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In 1981, ‘Bank Street»College contracted WItA\Ehe Administration’
for Children, Youth, -and Fam;iles to develop new measures for a national
evaluation of the Head Start program. Our goal in this progect was to
develop measures of children's strategies in social interactions and
material tasks. The work reported here has taken place over a period of
eighteen months, from February, 1981 through July, 1982, with funds
originally planned to cover eleven months. In the past seven months, in
spite of greatly reduced resources, our effort has been to conclude our

work with the highest possible yield, a goal we believe has been achieved.

We have developed a structured task, Animal Stalls, and an observatlon_
system, Children's Strategic Assessment System (CSAS) for use with
children from three through six in the natural classroom settlng and in
prestructured situations. .

“

These products are the result of the work of many individuals and
groups. First, we wish to acknowledge-the participation of the staffs,
parents, and children of Head Start centers, and public and “private,
schools in ‘New York City,, New York State, and Brookline, ‘Massachusetts.
we are deeply grateful for the generous access they e us to their
programs and appreciate the penetrating and careful gﬁestlons they asked
about our work. We do not mention them by name 'in order to maintain

\AdVLSory Panel for thelr wise counsel and useful admenitions.

confidentiality. , ) .

’

.-/, . e acﬁﬁg:ledge, with gsatltude, the work of our advisory panel,

whose members had a high opinion ‘of the projict s goals and gave us good.
concrete advice, criticism, and encouragement. Among panel members, we
would. like especially to thank Dr. Virginia' Shlpman and Dr. Margaret
Spencer who worked intensively «with us and gave us invaluable help in de-
velopigg/ZOme ebservation categorles and in con51der1ng types. of tasks;
and Dr David Forbes for his 1ndiv1dua1 adv1ce. Very special acknowledge-
mefit must be made of Dr. Martha Bronson' s work. Her Executive Skill
Profile has provided the ba515 for our observation system, which we have
developed in collaboration - ‘with her. Dr. Bronson tested the CSAS irf
the structured task and in the classroom, with a small.group of children,
and analyzed the data from that substudy. Her energy and enthusiasm have
been a great asset to'the project. ;
£ —

Other members of the adv150ry panel who gave us the benefit of
their experience, advised us w15e1y, d g¥edatly facilitated’ our contacts
with Head Start centers and schocls aré Ms. Mariam Bedolla, Ms. Videlia
Navarro, Ms, Shelley Price, Mrs. Betty SmltR and Mrs. Judy Victor. ©

< .

Thanks are also due to consultants and others wjo helped us in
"earlier phases of the project, especially Dr. Loreli ‘Brush,. Dr. Carol
Copple, and Dr. Jeffrey Travers; and to the members of the National
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We greatly appreciate the intelligent and good humored coptributicns '
of the staff at Abt Associates, our subcontractor: Dr. Barbara Dillon
' Goodson worked with us on conceptualizing children's strategies, and,
in the final phase of the project, was a consultant to us in the develop- N
ment of the Animal Stalls task and, together with Dr. Bronson, collected )
s the data for the substudy. Ms. Judlgh D. Singer provided the original . A
.sampling désxgn, stat\jrlcal advice, and contributed to our conceptual - ;o
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. This report is one of the products of a larder team effort and =~ | - ~,
Y} acknoy}gdgement is due to the Bank Street College project staff: -~ Edna -,
Shapiro, Lucia Desir, Lenora Fulani, Margarita Perez,- Glor:.a strickland, 'N
Virginia Mason, and Nancy Cook. Edna shaplro has had senior’ responsxr
g bility ln all phases of the project, including the writing of this o ¢
report.’ Lucia Desir Has done the bulk of the data gatheting, ‘has been’
our Spanish speaking liaison and interviewer and contributed to the
development of the mea es and to literature rev1ews and pro;ect répbrté..
Lenora Fulani helped with early conceptuallzatlons, literature reviews,
«report writing, and task development. Margarlta Perez observed children
and joined in the first discussions. Glorla Strickland helped us in our .
"*“‘:”—*contaots~wrth-Head—start,cantars -and schools. ftirginia Mason handled
.. all arrangements for our first panel meeting and was our progect-secretgry
¢ for the first few months. Nancy Cook has had this role in the final, .
e phase of the project and has typed this report, which Ruth Kolbe and -
" " Patty O'Brien also helped to’produce. - . . , o |

<

' | ' We are most grateful to Richard R. Ruopp, President of Bank Street
College, whose unswerv1ng support has been an lmportant resource' to us " i
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- Finally, we gratsfully acknovledge the flnanc1a1 support of the .
" Admlnlstratlon £8r Children, Youth and Families.
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N SN - CONCEPTUALIZING AND ASSESSING CHILQREN”S STRATEGE‘.ES P N
-t ] : IN SOCIAL 'INTERACTIONS AND TAsKs - -
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A ﬁheoretlcal framework is presented forxconcepﬁuallzlng young chlldren s - .

soclal and task-related’ strategies in eVeryday 51tuat15ns. _Five central con-
A ~structs have been used from which behav;oralslndlcators arg derlved

- N v - - . - -
s

<~ _/;. s . ' <
v B—Involvement-—the Cheld's absorptlon an«anaact1V1ty, 3 S, ) . L

-

ST t
oo Plannlng—-how the chlldﬂorganlzes and antlclpates hlsfher actlohs ando -

'T__———
~ ' ! those of others; o~ . . . .

~ < -
\] -
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- [ . .
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v —_— -
’ and cemment;mg on-ohe's work.'and that of ‘others; . -~ }
: '
3
]

~ - Monltorlng——checklng~

; . tonitorilld
w2

o the demands of the social and

-

A Accommodatlng——the Thild's adaptat;on t
7N = " material situation; 5
>,

e e

l‘: 4 -
Ed Vd g Outcome—1§he complet}on, success and evaluation of.an activityQ . _%ﬁ°-
~ + - ;

-, Fxndlngs ‘are presented from pllot studles “of an observation system (CSAS) . .

- focused ‘on strategy - use, and a,structured task ,(Animal Stalls)- deS1gned to ;
———h~___TTw_§l;Clt strategles. - . Tt - L L . t :
s ¢ - e € . . L Lot . ..

Ve ~In the structured task, the nature oOf. chlldren s- involvement arnd the kind and . i
5 frequengy of the strategles they, use are systematically related to adeduacy a )

’ . of outcome. ¢ The most competentfchlldren are the most involved. A greater

"incidence of Planning and Monitoring strategies is definitively associated with
more competent performance./ Chlldren s Plannlnq and MonitQring strategles were
,predomlnant&y positive. Accommodatlng strategles occurred prlmarlly .in
classroom social interactions and 1ncluded negative as well &'s posltlve strat-
" egies. -Teachers' ratings of. ctildren' s competence is strongly associated with
greater competence in the structﬁ?g? task, .and_ wlth more successful and more %
frequent use of- posltlve strategie < . )
4 e : “- .

The assoclatlon of partlcular strategles W1th developmental level, .as well as : N

) the differentlal use of strategies in different conggxts is dlscussed. The

- flndlngs show that the conceptual;zatlon and easures developed proV1de a’
coherent approach for measurlng aspects of young “children's competence. o .
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1. CONCEPTUAL FRAMEWORK AND THEORETICAL”MODEL

Introduct;on ) : : L .

Thls 1s the flnal report of a 'projéct that was part of an effo t to

.
» / v v

> develop fmeasures of the effectiveness of Head Start programs. Theg goal

has been t$ construét measures that would be both more comprehensive and
~ . s ]

» . . ‘ - .
more appropriate than those that have been used in the past. Previous

large scale efforts to assess the impact-of Head Start programs have re-

.

| lied heavily, often exclusively, on IQ and achievement scores and they have

- been severely:criticized for this since the goals of Head Start are far
broadexr than to develog‘the‘specifib abilities measured by IQ and achieve-

B

ment tests. Ingthis project four domains of functioning were identified

- »
for which measures Were to be developed; health and physical status, N ~

cognitive functlonrng, soclal-emotlonal development, and applied strategleé

These are ‘conceived as an Lnterrelated hlerarchy in whlch\the domain of

»

children's strategie is of a higher order,'integrating and organizing

the behaviors in the\other domains. It is the development'of measures of y

- -~

. children's strategies that has been the focus of ouxy work.
- Our work has proceeded along three broad lines:

1. Theoretical Model. For conceptual clarification and to prfvide

_ a theoretical frameworkﬂ we developed hypothetical constructs to repre-
\ - .

N sent a model of strategic behavior. From these constructs, a series of

behavioral indicators was generated. The model has been informed by .

- v

L4
relevant literature in child development and research in children's

’
) . N f .

’
strategies. The notion of social competence and 'its central position in
e

,ﬂgv'}: 3

“,

‘the 1deology "of Héad Start was also taken into account.

~ . i v

i - 2. Observation System. We have developed the Children's Strategles ,

ﬂ . Assessment System (CSAS) for use in the natural preschool and primary
»

: . - ‘school classroom and in prestructured tasks. Th&s‘SYStem is an extension
o % : A .
ERIC” - R , .

== ) - ” L {, A .




. be effective, fits‘the situation.. Our broad definitjon of children's
By A 4

\n. P T

- ’ -~
- f . B L)
{ - - . A BN -
. - .- ~

N ’ . . ' .
of Bronson's Executive Skill P;ofgle-(l975, 1978, 1980, 1982). N

~
- '
K @

- 3.. Construction Taskw.ﬁWe haveJd;veloped a special task--Animal ) R

Stalls--for children aged three through six. Animal Stalls provides €Be

- . * . . -l

; - e
. 1 - N v
opportunity to observe young children's strategies in a prestructured ) .
~ ) g ‘ . - - [N S ’
situation. . S . E 3 ’ )
' ‘ b

The remainder of this document describes our work in the above . -

—~ .

B

+£ " .
three tasks. In this section, we discuss our concept of strategies, review
|

d <

relevant,lltera%ure and preseﬁt ourjﬁheoreticaltmodel. “This is.followed,

> ' -

in Section II, by a description’of the Children's Strategies Assessment. .

System (CSAS). We theﬁ:give‘é,b;ief account of the evolution of the }

‘

N . -

Animal Stalls tdsk in its first, second, and currént'Qersions (Section I1I).
/ . N . v ‘ ] 4;

N 1.

e e

53

The analysis pf data gathered from over 100 children is presented and

. ' ' S e - '
discussed in Section . E}nally, we consider the futhre direction of
our work. ' T o R —

- ,
- [
“ -

o

. & e "

'.The concept of str;tegies highlights the child's ability to draw on

3
.

Strategies and Competence-

his or her knowledge and capabilities and to use them in specific situations.
. ' N N s )
Strategies are used by children in everyday, specific'situations to organize ’

knowledge and attipn. A strategy is a means to some end, the manifestation,

—

in,action, of an finstrumental intent. It is therefore purposeful and, to
! . [N "

L %

strategies is as follows: ; . > : o

A child®s ability toPorganize his or her own cognitive,
social, emotional and physical capabilities in purposeful,
adaptiive interaction with other people and material objects
in specific situations.

-

”

-, . ., . .
The concept of strategies has roots in the idea of sogial compeé!nce.
A ]
>

Zigler (1970, 1973) was one of the first to péint to the notion of social

.

competence as”bertinentxgo measuring the effects of Head Stbrt programs.
. . . )

a

C . .10 .




