Current
Index to Journals in Education (CIJE), a
monthly guide to periodical literature which
cites articles in more than 700 journals and
magazines in the field of education. Most

53

5?



citations include anhotations. Articles are
indexed in CIJE by subject, author, and
journal contents. CIJE is available at
libraries or by -ubscription from Oryx
Press, 2214 North Central at Encanto,
Phoenix, AZ 85004.

The Clearinghouse on Elementary and
Early Childhood Education (ER IC/EECE)
publishes top:cal papers, bibliogri phies,
resource lists, and a newsletter for persons
interested in child development, child care,
and childhood 'education (for children from
birth to age 12). The clearinghotAse staff
also answers individual information requests
and provides computer searches of RIE and
CIJE and other data bases. For more
information, write ERIC/EECE, College of
Education, University of Illinois, 1310 S.
Sixth St., Champaign, IL 61820.

54

53

\-,



The ERIC Clearinghouses

ADULT, CAREER, AND VOCATIONAL
EDUCATION
Ohio State University°
1960 Kenny Road
Columbus, OH 43210 /

(614) 486-3655 /
,..0--.

COUNSELING AND PERSONNEL SERVICES
The University of Michigan
School of Education Building
Room 2108, East Univ. & South Univ.
Ann Arbor, MI 48109

(313) 764-9492

*ELEMENTARY AND EARLY CHILDHOOD
EDUCATION
College of Education .

.,

University of Illinois
1310 South Sixcth St.
Champaign, IL 61820

(217) 333-1386

*ER IC/EECE is respcnsible for research
documents on the social, psychological;
physical, educational, and cultural develop-
ment of children from the prenaLl period
through pre-adolescence (age 12). Theoret-
ical and practical issues related to staff
development, administration, curriculum,
and parent/community factors affecting
programs for children of this age group are
also within the scope of the clearinghouse.

55

5)



EDUCATIONAL MANAGEMENT
University of Oregon
Eugene, OR 97403

(5G.$) 686-5043

HANDICAPPED AND GIFTED CHILDREN
The Council for Exceptional Children
1920 Association Drive
Reston, VA 22091

(703) 620-3660

HIGHER EDUCATION ....
George Washington University
1 Dupont Circle, Suite 630
Washington, DC 20036

(202) 296-2597

II1FORMATION RESOURCES
hoot of Education

yracuse University
130 Huntington Hall
Syracuse, NY 13210

(315) 423-3640

JUNIOR COLLEGES
University of California
96 Powell Library Building
Los Angeles, CA 90024

(213) 825-3931
I,-

#

.i.

LANGUAGES AND LINGUISTICS
Centeryfor Applied Linguistics
3520 Prospect Street, N.W.
Washington, DC 20007

. (202) 298-9292

56

so

./



READING AND COMMUNICATION SKILLS
. 1111 Kenyon Road .

Urbana, IL 61801
(217)- 328-3870 /

RURAL EDUCATION AND SMALL SCHOOLS
New Mexico State University, Box 3AP
Las Cruces, NM 88003

(505) 646-2623

SCIENCE, MATHEMATICS, AND ENAIRON-
MENTAL EDUCATION
Ohio State University
1200 Chambers Road, Third Floor
Columbus, OH 43212

(614)' 422-6717

SOCIAL STUDIES/SOCIAL SCIENCE
EDUCATION
855 Broadway
Boulder, CO 80302

(303) 492-8434

TEACHER EDUCATION
, 1 Dupont Circle N.W., Suite 610

.Washington, DC 20036
(202) 393-2450

TESTS, MEASUREMENT. AND EVALUATION
Educational Testing Service
Princeton, NJ 08540

(609) 921 -9000, Ext. 2176

URBAN EDUCATION
Teachers College,'Box 40
Columbia University
New York, NY 10027

(212) 678-3437

57