“r A
L LT HE oontrasted the "training of intellect" with the "development of the
- , . 4
- chilgr and suggested that the latter was a more appropriate expression of

the goals'of Head‘start; Social competence, However, while a central goal
-

s R , ) \

of Headetart, has eluded easy definition (cf. Anderson & Messick, 1974; }s' K

/ . b} ) - ! * *
Raizen & Bobrow, 1974).-: ‘It’has been assgssed in several different ways ’

N . - 2 ' A . 1
(see O'Malley, 1977); by observgﬁional methods (&.g., Ogilvie & sp§piro} .

V
.

1973; White & Watts, 1973); by analysis of personality structure (€'.g. :
ra - y

Kohn & Rosman, 1972a, 1972b); and in terms of social interaction theory

N

Afe.g., Weinstein, 1969). The last approach. is closest to tﬁe’éoncept of

=

stragigies, at least in the social domain. Weinstein speaks of the in-

dividual’ as organizind "1ines of action" in the pursuit of "interpersonal »

At '

P tasks." ' . .
. * B - /
’ . . . 2zigler and Trickett (1978) reconceptualized social competence from . .

. >

¥ ! the point of view of its relevance to Head Start goals; they suggest that’

~

.ap index of social competence %hould include measures of bhysical health

’ ) . 4
1) > and well-being, a measure of formal cognitive ability, dn achievement
y bl
4 3
measure, and measures of motivational and eotionhal variables. They 'd1so0

‘4
~ .
‘ »

L. ¥ .
/ see that this "tentative competence index...is hope;§ssly infused with

. values that art far from universal" (p. 796). Like the concept og adapta-
tion,vsociai competence implﬁé; active»coping with and succeeding in‘tﬁé T

. ’ evironment with a premium on socialization. ' _ ’i _

- 'Lee (1979) has put forth an alternative definiéion of ;ocial compé; ' l

- .

tence, suggestiné that is "the translation of“[the igdividﬁél's] capabili-

"

’(ties‘into~functionali& appropriate interpersonal strateézas*fér use in

¢ A * 'S @

A )
3 ~particular situational and/or sociocultural contexts.v.It is knowing how

to use one's existent.knowledge. Social‘competence is, therefore, the

" ability to draw on one's capabilities/and social knowlédge and combine p

\ - .
-f' . , . St . (' . .

Aruitoxt provided by Eic:




-

them for lines of action or strategies in functionally appropriate waysh
, N N S
(p. 795). Lee proposes that socia; competence can be“measured by a person's

~ v ‘\:
~
/

"repertoire range and levels»of complex strategies for dealing with a social

‘ \\ i

environment." The idea of reperto;re range and of looking not only at
/ .
strategies qua strategies but of assessing the level and complexity of

AN
~ . ~ ~

the strategy(ies) the lnleldual enadts places the construct in a develop—

v,‘. ;.- e < ,-.\ ‘_‘ Salant ‘. N te

'nental framework. (In an allied area, Werner [1948] has taken it as a

r

prinCiple that the more mature individual can use a broader range of diff-~"
, s . ) 12 K - ) _ '.

erent operations in more modqlities and with‘greater'fleiibiliti.) Lee

argwes that a repertoire approach makes it possible to take aqcount of
cultural variations, and offers a way of-treating qdalitatively different

.
-

repertoires within the same framework. she sees strategies as an alterna--

)
} .

tive formulation of social competence. .
. ’ - :‘ /7 -

P

Bronson’s (1975, 1981, 1982)-concept of executive skills is also an

;e .
L) N *

v N
expression of the idea of competence, inferred from children's behavior |

.

in their clagsrooms. Executive skills are considered to include both

social,anQ;nonsocial behavior and, like strategies,aafe integrative; they

.
k4 . I

are manifestations of the child's competence in dealing with the realms of
AN ¢ 1 B 4 . .

4
- N

people and objects. A ‘

Strategies concern not just what a child knows in an absolute sense

.

n

-
e o

but how-he or she applies that knowledge in action. . In many other measure- .

ment efforts, the child'sjkhowledge itself is'%eing eliciteg or infetred.

b .
[} oy < -~
.

Strategies are-goncerned with the application of - knowledge. o ”
~ . . ~ A, i X
The coqcept of strategies provides a useful and interesting way .of .

. . . ,

thinking about and measuring‘i§é9£tant dimensions of chilgreﬂts behavior.

It should be emphasized, neverthelessb,thatnthere is as yet no clearly
defined body of relevant research; nor a worked Outvconceptualization of

-
[

]
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A‘r’?measurang qhaldren S strategies,tlt was

{

*

' Connolly and Bréner (1973) put it: SRRV

what stra:egic behavior means.. in orden to have a, justifiable way of .

i -

; \\ ! . N
and define the relevant cOnstructs. - N '

L] L4 ~

R4 > v
‘Relevant Psychological Concepts '

)

, <

Competence is a concept of broad scope, anchored~in behaV1or. As

. L
- »
-

...when we talk about competence we a¥e talking t -

intelligence in the broadest sense, operative in elligence,

knowing how rather’ than’ simply know:ng that. For competence
plies action, changing the environment as well as adapting

e r**;*‘“wm-‘to“the“envn‘onmen‘t“(p*z-”}) S = T o e

1 O
.

“The idea that children apply 1dent1fiable strategies in their every—'

dé& beha;ior 1s based'on the assumptlon that‘the child-is an active, -

purposeful organism‘w1th a‘human need to know. Hpe enV1ronment}of such

-an organism is not conceived.as something that‘"happens" to’it (Piaget,
M .

1952) Rather, the jhild seeks out those fgatures of thé env::onment to

which he~can meaningfully respond (cf Grubep Y Voneche, 1577). The .

A \
concept that human growth and development rs in large part a function of
> ‘8 l N .

thpforganism s 1ncreasingly complex imteractioh w1th the world is highl.
3 ——_—ﬂ—:

* -
congruent withsthe nation -of applying strategies. A strategy hen put

- ’ ‘ '

into actlon} is’ an intervening process betwee//an integtion o the part
'S 4 *»s\j

of the actor and a reaction on the part of the enV1ronment (an object “or

¢ - . . .

person) And Piaget was not the only sc1ent1st to'emphaslze that‘children

1earn by observ1ng.the COnsequences of their own actions. The two fund—

.)~
amantal‘inVariant processes of organization and adaptation in Piaget*s. *

theory are also relevant- "t is by adapting to things that thought

.

[~

(,Piaget, ';952, p. 8):-'.‘-' . ) . - Gt

organizes itsekf and it 'is by organizing itself that it structures things"

important to clar\£< the Qoncept -
e

.
-

S
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.. . ) ' A second principle that has duided our work derives from.Robert
N i v - .- v o . h . -
Yo B 4l!ghite's {1959, l9§pL cohcep;ualization of the human béﬁng;@s‘intrinsically
s o "T‘d, Ay " . . . ¢ L e . ~ B - - } . . L3
. wmotivated to make an impact on the envmronméht, to be competent in the |
. . . e — J 3 ., " . ‘. M
. l“ . ] . N ; f hd « s . - . ‘I’ l‘ -
j "world. This means acting effectively to master one's environment in ways
_ . < ) e <,
t . - N P P - >, . . , . - .
Lt that dre sanctioned by one's immediate and larger social group.. Harter's . i

. (1978,71982) wo%k elaborates on white's conceptions of intrinsic motivation {'

3

A * \ by exploring the developmental course of.motive§; and raising questions
‘ -, . , . A ) S ) .
~ - . . N ~ N
,as to ‘how motivational hierdrchies interact with age. She also extends ~
. ‘ ’ ]
- wwﬁ~%14444————whitels:modalaaigaﬁfe&tance_motiuafi ith_unsuccaésful_aémeﬂJ>4___;____r____
’ ! 3 ' . .
\b” . as successful mastery attempts, pointing cut that a model of competence '
. . ‘ . ~ 7/

must also elucidate the possible effeots of less competent behaviors.

'

- The iméortance of intrinsic motivation has also been emphasized by a number

X - . . M

ﬁ . oﬁ.other writers (see, for example, Deci, 1975; J. funt, 1971). Gdodwgg N
e (1980)~reviews this. literature, noting its relevance to the concept of T

~ -
0 . ,

. f

ecOmpetence: .
. . j ’ l \ ' / - .
Lo A third concept ge e to children's strategies is 'that of an in-

dependent sense of self. Spencer.(198l) has pmphasizgé that interpersoﬁa; f ’
i N * . . ' 0
R competence is related to decentration (the capacity to decenter from the

o t : - : 1] : - ] : "
b self and be able to take the position of another person). she takes note

: v * ’ > . - . .
. of Meadfs early st&tements concerning the child's ability to see him or .

. fal .

. . . hedself as both subject and, object. It is generally apcgptéé that a

#*

’ différentiated sense of self is a prerequisite for a diffefentiated per- -«
LN R ' B ’ o
L _- '+ cepkion of objects and gther people (¢éf. shapirg & Biber, }972). )

+ ’

This leads ‘td a fourth gbncept that has guided our wofk, that develop-

l ) ' 1, . Y . .
ment in general‘is characterized by increasing differentiation--of .
' 7 2 ]

. 14

\ ) » -

perception, thoﬁght, feeling and action (cf. Werner, 1948r.) The chilé's

e,
. ’

ok .
- pn N . ‘ P

agilityfto_differentiate the characteristics of people, objects, and '
% . , ‘ .

< * -
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s

situations and 'to make the relevant adaptations increases signifidanti&

- -~ )

during the pfeschool and early .school yéars.‘,There is also'a concomitant"
¢ / °

" & A . . ,
increaée«ié_ghe sheer number of possible behaviors in the child's
repertoire. oo - s T L ‘ .

* ¥ e .,

d Language_development also plays an important role %n the conceptuali-

.

zationof the development-of strategies.‘_By'this we do not mean increase

o e .-
in vocabulary or correctness of grammatical usége, but the use of lanquage

"...speech not only

fas a tool for thought. As Vygotsky (1978) has said,

‘e

facilitates the child's effective manipulation of “6bjects but also controls

. ”

- regulation and criteria for evaluating one's own performance 1n the

the child's own behavior" He speaks also of "the planning function

(p.\26).

of speech,” another sense im which langudge development is pertinent to

~ -

stréfégic behavior. y
In tﬁé\izzzext of the preschool and primary school;‘where children
/ . 4 { .
undergo impor t soc1allzatlon processes, Clauson s (1968) outline of _

the socialization tasks that confront chlldren is highly relevant. Among

! . .
these are the need to develop a cognitive map of one's social wofld_in

. .

order to léarn to fit behavior #3/§zﬁuational demands; learning to take

' ' : N
the perspective of another person and thus'be able to respond selectively
- ; . I .

to the expectations of others; developing a sense of right and wrong and
. ' § v X ’ o
goals and criteria for making choices; and achigving'a measure of self

.
bl !

- W
5 '

intarests of becoming lndependent and self dlrected These achievements

.

or competgncies are "developmentally geared and are preceded by the more

‘basic%socializatidn_tasks of language develépmént, 1earning to walk, to

feed and dress oneself, ang so-on. Clauson,'s formulation clearly in-

vplves social and emotional as well as cognitive functions and leaves
/

room, as well,.for the transmission of cultural goals and values,
1 .

“- .
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In sum, frgm;jyese concepts the child issseen as: active, inter- . .

acting with an envxronment of ‘material objects and people; a  person whosé s

\ A4

beﬂaVLOr is organized and adaptive; who is intrlnslcally motlvated to have-

° -

an effectlve img;lt on the world; who has an éndependent sense of seIf and

4 an increasing ability to differentiate objects and people’; and for whom o \\K\
) L . ) ' _
the development of language, has control and pPlanning, as well as communica- . .
. . - c_’}/ , . - N )
' tive functions . o N ' s ‘
. . . . / . B * . .. t

~ ’ .

4
In our effort tq spec1fy the concept of strateg;es in a more fine-

graifed way, lntormatlon pProcessing theory has prov1ded a useful formulatlon.
* The concept of human information processing, which now pervades thinking
about cognition, draws a parallel between hdﬁaﬁ'cognition and computer o .

pfocessing. The infdrmation Processing approach has conceived of the human {

* mind as a "system," like.a computer. Research has been concerned with tracing
: the flow of in®prmation th;cough this sytem, and cognitio;x is desi:‘:xib'ed in .
.. - , .
5 terms like input, proce;sing, subroutine, feedback, and the 1i§e.‘ Further,
[ K in an ipfo;mation Qroce;sing approach, cognition or knowing is Eonsideréd

T

to.be iérgely:"knowing how": there is an emphasis on process rather than-

' informatfon. Humans are considered to control their behavior; -including

)

the internal‘behavior of thinking, by sﬁrategies or programs that are

"stored as long-term memory, and that are modifiaplg (Simon, 1972). In

.

this sense, therefore, cognitive development can be considered in large
. - : v
-part to be a change in the strategies (or programs, or schemata) that the N

child carries around.
s -~ /

¢ + The specification of information“proceésiﬂg models has ranged from the'

relatively general deébription of processing strategies,'as in Miller,

Galantex and Pribram's (1960) well known TOTE model, to fine-grained ¢




- . N .

repgesertations, ﬁor examp%e} procegsing programs'that simulate a child's

~ - .
behavior “in a task, ,suckr as a standard Piagetian class inclusion task

— ¢ \ . o 1 ..
(x1#hr s Wallace, 1972). . S .
. o [ f
Miller, Galanter and Pribram's work has been especially influential ) :

Y in the field of cognitive psychology and in our wlrk. In® their model of

the mental processes involxed in organlzed, goal—drrected.behavxor, the

ey
s
. .;{g

-
24
7

. human processor is concelved as, constructlng 1nterna1 plans for action, )
\‘ ° which guide action and against which *the results of the action are compared.
) ) The model ie iteratiive in that the conseéueoces of an acthmxnodify the -
) : + . 4 - .
internal plan,;which then guides the next step in the actioﬁ),ang,so on. [:
: There are three crucial aspects of this model that make it seminal . (
%,. . )

and that have appeared in most other information processlng models devel-

.
<
L

oped since then. First, the model emphasizes theﬁgttive role of the

-
.

processor. Internal mental processes are conceived aé.éctions: construct-
. - -—
‘ing a plan, testing out the plan, comparing the observed consequences of§

the action to the anticipated consequences. - Second, ‘these internal plans
= A . A
are seen as crucial for organized behavior. This emphasis on plans and o

E
. . ]
the planfulnéss of behavior puts the processor's intentions and knowledge

in a central role. Something similar to "plans" appears in mosr other <

-~
.

models, although often labeled differently (e.g., schemata, representa-

tion).’ The iterative nature of the godel,is its third crucial aspect.

As described above, the model "loops back" on itself, indicétingja cyclical .

rather than a linear process.

N

) ) In many respects 1nformatlon processing models provide a general
S

approach for studying children's strategles, and, a beglnnlng spec1f1ca—

’g . -~
tion of some of the mental processes’ llkely to be involved in complex : A
behavior. ' However, simple lnformatlon processing models are inadequate .

»
L

-

. ‘ ‘ :
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THese omitted features are’importanﬂ’aspects of our efforts! to develép a

.

'in ways tkhat are celevant to our purposes. These inadequacies have been i
- ' '
eloquently detailed by Neissexr (1976). ' The models are,diﬁﬂbeﬁéral, too .-
- / ®

restricted in scope, and not;suffigientlx,connecte§ to the real worild.

. . . .

They are.primarily or exclusively concerned with internal mental processes. . ,

NS
They’gsually lack ‘ecological validity, ignore culture, and miss(some of
. . v B .

the main features of cognitive operations as they occur in ordinary .life. »

‘e

model of children's strategies. . ) 4 ) 1 ’

- . v

Neigser himself has recommended a ‘number of chianges in an information

Pl

s

3 —— — - - .

processing app%ggch. First, ‘he calls for greater efforts to "understand

|

-cognition as it occurs in the ordinary,environment and in the contlext of

natural purposeful acqivity" (p- 4). second, he is coﬁcerne& with examining # ‘
L ] ¢ \ »

and analyzing "thg.environment the mind has been shaped to meegf“ We must

pay attention to éﬁe details of the real ;drld, and the sézuc;ure of in- ) .

formation ghe world makes a&ailabl; ﬁé thefperceivgrs‘Fnd thinkers in it.

Third, hé“points'out that any model or tﬂeory must be able to account for ' ' '

the actual ;ophistication and complexity of cégnitibe skiils that peop}éf )
&

can acquire, and for the fact that these. skills undergo systematic de-
velopment. Finally, Neisser empha51zes that a satlsfactory tHeosyag’&\

human cognition "can hardly be establlshed by experlments that prov1de

inexperienced subjgcts with brief opportunities to perform novel and
x

meaniggleﬁs tasks" (p. 8). We have tried to give full recognition to
" . A
. Y

Neisser's caveats. , . <

’

4 -

Research on Children's Strategies o .
‘A brief review of regeafch on strategy development highlights

ihportant }ssuqs in the study of strategies, and also the importance of
studyirng stratégic*behévior. Simon (1972) states: "A large part of all ¥

~
N

7 - .

ls L




-

* . _achieve r&yv goal?), correcting errors or zi_nadequacies" (p. 14). Such }' ) ‘

-
&

P
‘ N ' Q )
e d ~

of attention in the research literature ‘thdugh different researchers us
/ . R . .

4different labels. Fpr'examplé, metacognitive‘ﬁkills have a good deal in p

S o : ) - 1y ,
common with what.we call strategies’ (see for example, glavell, 1970, , , //
4 . [y /.
1979). Brown and Deloache (1978) refer to matacognltlve or self-regulatory

-
”

skills as "processes by which @eopke organlze their thgnghts and actlons

including agtivities sucH .as: plann guaheaa Rredlctlng the outcome of - o

eﬂ N
some action (what w111 happefi if?), monltorlng ong01ng actlvltf (how am

»

I doing?), checking orr the ;esults of actions (did that work, did 1t »

| - R ' a ’ 4

) ’ -

RS . .- .
processes are clefrly part of the “domain oﬁ strategies. ' . \\*\
. ‘ , oy . :

5 -
V%illot (1968) studied visual scanning strategies,'-observing p‘.he -,
eye movements of chlldren agred three through nine, who were asked whether ’
. L B
two visual'arrays were the same or different. Vurplllot s work shows a’

-~
) Ve S . *
.

developmental sequence in whlch both the crlterla for what chlldren'search

for and the way they search undergo change and develépment. Certain
;. . A
strategies, which can make a difference to effective Performance, often

-
-

occur op microscopic levels and change over time.

=

n? ":’ "”’ - : "\ i N i * '{, :'V:
. :‘49 g ';- - N ¥ L ; Q PN
- - o adl B . .
- ., T 1 ’ ! "‘ ’
. . 1 >
N 1 .
[ ‘ . B ~1l1- - ‘ ; -~ : ! :‘
- $ ” N . ? ., . 1 A J N : . -

. - , - N . * /’
the changes that take place in a chlld's lntellectlve précess durlng ’
his developmént appgars to be describabge as change in the strategles T~

~ v . .
or programs he carr:.es;around with hJ.m" (pP.s 1‘2) . \\ E - .
~ .
' In reCent years, the concept of strategles has received a good deal ¢
7/

- .
Mnemonic strategies have perhaps received the most attention in the N

’ \ . . PR Y
literature. Flavell (1970) has shown that the main difference between v

r ‘ . ;

“youny children and effective memorizers is that the older and more effect-
ive memorizers tend to use a variety of strategies. Brown's work also

Ca . ' ' ,
points to the importance of knowing when to use which strategy. Hagen\
s .

and Kings1e§ (1968) demonstrate that some strategies used by-younger .

3 ‘ e k' N
. - 19 ; — A ST
.ot . - ‘
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.
¥

v , . *
childréh-are discardédfsy older children as, less effective. Thus, de-

<

velppmental change doés not s;mprylmean add;ng on more strategles, but

N LS

v selectlve use of .a mdre vafled repetolre. )

¥

Istomlna s (1975) study of mnemon ic stfategles contrasted mémorlzlng

-

in a stapdard.list-leanning situation with“memorizing in the.context of

- ; . - ~ ‘

, o

‘a meanihgful act}@ity: Her study,provides information both about develop- .

mental change and the interaction)of stfateqy;use and context. 'Yeunger

_° children in the hatugaiistic,segting appear to be spontdheously discoverini
thevsse of rehearsal stfategies. Older children in both settings show an,

.._«, .awareness of st:ategy usea?s a source of control_oyer:}helrmmemor1z1ﬁ§, —

’ and also dlsplay mare sophlstlcated strategzes. , - A

- -

Another set of studies has examlned chlldren's construction trategies'

— . .
w1th various materlals--blocks, nestlng cups, wooden puzzles, felf boardsk
)

moblies, eyc. -~ (Greenfield, "Nelson & SaLEETEP, 1972; Goodson & Greenfidid,

- l§75; Goodson, 1982; Forman, Laughizn & Sweehey, 1971; Forman, 1982).
Strategies have Seen defined, for ex ple, in terms of the different order
of placement children use in ®onstruction. This work, like some of the
research’ on memory and visual scaaning, emphasizes the kinds of knowledge
as well as the vdriety of routines and subroutines that children have to
master ;n order to functiog<effecti§ely in apparently simple tasksj
) Quite different from the studies mentioned above is a se:;;f studies
. pf’aspects of children's»sociai cognition that examines, for example,
"ch;.l'dren's strategies for 'entering a peer group (‘a.g. Putallaz & Gottman,
' 1981; Forbes & Lubin, 1979, i981). Structured observations of children

. entering or attempting to enter a group have led to the identification of

EN
»

a range of strategies, such as "giving information,” "expressing feelings,"

"expre551ng agreement.?! Forbes and Lubin have studied the kinds of per-
. / #

\’ L . l~. ’ :
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suaslve techniques that chlldren spontaespusly use in a free play

situation. Chlldren gre also asked "what would you do lfi.." or “How

could you..." ann/ aged five, shows her command of a set of strateg:es LS

G ’

when she suggeips various ways one\coé}d get a playmate to fet her have a -~

>~ . * s

desirable doll: "You could ask her for the doll...You could ask hér to "
) e . ' —
have it after...You could say, iplease, L, promise toﬁgive it back'...

b ] . A
You could q}ye her anothe¥ doll...You colild say, ‘'If-gou giye it to me,

+ : .
. .’ %
»

] ]
’
Bronson's observatlonal system for codlﬁylng chlldren“s ‘executive

~ -
Y

I'11l buy her some new clothes "

skills has been especially valuable to us.because it deals with children's

’

.

. social and "nonsocial" or "mastery"\ (En tasks) behavior (1978, 1981, ‘1982).

\ .-
V4 3

The system is deslgned for use( the elassroom, anQ focuses on social .

b ] - I

behaV1or, mastery’ behavior and the hlld's uyse of time. The Executlve
)

4

4 ’ .

5klll Proflle has been used with seyeral hundreq children, aged’two to

- 1

seven, in a wide variety of school settings. As-is evident in Sectlon 11,

Bronson's concepts and observational categories have served as the basis
, . R

Il A}

for the observation system used in the present study of strategies.

This brief reviéw raises several conceptual and,méthological,issues.
’ s
In the research cited here, speclflc observable strategies were disting~

-

uished, largely tied to partlcular tasRks or contexts of'lnterest——VLSual

scanning, memory, construction, or cértaln aspects of peer relatlonshlps.

a

Researchers have asked what the strategles are that chlldren of different
ages use in effective manipulation of a‘particular task er situation.

For the most bart, the tasks used predetermine the strategies that can be

.

observed. The definition of a particular strategy, how it develops, and

how it is useyl will vary depending on ‘the task; and any given task or

E) »

“situation offers particular opportuﬂities for the child to manifest certain
' 3 ) .
. kinds of strategies. . . .

1 . »

” -,
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Another issue has to do.with the role of ontogenetlc change in the

bl «

‘ *’ development of strategies. 'rast fesearch makes it clear;that it is im-

.
Il

portaht to study strategiee in a developmental framework. It is by .
it . : . . ) ' ! .
) observing children of var§bus ages that Vurpillot (1968) was able to R
- \ n~ - N L -

understand how strategles change with development. It is clear that

- - developmeLt 1ntexacts ‘with strategy use (e g Hagen, 1972;aIstom1na, 1975).
4 A ]
-k Further, somé’s;rategles that are 1ntentlonal for a young child will be-’

come rputine for an clder child and.as children grow older, they discaré

.- less effective strategies for more effective ones. It is important to

s . « ¢
.

! " note, however, that developmental‘sequehces have been mapped- only as . R

general trends. We dq,not have clear diyelopmental ﬁa;ke;s that can be s

used to assess children's "status," or that apply across tasks;ﬂ N

. ) “ o
. Organization .of Strategic Behavior: Theoretical Model

In formulating the theofetical,model of strategic behavior,’we have

’ ) . \ N
. drawn on the relevant literature, both the general theoretical work and
K ' )

the more specific studies of strategies. We have found the information-

‘ 3

processing approach to be especially helpful in our effort to specify
I .

-

i more precisely what is'impiied by the concept of strategic behavior in

activities with ohjects and other people. The schematization presented

-
~

in Figure 1 is a formalized and highly abstract definition of the organi-

zation of strategic behavior. The figure shows the structure and se- .

quénce of the psychological events hypothesized, and the major con- ¢
., .
L : . . . g
structs from which spécific observable. behaviors have been derived. .
4 N
Figure 1 does not take account of the individual's physical and de-
P : , . . °
velopmental status, nor of the particular context in which behavior
° R . N R e . ﬂ
océurs. . 4 ’ t.
i . ) o o 7 ! P
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'As can be seen, Planning, Monitoring and Accommodation are " \
L4
14

ey processes with as"Sociat;_hed actions that form a r?cursw subsystem of ,
. ‘' ; ° - ’

. . . . ', 4
R action within the¢schema. This subsystem alsdpincludes other processes which .

imay bq entirely or partly internal. ‘inVO£§ement and Outcome are repre- o

sented as outside the system of action, the first being a state of being
4 .

«

1

’ and the second an event. Each construct is briefly defined and described

below.

, , .
. Involvement

1 . . . .
Invdlvement is a function of the motivation and affect (the needs,

desire and impulses) that lead to action. It is a state’of being and is

o ¥

therefore outside the . system of iggion in Figure 1.

JVV‘ ~ Stratedies are part and parcel of purposeful activity and the child !

) 3 - .
T in such actiwvity is, by definition, motivated and involved. Whether a

3 }task is self-imposed or suggested by others (e.g. another child, the

3 -

‘ teacher, the interviewer) the child's involvement is always in part geﬂ—

- erated from within.

Involvement is often contrasted with aimless or unfocused behavior
- 1

. >
-

. in obserwations of young children in school or preschool settings. This
7 ‘ - -
is not surprising since early education largely consists of the pursuit

of purposeful activity. The child's capaci¥y to become involved in such ,

/{ activity is encouraged from preschool on. .
' - L e . . .
Planning . . \‘
~ . - e < t ,
N To plan means to look ahead, to work out what is needed and what to

. . 1

do nexﬁ‘in connection ‘with some activity. It is assumed that planning, .

»
- »

: . . e . P 3
however rapid, is a prerequisite to gction, qnd that 'some planning be-
-a“’f.

havior is overt. Planning is also a form of organization; it organizes
. -

. ‘ purpose and behavior. It may be directly observable, as when a child

*
~
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¢ . N - -
yerbalizes a plah, or it may be inferred from the organization gf-

e * .

actions (e.g:, when. a child prepares a space for an activity). ) -

‘L// The representation'of the activity is hypothesized as a necessary
. - c . .

process that precedes purposeful action. It is internal and, therefore,
not observablg, although it is..often pqssible to infer the way in in-

)

dividual construes a task from the way he or she acts. How an activity

is represented influences how action is organized, and representation is
depicted as preceding planning.

~.* Monitoring
Monitoring 'is the selfvregulatlng of one's actions in an, actIV1ty
. i

or task in terms O a plan or goal,,that/ls, comparing and,evaluating the

~

v ) v » ' - N . N '
outcomerof action with the expectation or goal of the activity. Monitoring

is hypotheslzed as contlnuous and may be voluntary or involuntary. This

process suggests awareness of the impact of onh_s,actaons on other people

and on physical objects--a capacity that is actlvely encouraged in pre-

school and primary school. ) i y T

Self—evaluation is the positive or negative assessment of the out-
1 N .

come of one's own behavior. It is the evaluative aspect of monitoring

) :
' . . € "

one's own actions and overlaps with,it. = “

Accomquatlon . ;

- This-is the construct that most dlrectly brlngé the 1dea of adaptatlon

’ k4 >

into the schema and concerns behavior in response to the actlons of others
’ L4

or to one's own actlons.« It does not lmply pass1V1ty, but razner the

N NN

ability to- adapt to the demands of the physical and social s1tuat10n,
e -:i ,
and éo c?anges xq those demands. It lncludes the give and take necessary ¢

# - -

for competent activity in the real world of objects and people.
f . .
- }‘
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. ‘dgrivgd from the ﬁypothétical constructs in the model;are'p;esented in

. Outcome f*ﬂ
- a7 Outcbme, like Involvement, is outside the system of actf%n because -

.
[3 LTS M ~ ¢ el

it is an event in the external world, not a process. In the course of

i > -

any activity, there are innumerable small‘outcomés. . Outceme in Figure 1 .
. [ . . e B

refers to the end point of a sequence Qf behaviof, i.e. the gompletion

: »

and success of an activity. One'aspect of Outcome is evaluation of ore's
P . - ~ L4

ackions.byfothers. Evaluation Moth by peér;aand_by teachers contributes
“'sfgnificantly to the young child's dé{ifiti9h'bf §uceé§§ and mastery, or
’ failﬂre'ahd ineptitude. The Outcome of actjon is link;a to motivation

. gné thence to Involvemené asréhe f?edbgck mechanism i; the scﬁe?a.

~ e

v
s

A hypothetical models, squhas the one described .above, has, a,ye- .

dqptivé quality ‘of gpparent.veridicality, as if the worild is really ,
T ’ A - RIS ', . s

like that. We must fémindvoﬁrselwesz‘therefore, that "the model is merely

€ .

a series of abstractions. At the ;same time, we have found this model St

. ! t

' . . e T N
extremely useful for generating and integrating chiYdren's cgncrete
: " e T
. . . ’ .
B . » N N . 1 .
behavior inh a cohierent theoretical framework.. ThHé behavioral indicators — =

. . +
the next section. They. are the observable strategies in the, Children's’

e - 4 . . . ‘“(
Strategies Assegsmert System (Csas). ° . p . L .

Y
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II. CHILDREN'S STRATEGIES ASSESSMENT SYSTEM (CSAS) °

b
-

The Chlldren s Strateg;es Assessment System (CSASU is a tool to assess

(R4 ~
young chlldren s competence in social lnteractlons and in materlal tasks.

The focus 1s on the strategies children use in these two domalns, that is,

-

how they organize the:.r behav:.or in purposeful act1.v1t1es w:.th otherﬂ and

¢ R . e

with objects. ' J e
The CSAS is largely based on Bronson's concept of "executive skill"

and on her classroom observation measure, the Executive skill Profile fox

Preschool and Primary School Children (1974, 1982). The CSAS extends the

.

Soc1al and Mastery strateq;es of Bronson' s work, integrates these within

a unlfyzng theoretncal base and lncludes strategles which have a negatlve

.

s1t1ve aspect. . ’ . N

is for use with’ chrldrehwaged three through dix, both in

N\

"the natural setting of the preschool and prlmary school classroom, as

.well as ih a structured SLtuation where a child-is glven a speclally
\ . AP ,

deslgned task (pr standard measure) 1n an 1nd1v dual session, or where

[ ' < / -

two or three children'are asked‘to collaborate,in a task. The' procedures
- ) L . @ .

"~ and Jateéories of the CSAS are described. in detail -in Appendix A, In this’

0

section, only thée main elements are presented.

A

Constructs'and Strategies: Overview

* . ' » - .
. In the CSAS, children’s strategies it purposeful social interactlons
e

» -
0

and 1n .goal orrented tasks with obJects are grouped in teims of five maln

3 ‘

- M

theoretical,construcps: INVOLVEMENT, PLANNING, MONITORING, ACCOMMODATION,

- .

and OUTCOME. These were discussed in theoretlcal terms ih the previous
4 ‘ . . AN N

¥ : N
. «

~, » AN . - )

X ®

0 = N
+ \- . 4
P ’

, Appendlx A has been wrrtten to be read and used lndependently of thls
report. As a result, theretis some 1nevxtable overlap between thls section.

and Appendlx A. / 5

’
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T : section. In théVGSAs, they are concretized as observable action. The

¢entral elements of each construct represented éﬁ the CSAS observation

«

¢ . . e -
- -
¢ ‘.
N -

. ! categories is briefly described as follows: )

’
/ -

N Involvementt: _ The -nature of the child's absorptlon in an
. o . activity. . )
. Pianning: How the child manages, organizes, and antici-
pates his/her actiong and those of others. . .
Monitoring: Checking and. commentlng on one S own work and s
, that of others. . N
. . .
. Accommodation: The child's adaptatlon to the demands of the .
Pl
] . . social and material situation. in context.
) Outcome : The completion, success, and evaluation of an . )
. activity. -’ <

ama

Children's strategies are recorded in different categories under each
- / ’ L

of these five constructs. Sbcial strategies are differentiated from .

strategies with objects, or "mastery" activities as Bronson has cdlled

.
.

them, though an'overlap is obviOus;y possible (e;g., two children working ‘

‘ : ’ . . N

£ _ on a puzzle).

.- Social Strategies: These are the stfategies that occur when
’ the 'child is interacting in purposeful
“ _ . activity with ofié or more other people.

<

/

, Mastery Strategies: These are the strategieés a child uses when )
: . > engaged in a-purposeful task with objects. .
oo _ The task may be a solitary activity or one .
undertaken with one or more others. It %
’ often a problem-solv;ng activity. It
1 always has a known or observable goal whose
o achievement in terms of completion and success
are observable. .

Nz - ) The Social and Mastery strategies recorded in the CSAS are presented
in Figure 2, grouped according to the five constructs. The figure provides
;'. Aot , s _" . . -

«an overview of all strategies. As indicated on the figure; items with an

] . -

# asterdisk can have,both pesitive and negative ‘aspects. ,Where velevant, a ' .
DI L . ) ' v . ) e \ T o .'
o o . . . . N N - ,
) record is alsb made of whether a strategy is accepted, rejected or ignored. .

9

’ .
4
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Figure'z. ;ﬁbngéructs and Strategies‘'in Social
.Interactiens and mstery Tasks.

;
¢

- Evaluation
N

) . Strategies
Construct L. Social . B Mastery
INVOLVEMENT Collaborative Intg¥action - On Task . ‘
Noncdllaborative Interaction Explores
- Socializing -  ~ Distracted ' '
' ‘o oo Attends to Instructions: -
. o N Involved Watching '
. Not Involved . .
' Other ) ’
. . T T T T B - o et em em em em em wm = em e em em em e e = = wm e e . em e = = ew
PLANQ;EG *Physical Setup * . . *Ph&sical Setup
Predicts Ouytcome Prédicts Outcome
‘ Suggests Activity/Demonstrates7 - Verbalizes Rules or Task
- Directs Requirements i
Assigns Roles or Resources *Jses Systematic Approach
) Invokes Rules
, ’ *Request to Join e ’ )
”._.____'-____..____:‘___‘ ________ 7'..___. _______ ,__—_
MONITORING Monitors Others . Checks Instructions or Model,
*Describes or Comments on Others Describes or Comments on Work
*Describes or Comments on Self Comments on Ease or Difficulty
‘ of Task a .
ACCOMMODATING ;é;ares ” : ,*Revises Action or Takes, New
*Trades or Trades Off Approach
*Takes Turns , N ) L Fine Tune$"
v *Promises/Bribeés + Asks ‘Mastery Help ° . .
*Helps : - ‘ ‘ e
*Joint Effort or Combines _ . ‘
. Resources . ‘ ) N L
. Hostile Force ' - . L .
"‘Resists Rules or Teacher , . i >\\
Asks Social Help . s ) ) .
________________ - ow = = me e Em. e | = e e e e = e e e = = = = = = = ~
OUTCOME . . Y
Completiop i . , Completes * .
. . . Incomplete .
: ‘ _ Not Applicablg .
12 ;/
‘Success : all Perfect

Nearly Perfect

About Half . . .
. . . ' Less than Half Right
> . " Praised - o .
. Vet . N Criticized. . .. Yo
; - ' " Corrected . R
- . B s Ignored 5 :

3

>




In a few instances, Social and Mastery strategies are identical,

.€-9. Physical Setup, und;r PLANNING. In a fed otﬂers, they are parallel,

&

7

e.g. Invokes Rules (Social PLANNING) and Verbalizes Rules or Task Re-'

quirements (Mastery PLANNING). By and'larga, however, Social strategies

!
N

. . X ~
‘,and Mastery strategies, while not mutually exclusive, are different, re-
» . N
« i Y
flecting the different behayioral demands and conventions in these two

activity démains in the eVveryday iife of preschool and school.

- : .
The CSAS provides both a time and event sample of the behaviors re-

corded. Time is recorded in 15-second intervals. . The technical details

of the recording and coding procedures, as well as detailed definitions
with examples can, as noted, be found in Appendix A. 1In the remaining

*  pages of this-section, we present onlys brief descriptions of the strategies *

* ' in the CSAS. We describe, first, the categoriés of INVOLVE@EﬁT for social
and Mastery activities. We then present all the Social interaction strat-

'gies (grouped according to whether they are PLANNING, MdNITORéNG or
. ACCOMMODATING strategies). .This % followed by brief descriptions of all

Mastery strategies, again presented according to whether they are

Al

. ! Mastery PLANNING, MONITORI&G or ACCOMMODATING strategies. Figally, oUT-

COME categories are described. - The reader may f£ind it useful to refer to
. : [ .
Figure 2 to keep track.

[ d

social and Mastery Involvement , "

Social and Masfeﬁy JANVOLVEMENT indicate the child's capacity to be

absorbed in' purposeful activ1ty with others and w1th material objects.\

» .

[ 4
The,categories shqw the type and level of these'activities, as well as the
' Y . A .
. dmount of time the child spends in ngnpurposeful activity. -,

d n
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There are three Social Involvement categories: Cpllaborative

Interactlon, where the Chlld is clearly engaged in organized cooperatlve

.

play; Noncollaboratlve Interactlon, when the child is interacting with

* others 1n associative or éarallel play, and Soc1allzlgg, when the Ghlld
is exchanglnq infqrmation.or comments with another child .or adult.
’ : \®

The Mastery Involvement categorles 1nd1cate whether the CHlld is On

) Task, that is, focused on‘a Mastery task with-a clearly discernible gbal;

E
Explores; i.e., iuvolved with sbme aspect of the physdcal environment but

without a clearly discernible goal; Distracted from a Mastery\ (On 'Task)

focus; or Attends to Instructions being given for some activity.’ -

—

I} - ¢ N

Other Involvement cateqories include Involved Watching, when the

- «

¢
chlld is watchlng a soclal or mastery act1v1ty in an intent, focused way

LI 4

for, more than a few seconds; Not Involved, ‘when the Chlld is wanderlng

(j* aimlessly, or drifting, or simply pot apparently doinyg anything; and Other
when the child is involved in activities such as standing on 1ine or

riding a tricycle.

Social Strategies' .

-

Social stratedigs-consist of PLANNING, MONITORING and ACCOMMODATTION
. ~ - . ' ;."
strategies. First we. describe strategies categorized under PLANNING.
Two of these have negative aspects (indicated by an asterisk).

i}

Social Planning Strategies. The first of these is *Physical Setup,

' which is a preparatory strategy, the. physical organlzatlon of materlals

. (

or a play spaoe before or during a soc1al 1nteractlon. Thé negatlve of

‘ ‘.

th1s strategy ig a lack or'iﬁade;uacy of preparatlon.that 1s detrlmental, o

-
s ", \ ! > 2

to the interactlon. Predicts Outcoma is recorded when the chlld makes a

verbal pﬁediction about the social activity. Suggests/Demonﬁtrates/lees
., ‘ |

-

' e, . ‘ )
Directions is self-explanatory, but the suggestions, demonstrations or

4 ) g ,

L
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) dirggtions are themselves organizeddgnd arg Social strategies to organize

others. \They are not just_unrelated demands for others to obey, but in-

e »

dicate the presencde of a plan, Aggigns Roles or Résdu}céé’ig{recorded .

,

* when the child assigns roles, parts, teams, or material resources—in role

t

)
play or other games. Invokes Rules means an appeal to rules to facilitate .

social interaction, stating the rules of a game, or invoking the rules of

5

L] o,

. .
' the classroom or school in order to okganize the activity. *Request to

¢ . :
- Join is recorded when the child makes a bid to join one or more other

N [}
&l

children in an activity. Thelnegative of this strategy is'a refusal”

to let others join in an activity. . .

| Social Monitoring Strategies. There are three Social Monitoering

strategies: Monitoring Others, when the child.is watching or‘®check¥ng the

\ actions of others in the interaction; *Describes or Comments on Others, .

. ’ ,
‘

when the child takes verbal note (positively or negatively) of another per-

son's actions, feelings, or appearance; and *Describes or Comments on Self,

’ ¢

when the child verbally notes his own acéions, feelings, or appearance in
€ N L

s it

a positive or negative way in relation to a social situation. Negative

self-monitoring implies negative self-evaluation ("I'm so bad at this

b

game"), rather than a statement of negative feeling ("I am sad").

Social Accommodating Strategies. The ia;gest nunmber of Social
3 n N R
’ 4
strategies are ones involving accommodation and reflect the importance of
A.‘ . l

socialization in preschool and school, where children are being inducted .
v . *

7 into the rules and customs of group life and learning. Coping with gon-~
- . ' ' . . T . .o .
straints. and limits, and learning to control impulses i# a pervasive task . .
. . ' o ' ‘4 ‘ ' . *
" for the young ‘child. ) o : K e, .

q
’

-~
v

*Shares, *Trades/Trades Off, *Takes Turns, *Promises/Bribes, *Helps,

*Joint Effort/Combines Resourtes alé strategies that call up familiar

-t . ,' I 33 N 'I /
\)‘ ‘ . . L ; P , T A . ".
ERIC . o - L | |
. ) - : .

*

v
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’situations, each with‘its positive and negative aspect. The* positive . :

+ gide of these strategies is when the child suggests sharing, €aking

g

turns, etc., or when the child agrees to a request from someone else to

-

do so. Negative use of these strategles is a refusal to take turns, ¢

- kg

trade, or help. In *Prom;ses/Brlbes, it means a threat ("I won't be your

friend-if you don't..."). Hostlle Férce and Resists Rules or Teacher are 4

- - -

always negative strategies. Hostile Force is a resort to physical or

- 3
verbal abuse (hitting, Biting, insultingy as a way of attaining social

-

- . X
goals or solving social interdction problems. Resists Rules or Teacher

is a lack of accommodation to the physical and social constraints of the =,

9

setting. .Asking Social Help is an appeal to another child or the teacher

to solve a problem in a social situation.

Mastery Strategies

"tﬁere are fewer Mastery than sSocial strateégies in the CSAS, primarily be-

As can be seen from the list of constructs and strategies in Figure 2,

cause of the large number of -Social Accommodation strategies.

Mastery Plannlng strategles. There are fout Mastery Planning strat-

egies. The first, *Phys1ca1 Setup, is recorded when the child gives

ev1dence of foreseelng the requlrements 4% a task by preparing space for

the actlvity, gatherlng together relevant materlals before beginning the

task, or by orgariizing materials while doing the task (such as grouping

things or turning puzzle pieces over). Theg negative aspect‘of-thxs task

is-theffailure'to gather\or orgarize materials in a<task that requires . .
@ g , ' . ' !

this strategy, or gathering Lnapproprlate materials.’ Preaicts\Outcome

means that a Chlld makes a 'verbal predlctlon about,‘or states a p;an for-a

l [N 4

. i . |
Mastery activity. Verbalizes Rules or Task Requlremeéts refers to the ]




" ordered way or with a clear notlon about what to do next and how to do it.

. hazard way. . ‘

: at, searches, notices) his/her progress agalnst expectatlons, plans,_or

on Work, when the child verbally notices features of the task or remgrks

-

-

child's varbal indication of what.is required in a prospective or ‘on-

going task|{ The child may repeat instructioné to her/himself, state a
hypothesl about how to do the task, or verbalize general or specxflc .
‘ »

rules that apply to a task. The last Mastery Planning strategy is *Uses

Systematlc Appfoachu Thls is recorded when the child glves evldence of

the operatlon of a plan or hypothesls by proceeding in a systematlc and .

~

°

The negatlve side of this strategy is whern the Chlld seems to have no clear .

ideas about how to pgroceed and uses a trial and error méthod in a hap—

v

/

Mastery Monitoring Strategies. The three Mastery Monitoring strat-

I .
egies are: Checks Instructions'or Model, whén the child chgcks (looks back

<

against a model provided (such as in Animal Stalls), Describes or cOmments -

) .

on-the progress of the task; and éomment on the Ease dr Difficulty of

a Task, when a child ‘indicates his/her perception, of how easy or difficult

v .o .
the task will be or was for him/her. ’

.
. .

Mastery Accommodation Strategies. There are three mastery accommoda-

tion strategies: *Revises Action or Takes New Approach is recorded wher

v

the child corrects errors or changes his/her approach when sometﬁlng has -

not worked out. The’gegative of this strategy is entered when the child's
) )

.

revision is less effective or a change is made from a correct action or
. - o . - - ' . . ) " v

L . . v . < v
approach to'an incorrect one.: Fine Tunes refers to the child"s careful

'
il +
' v
: N

i ' . ' v [
adjustment of some,part of .a task (aligning blocks, erasing and rewriting

more neatly). Asks Mastery Help refers to the child's request for help ,

- .
. ¢

in a mastery task from a child or teacher.
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Outcome N

P .
Outcome consists of three parts: whether the activity was completed,

" whether its outcome was successful, and (if applicable) how it was evalu-

i

"~

ated by others. These events are brief described below.

f

& K - )
Success Categories. The esgscategories are: All Perfect, ‘when

the completed task is without errors; Nearly Perfect, when the child:has

-

.
done most of the task correctly and has clearly understood it; About Half

e

Right, Which is _any degree of correctness between Nearly Perfect and Less,

¢

Than Half Right; and Less Than Half Right, when more than half the parts
4 . -

of the task are incorrect. . -

Completion Categories. The task is jgdged as Complete when the

child clearly does all parts of a task (whether succeéssfully or not); as

Incomplete when not all parts of the tasks are completed as Not Applicable

when the observer cannot determine whether the chrld has completed the

. M &

task. For the Animal Stalls task, a Completion—Success Index .is also "

hel

. ] L]

cdlculated (see Appendix A).

*a
. -

In the natural classroom setting, if “observation is ended before a
@ i, Lt . .
child has *finished a task, Complete is entered if the child has been

working steadily, and an Incomplete,when(;he child has very often been

* "%,
.distracted. ’f’i . -

9 . B

Evaluation Categorles. Thls 1s entered whenever the Chlld 1s

2 . .
Praised, Criticized, Corrected.or Ignored in a Social or Mastery activity,
D &
and whether By anotﬁer Chlld or a‘teacher. ..
" : * *‘ *x ‘* Ch o ) .

1) o ’
. » .
s % %
. M ., 7]

In the course'of this‘?roject, the CSAS has been devepred in con-
. -

junctlon with the development of Animal Stalls, dfter 1nten§}ve preliminary

classroom‘observations. " It had originally been our intelition to concentrate

e
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III. DEVELOPMENT OF THE ANIMAL STALLS CONSTRUCTION TASK

-

It was 'our goal to create a task that would be challenging and

enjoyable to chlldren across a relatively broad age spin, and that wqg;d
7

> o

demand strategic behavior that could be observed. A construction task was

considered ideal to meet these fequirements. The procedure, in outline,

is extremely simple. A mgdel block construction is shown 'to the child, an

assortment of constructlon materials is available, and the child 1s asked

i

R

to make another one just like the model.

The task is called Animal Stalls. The construction is made of table

-

blocks arranged to create two, three, or six "stalls" that contain one or

more miniature animals and bales of hay. The complexity of the model to

. . ’

be reproduéed<can be adapted to. @ifferent ages. The materials used—?

blocks and miniature animals--are fépiliar to preschgél and primary schoel
thildren, but\the actual problem’of constructing something to match a

3-dimensional model is not a task that they have had éxperience with. The
process of eonstrQCtion demands that the child's. approach to the problem
bs made manifest, that isg, is externalized. The manipulative skill; are

_not beyond the competence of a 3-year-old, and are still appropriate to a
6-year-old (and older primary school children).
d k]

. Block play is a steple of the prescho6l curriculum, and a number of

researchers\have_gsed construction tasks to study different aspects of

. T .
"

childten's cognitive problem-solving abilities. But there are no clear

LIS

leads in the llterature that could gulde ys to gear the complex1ty of the

model to the children's age. Some‘trlal and error‘was, therefore, un-
' , ' - P s

, 8 R . :

avoidable. . T : ‘ '

)

. s

We have tested several different formats, varying the nature of the

materials used, the complexity of the model, and the procedures of presen-

L oy
1) N 3] '
.
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tation and 'instruction. Three versions of Animal Stalls have been used in -

*

this study; each is briefly described-below.

Three Versions of Animal Stalls

.

Version l: Colored Bloc)*‘-‘ ‘ l

The first, version of Animal ‘Stalls was built with colored wooden’ .

-

b.locks.l We selected these blocks becausé‘théy made the ﬁodel look
appealing and were not unlike F%e bloéks génerally used in scﬁle: {Also
they'are inexpénsive and'geneéaE}y available.) ’ #
‘The major purposes of our work yiﬁh this first version of the task were
&

]

‘ Y

to see (1) if the task was appropriate for children aged three thgohgh six

years; - (2) whether it evoked strategic behavior, pnd (3) if se, whether

- - a

.

the strategies could be systematically coded. At the same time that

were selecting and tryigg out a task, we were testing out and refihing our s

-

we

kS

’
. -
-~ ’

system for observing and reéording children's strategies; the t%o objec-

- 4 ¢
,.

¢ tives were pursued in tandem. G e
: : .

We started with a structure that had six stalls, but added a simpler,
1] B
) -
3-stall model when it became obvious that .the 6-stall model was *too:
difficult for the younger children. Preliménary findings are described in

[ ]
more detail in the following section, but here let us note that the task -

. .
" was appropriate, and did ‘evoke strategic behavior that could be coded. In

foo . . . '
the course of testing, however, it became increasingly clear that the,

-

colors of .the blocks made the interpretation of the children's behavior

’
. N % vt .,

more difficults In the/sedond version of the task, therefore, we decided .
s [ LA v 7 e . o

to eliminate color. - : . . . . C
\'.Jh [ S - P ' ’ <

g . )

=3

lSandberg's Rainbow Colored Blocks, available gt Woolworth's gad many
toy stores T .
Y 2% (& . . - |

. .
i ’ ~ N |

oS .
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Version 2: Natural Wood with WISC Block Towers

> bl

The second version of Animal Stalls was made of natural wood table

blocks. These blocks are smaller counterparts to those used in preschool

classrooms across the country and, like them, are scaled. The Animal

Stalls unit block is 2" x 4" x 1v.% ,

P

We starﬁed with a, 3-stall and 6-stall model, and later added one :.‘

’

_with two stalls. As can be seen in the sketches of the Version 2 models

N

. ! ‘o
(Figures 3, 4, and 5), blocks of several different shapes are used pro-

. P i
viding*dfétinctive clues for the replication of the model, The 2-stall

structure has two, and the 3- and é6-stall models have four columns, each

H

tepped Qith a colored block from the WISC Block nesigh task. These were

included with, the expectatlon that theylwould yvield information about the i
chlldren S attention to small detail. Each stall contained some objects
appropriate to the concept. of a farm build;ng. Miniature farm animals

and bales of hay were placed in the stalls; in one stall of the 6-stall

.
»

model, there was'a small dumptruck.2

This version of ‘Animal Stalls was more successful than the Veti;on 1

colored blocks. In replicating the model, children demonstrated a range
of different approaches and strategies. 1In the course of testing this ,
version, we were able to revise and strengthen the observation systemf "

o ‘ . ~ Rl

But we found that the WISC blocks served:as a distractor. They were .
k] Y

v1sua11y so compelling that many chlldreﬂaselected them first and, since

they could not be used untll‘at least a portlon of the structure was . '

built,* such early selection was cpugterproduct1ve. Many chlldren,com—
[N -~ 1}

>

1A\‘railable’from Childcraft and other educatiohal.supply firms. AR

»
-

2The farm animals and hay bales are from a set made’hy'Britains, -
Ltd., and available at Childcraft and othef'toy and educational 'sdpply .

firms. The.truck is Matchbox, aveiléble *n toy and variety stores. A
- & . - ot -

] *39 | |




bales of hay.)

]

Figure 3. Version 2, Two-Stall, with WISC Blogks.
(One or two animals in each stall and




‘Version 2, Three- stall with WISC Blocks.
(Animals ar!d bales of hay d:.str:.buﬂed ,)
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. Figure 5, -Vergion 2, Six-Stall with WISC,Blocks. .-
‘ (Animals and bales of hay distributedf

" K
. ) and dumptruck.’) .
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. meﬁtedxdn how much th%y liked "those blocks." They enjoyed examining
N Y b -

4
)

- Al M 4 < N
them:and building with them. But few reproduced the arrangement of blocks
. . . '

exactly, although some placed the WISC blocks systematically so that, <
Y ,for%&xampié#*4aiiﬁthe*topsfpfé‘red;” e deeiikni41&ﬂ343u¥4ﬁ&§%3£k%ﬂ&5&E£e>;r~
* * - < ’ - .

fn . - ;.
more of a liability than an asset. They did not yield enough informa=

.

tion about attention to detail, and often seemed to interfere with the-

L4 e ‘ f
s -

progress of the task. These considerations led to the. development of
" N

»

£he Breséht model of Animal Stalls, Version 3. a v o s

-

, Version 3: Natural Wood with Arch. Supexrstructure .

The third and final versioh of Animal Stalls also is constructed of

table blocks, but it overcomes the empirically determined liabilities of

-

- ‘\ - - b2
the two earlier versions. There ‘are three models: a 2-stall like that “

-

used in 'Version 2, but without the WISC blocks (see Figure 6); a 37s€;1; -~

’
’

(Figure 7); and a 6-stall model (Figure 8). As in Version 2, miniature .

. .

animals and hay bales are housed in each stall. In all, there is

-

variation in the block forms used, and the increase in the numbe¥ of
. A

stalls is matched by increase in the compiexity of the ar¢h super-

. ’

structure. Our goal was to have an increasingly complex structure rather

- ¢

than, as in the second‘WIsc towers version, to introduce details that
Y

.

were structurally trivial. ~ ‘
The “Sample* , .

The sample of children in all three versions consistg of 125 3-, 4-,

.5-, and é—year-old children. The oldest childien*were a few months be-

4

yond their sixth birthday. ’ _—
Of the 125 children, 80 (64%) -attended Head Start, 30 (24%) attended

Pprivate preschools, and 15 (12%) were in/kindergarten in an urban public

school. ,The Head Start children were drawn from four urban Head ‘Start

-

' centers and one rural center in upstate New York. : \

.
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] o Figure 6. Version 3, Two-Stall with Plain Cylinders.
; (Animals and hay bales distributed.)- g
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Figure 7. Version 3, Three-Stall with Arch Superstructufe.

. ‘(Animals and hay- bales distributed.) . .
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The children are from three ethnic groups--black; hispanic, and

-

white: 27 (22%) black, 40 (32%) hispanic, and 58 (46%) white. The

distribution of children by age, ethnic group, and version of the Animal

Stalls task is shown in Tablg:l. Both boys and girls were sampled -across

" all age groups, as can be-seen —in—;‘l‘a.blé 2. R— ~ , K ~
A - Table 2 : .
* . - . ' ‘ Jj
Children Tested on Animal «Stalls, By Gender, and Age
" ¢ . (three versions combined) .
Age Béys Girls Total '
‘ o3 13 “1s 2 ‘ .
4 25 25 50 L .
5 20 21 41
. ‘ .
- 6 3 -3 K ,
: " Total 61 64 125 ,

‘ ~—
I

Procedure for Recruiting Children ; ‘ ,

The-pioject was described to the center or school director and 7
) ]

educational coordinator. Project staff visited the center, met ant®™talked .
w;th the administrative sﬁaff'and relevan£ tgachers, and also met with -

and describea the project to the Parent Advisory Council. A brief

written description of the projepé and the kinds of activities we

wished to undertake with the children, as well as permission forms, were

\

distributed to the parents.l school information sheets and class lists

were also obtained. Only those children whoseé parents had given per- g

.
-
f - .

_mission were asked to do the Animal Stalls., .
a ,

lThese forms were prepared in Spanish and English’ (see Appendix B). "
All materials for recruitment were prepared at a time when a number of
tasks were”plénned and before we knew the project would be terminated.

: 4
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. »-_.‘ ‘. + ‘o ' * '\.f
s . ‘ Children Tested on Three Versions of Animal Stalls

By Type of SchooluSettiqg, Age, and Ethnicity

v s
- »

Head Start Centers

Version of » Four Urban One Rural * Private Preschool Kindergarten Total
Animal Stalls B H W Total B, H W Total B H W Total B H W- Total B H W Total
7 - ; .
1. Colored Blocks ' . S ’ ‘

'3- dnd 6-Stalls .

Age <o ~
3:0 - 3:11 212 0 14 - - -. - -« 0 0 4 4 - 4 - - 2 12 4 18 ~
4:0 - 4:11 5 6 0 11 - - - - 0 0 3 3 - - - - 5 6 3 14
5:0 - 5:11 2 3 0 5 - - - - 0 ,0 O 0 - - - - 2 3 0 5
6:0 - - =70 - - = =it ‘111 3 - - - - 1 1 1 3
Total 9 21 0 30 - - - - 1.1 8 10: ~- - - -, 10 22 8 40
© 2. Natural Wood } o0 . . . N . .
- Blocks with L. N - ’ '
WISC Towers \ . ’ : ' " , ’ .,
2-,73-, 6-Stalls ) - !
; 3:0 -~ 3:11 ° 5 0 0° 5 —— = - 0 0 5 5 - - - - % 0 5 10
4:0 - 4:11, 6 2 1 9 0 1 14 15 0 0 4 4 - - - - & 3 19 28
5:0 - 5:11 1 1 - 2 0 0 5 5 0 0 1 1 0 5 4 9 1° 6 10 17
6:0 - - - - - - - - - - - . - 0 1 0 1 0 1 o0 1
Total 12 3 1 16 - 1 19 20 - - 10 10 0 6 4 10 12 10 34 56
3. Natural Wood -
Blocks with ’ . ¢ *
Arch Structure , - “
-2-, 3-, 63Stalls . , . i v :
. . . .
Age '
3:0 - 3:11 ‘1 0 © 1 - - - - - = - - - - - - 1 0 O 1
4:0 - 4:11 0 4 1 6 - - - - - - 2 2 - - - - 0 4 3 7
5:0 - 5:11 3 4 1 8 - - - - - - 8 8 0 0 3 3 3 4 12 19
: 6:0 - 6:3 © - - - - - - - - R - 1 *0 1 2 1 0 1 2
Total 4 8 2 14 - o - - - %~ 10 - 10 1 0 4 5 5 8 16 29

TOTAL i ' 60 20 30 15 125
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[

generally fac111tat1ng the conduct of the project.

Center and school staff at all sites were extremely helpful to
project stéff in arranging meeting times, making space available, and

»”
-

LAY -

Procedure .for Administering Animal Stalls

The procedure for administering Animal Stalls, as well as the con-

ventlons adopted for cod1ng strategic behavior and recording Fhe child's

cgnstruction} have been refined during the course of task development?
/

In all instances, the Interviewer (I) had made an appointment in

advance. She first approached the teacher with a list of childres whose

parents had given permission‘for testingf‘ The teacher cliose childrer® ,

from that llst, usually Judglng on the basis of the children's curxent

,«’-

activity, unt11 all the chlldren had been seen. LIf a Chlld d1d not want

to come, another Chlld

’

refused would ask to be taken at a later time. More often, chlLdren who

did not have permission clamored to come “(but these’ children were never,
s AT

. 4
tested). Often chlldren would say that the1r friend who had already done

the Animal Stalls had told them about it and that 1t'was fun, or okay,,v

or interesting, or easy. ° B

The phy51ca1 1ayout differed from place to place, dependlng on the

kind of space that was available. In all settings, the actual adminis-

, . n L
tration was conducted ins.an area separate from the child's classroom,

generally an unused classroom Or office. 1In the testing room, extraneous

objects were put away or removed/%to the extent feasible). +*The I had

already constructed the models and laid out the materials for the child

i

to use. els and space for the child's bulldlng

when gessible, the mode
/

was taken.” Almost invariably, a Chlld who at first ~




A

. - s
. P . .-
. < N

were prepared on the f£loor’. when that could not be done, low, child- -

sized‘tables were used. ‘The rationale for the'arrangement of the ' models
and materlals was ?9 enable the Chlld, especially the yougger ¢hild, Q; ;ee
the model egsrly and from more than one vantage pglntj and to have the
materials easily accesaip;; but distant enough from the model so that
select;op add placement were observable by the' I. ’

£

€

A1l children were interviewed in their preferred or dominant lan- .

’

‘guage. For some - hispanic children, the language of administration shifted=*

back and forth between Spanish and English, following the child's lead,

- - "
or the I repeated instructions or questions in the otHer language to ensure

understanding. N ’ .

. . «

The procdedure for the Animal Stalls task itself is to show the-child

. .

a model of the appropriate 2-, 3-, or 6-stall.version and ask her/him to

*

-~

s - ¢ 2 Ne
make one just like it. If the child completes it successfully, s/he is

z

then asked to make the next one in the series (uﬁless, of course, the ,

» ] .

+6-stall version is presented fiyst). If the child is undﬁ}é to begin

x
4

“C
’ . .

construction, the I offers encouragement, repeats the instructions and

admin@éters the less cémplex mddel'if the child cannot‘fespond.
- . - '?"c.>.
Whenever pessible, the child's chrZonological age was used as a guide

for determing which versien to present fi?ét.
Three year old children were shown the 2- étall'mddel' and asked
to do thé 3-stall m¥del lf their 2-stall construction was

"nearly perfect."

. L3

°&°

~®

Chlldren aged ‘four. and flve were shown the 3- stall model
and asked to do the 6-stall if therr 3—stall constructlon

was "nearly perfect " e ' -
‘ Children aged six were asked -to 8o the 6- stall model. If they o
were not able to proceed, they were asked tQ do the 3-stall.": .
h v ‘) J~ hd . .
’ * « . -

) . P
. a't
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Blocks and~acces§o;ies the &hild will heed, as well as a number , of ~
additional blocks and animals, are- arranged neatly, blocks of similar

?

shape stacked together; much in tHe'way that blocks are arranged on shelves
in classroomg, If ;Lssible, the materials are ordered on a small set of -’
shelves placed at r{ght angles close to the model and the space the ;;218\\_;,f

will use for building. - T *
o, o
The I says:
I'm (we're) interested in how children build things. I have
a building here that I .made,and I'd like you to make one

just like it. )

L) <

N ..
what does it look likélto you? (If no response, ask: What
do you think it. is supposed tc' be? If child doesn't answer,
say: We thought it was like a place for farm animals. We call.
it Animal sStalls. What do you think?) . ‘

. See these blocks and things? We've brought plenty for you to
- @" yuse. Take whatever you need, okay? Why don't you start now?
" Remember that it should be just like this one (just like mine)«1

when child appears to be finished, or stops,. I asks: Have you
finished? And at the end, I asks: ,Is yours just like mine?
I starts timing when instructions are completed. I records strategicx\

%

behavior on the recording form at l5-second intervals. I also records the

. N
« »

child's actions and relevant verbalizations, and makes rough sketches of .'

£y

starting approach, building sequerice, and major shifts in the child's .
. . L]

L

construction. Time to completioﬂ'is‘iecordedf A sketch of tﬁe model is

' *
-~ e —~

used to describe the sequence of child's construction.

-

- Results of trials of the Animal Stalls task with 125 preschool and

pr;mary school children are presented in the next section.

\

.

L

1n those instances when the child did not seem to understand what
was being asked, or seemed unable or unwilling to try t? build, the I .
would offer encouragement, try o check the child's comprehension of the *
instructions by demonstration. For example, she would select four unit
blocks, take two and place one on top of the other and say, "See this,
can you make.this?” (indicating the other two blocks). Or. she woyld build
a three-block arch and ask the child to make one. When the ¢hild had
done this, and all children could mégp these simple constructions, the’'I
would turn back to the model and repeat the basic instruction. (In a few
instanges, the child was still unable to respond.) ‘

- N

[} %
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IVb PILOTING THE MEASURES: RESULTS AND DISCUSSION -

T

; Flndlngs are dlscussed in general terms for Version 1, the colored

blocks, and in more detail for‘Versioh.Z and 3 of Animal Stalls. The aims

of Version 1 were to establish the viability of the activity itself- to de-

velop administrative procedures 1nclud1ng 1nstructlons, placement of the

materials, “and so on; and to clarify and reflne the categories in the

-0

observation system.

Version 1, the Colored Blocks

* This version was tried out with 40 children, aged three through six,

PR '

in urban Head. Start Centers and private schools. There were 24 girls and Ve

~f

16 boys, and most of the children were three and four years old: Black,

hispanic, and white children were sampled across the age span (see Table 1).

~ | . ™
The bulk of the sample was presented with the 6-stall model;‘'nine children,

B LN ?
all three-year-olds, were asked to_reproduce the 3-stall model. Findings

are discussed in terms of the children's success in the task, which was

N

also a measlre of task difficuity; and in terms of the kinds of strategies

<y ) A,

~

evoked. - .

v -

Outcome: Comp;etioh and Success

The child's, finished constructiod was evaluated for completeness and /

. 7 ’ . - -
correctness. Completenesg,las coded as Complete, NearI§/Eomplete, or Not

,Agpllcable in the casgs'when the child dld not attempt to reproduce the
model. Accuracy or correctness was coded in terms of correctly placed

blocks and animals as All Perfect, Nearly Perfect,L Approximately Half Right
‘ X .t

]

or Less than Half Right.

For the three-year-olds, the 6-stall model was "too dlfflcult though
:one seriousiy attempted the.task. Almost all the four-year-olds attempted

the task and more than one-third built a complete and successful, or a

-



v
1 ]

¢

; All ‘completed the task and made All Parfect or Nearly Perfect repllca

~

—457

recognlzable ver51on. %The task was easy for the five- and slx-yearaolds.
iR £ -\ T .

Wﬁen we lntroduced the 3~stall model to a small group (9) of three-
s H

year—olds, four- made All Perfect, Nearly Perfect or partlally completed

structures and thp remaining five children built a;different’structure or

LY ”

found the task too dlfflcult. ’ ‘

Ay

3
9

Gauglng the level of difficulty of the task and trylng to. match it to
-
e chlld's age ‘was- not easy.- SOmetrmes«a’cﬁild would buald somethlng en-

t;rely dlfferent, which. we labeled "bu;lds alternatlve structure," or a

gerd

child might say, "I don't like yours‘ 1! 11 build my own." At other times

.

1t was not clear whether the child was followlng a dgslgn of her or hd¢

own, or was trylng to reproduce the ‘model and;could not do so. But when-

ever the- Chlld was, actlveay building, we were'able to observe strateglc .
p v N I 4 - . ,
behavior. ' ' ' . ]
Strateglc Behavlor .- . '

.4
o

o

A } -
the Version 1 6-stall model shows that the task succeeded in evoklng

-

\4 Bxam:.natlon of the protocols of 31 children¥s efforts to construct

s -

strategles whether or not the model was belng accyrately, repllcated F&r

1nstance, a ¢child night start off look .carefully at the model, séleqt

several blocks and place them on the'table. It is’ soon clear that “the
. ’ » _\ - ‘
child has a goal and a plan for. she is building an.enclosure, a structure

L3

, N ‘ ¢ ,
of her own desigr, wh{cﬂ\?ears only slight resemblance to the model in 'de- .
- Bowr 7 ‘ ~ f

tail, but, is meant\to enclose the farh animals. She places several.animals

1n51de the structure, and says that she 1s f1n1shed This is an instance ,7;

~ -~

where we do not know whether the Chlld thought she was trying to repllcate

or&had replicated‘the model.1 Nevertheless, aslde from Judgments of outcome,

L

\ -

1Later we asked all children whether Ahis bu11d1ng was just- llké tﬁgl y -
model. Those who'built alternative strudt és sometlmes clalmed that thelr

.buildings were just like the model. o g oy

= . - . @ g
L S 04 . - . :

»

L)

N}
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e behavior im young chlldren. . .

thi%%sequence ylelds a good deal of lnformataon about strateg;gs.

. 4. *
- N .

. Table 3 shqws the percentage of three,,qfour-v and flve—year—old

chlldren who demonstrated strateglc behavxors 1% the course of worklng on . o

A 3

’ Ui :
their. constructzon, and the ptoportzon of/thlldren who completed and *ﬁ M

- &,

sucteeded ¥h the task. We’ see consxderable consxstency among the flve-year-

- N SR
" 0lds: all but one of hem- used ai}jof the strategles coded. The three- C

“ L /

and fourf;ear-olds were a good deal more varlable Ln.whether or not they

showed strateduq, behavior.' —~ A ’ : PR . S

chihdren, is Uses Syétematic Approach. This’
———— :

)
»

especiallly among the

e younger childrenf tended to selegt

s

is becayse children, especially

blocks y'color. Often the child\would select several of the red blocks;

J . . ‘e i
these werg{the unit blocks in this set and were:ised in the mogel- to create ~
- N . P ot

outside walls and to divide the stalls from each other. Choosing and\plading_

these blocks correctly 11f1ed as a systematlc approach to construction. =, *
But properly placing alX the red blocks ggédgTTy“?equired'more analysis, "

ﬁores;ght,and plannlng than these young children could managé. Choosing the

red blocks seemed more/often to 1nterfere with the chlld's effort tg;bUle

+ )

the struqture, The confounding of the v1§ua1 salience of -the co&‘?ed blocks

.
> ~

with the .approach to construction led to the decision to develop a color
. o % - :
’ neutra} version of the task. i < " . . Y

.

- -
v

“-In $um, work with the first version of thﬁ Animal Stalls construction
¢ .

.\
L) ’ .
’

. - L] (] M <

tas owed, that: C N

{

'~ the. task uas viable.’rit evoked purposefil, goal directed

" . . .o,
. ' . -

. - The taék e11c1ted a rich array of strategies even when - .

¢ -
successful completlon was eyond the child.

.
Pt .

= It enabled us to change, clarify, and refine categor;es -

dln the observation system: . .

- 1t adentlfled.probleﬁsvthat needetl to gE resolved in 4
further development of the task. g.g. the 3-stall model N
wasd not a successful: basellne for the younger chlldren.

0o . . s )

s s Couy i \,
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Animal Stalls; Vérsion 1, 6-Stall
(Colored Blocks) ¢

rd
e
.

Percentage of ‘€hildren by Use of .strategies and Outcome

. I ) T (N=3l) *
. ) t ’ . . )
) INVOLVEMENT - PLANNING - - - MONITORING ACCOMMOEDATING QUTCOME
- ~ Rttends En- Ex-; . Phys./Verb, System: Checks Deser./Comm. Corr. Takes , Fine Com-' All Perf.
Age N Instr. gaged plores Setup Appr. - Model Own Action Errér New Appr. Tunes pletes Near perf.
. : | | " <
_ 3 12 75 . 83 S8 1 100 75 83 26° . s8 671" .58 o - 0
- - . v‘ . - - . |
. . R f’
.4 14 , 43 * 64 43 36 . 57 71, 43 . ‘57 - 64 21 21 - 21 !
v 5 5, 100 100 0 » ‘100 100 100 80 100 100 100 100 - 100
L} . M * » .
o - - ' ‘ . . .
> o .t
5 ‘. N ” - 2 -
’ L4 o 4 ’ . . . j * e ﬂ.‘?’l,
Iy - . Y PN r o .
4 /NOTE: The names of som strateg:.es were changed ‘during. the development of the system’ f S
. and will therefore not show consrstency across gables in th:.s sect:.on. , CL
¢ i . : . . ’ . L.
P T~ .~ . . .7 R M .
: S . P A - ’, ’ : .
-y * v, " . - t,,..
. SN
.- . .
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’ \ Versions 2 and 3, Natural Wood Blocks, i
WISC Block Towers, and Arch Superstructure - N
. : - ol ; 7 ’
. " We briefly summarize the data base for Versions 2\3nd 3 separately

and then combined. The findings from the two versions are then di ussed

together,
Thé W;SC‘Block Towers, Version 2, was.gi;en to 56 children‘aged 3.1 ’
’a£o 6.0. The majority of these children (33) did the 3-stall model. vVersion ‘
’ 3, grch Super;truchre, was given to 29.children. The age rahge is 3.1 to
6.3.) Again, the majority of ‘the children (15) did the 3-stall model.” |
when the data from both versions afe pooled, the N=85; 17 children were
given 2-stall, 4é€children‘3-stal1, and 2Q children 6~stall models, Four-
7 teen children}were asked to replicate two models. In some instances a child
who was first given the 6~ or 3-stall model and couga not begiﬁ was then

able to proceed with the less complex model (3- or 2-stall). In other cases,

*

children easily finished one model and were given a more complex one. 1In

the analysis presented in this section, the second trials only are re-
a5 . . - N
" ported for these children. As we ;earned more about matching the difficulty

\
)

of the task to the child's age, the procedure was improved. Some children

testedpearly in the series who were started with the 6-stall model would
= . \ i ‘
have been started on the 3~stall modelfif they had been seen later. This

means that not all children were éiven an equivalent opportunity to be.

Y

lrew three~-year-elds could be included because it was late in the ;
school, year and most of the children in the three-year-old group had

turned four.

~ .

i L]

2he specific distribution is: ‘ ) .
Version 1 Version 2 ’
) 2~-stall . 6 11 )
3-stall .- 33 15 !
- ‘ . e-stall 90 17 3

- , ' . 56 29 . ‘
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successful on the task, which 54;7es constraints on certain kinds of com-

1
o
Ve

L}

.

-

- R " &

parisons and analyses of the data.

¢ v

In presenting the data from Animal Stalls Versions 1 and 2, we firse

‘examine the products children made, that is, the outcome of the task. We

th9é present- the. strategies they nsed:naescribing general trends and

s

whether or. not particular strategles or patterns are associated with out-
come characteristics. Data from a small substudy are then presented in

which 10 children were observed with the css in their classroom and in

the Animal Stalls task. ,

Let us note first that the children's response to the ta;k itself was

-

‘generally positive; only a few children were unable to tackle it. Most

children seemed to enjoy the task even though it was*apparent from many of

theik initial responses that the request of "make one Jjust like mine" was .
N

not one that they were accustomed to.‘tsgne lookfd surprised. Some.lpoked
at the model and said, "Oh, that looks hard" and then proceeded to build it
with ease. Several said they were finished when they had completed ‘she
block structure, but had not put in the animals. Some talked a good deal
while they worked either about wl'xat they were doing or "making conversa-

tion" with the adult, others said not a word.

Outcome : Completion and Success

,

The end product of the construction process was analyzed to yield a

&ompletion Success Index (CSI) which is arrived at by dividing the number

of items correctly placed by the total’number of items in the model. The

o,
s, ,a, .

»CSI is a measure of how successfully the children could deal with the task
and was also used, together with other consxderatlons, to reflect back on ,

- pxocess. The count of the number of items cor ectly placed gives a very




good indication of the accufacy with which the structure ié constructed

» ' ' -

when it is close to perfect. But it-can be misleadingly inflated when
the'errg;s are few but crucial; and it does not discriminate among con-
structions in which no item is placed correctly. The protocols were
tgerefore sorted .into five groups, in which accuracy of the construction -
weigheg heavily but was not the sole criterion. For t@ose children who made
twd constructions, only the second was considered. TFhus, a child’who could
not make a 6-stall but did make a 3-stall model was categorzzed on the basis

of the 3-skall. Slmllarly, a ch11d who made a perfect 2-sta11 and then a

much less adeqguate 3-stall would also be categorized on the basis of the

T 3-staP™construction.

-

Criteiia for placement in the five categories are as follows:
A .

- ' Category I (N=13) - '
Category 1

The construction is All Perfect.

The construction is Nearly Perfect, i.e.

»

-There are one or two unobtrusive substitutions which do
not affect the model structure, e.g. 1 unit for sp11t N
unit, 2 units for double unit.

7 _'ﬁ ~Placement may not be completely symmetrlcag, e.g. of

cylinders or arches.

7 L g

-One or two animals may be omitted or substituted; they
may not be correctly oriented; hay bales may be omitted
or not correctly distributed. . .

(In Version 2, colorAmatching of the WISC Blocks, which was .
very rare, was noted, but not considered in cateéorizat;on.)

~ ’
bl . ’ s -
. )
lTw , the authors (BKS‘and DBW) defined the categories and sorted the
protocols independently; disagreements were di ed and a consensus achieved:

in each. Category definitions werg revised during the ratinq process. The
"ten children in the. substud dlscussed later in this section 'are not 1ncluded
in this analysis. Thereford N=75. :

, «
) -

60
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Cate 2 (N=9Y% . .

The ture closely r;éambles the model. It may have errors
like those in Category 1, But in addition
;'w
-There, are conspicuous or significant omisgions or additions,
e.g. a gate or divider is omitted; a'block is added to
perimeter or divider; an arch is substituted for a unit
. block. ] : ;

~There may be small scale, reversals, e.g. of gates.

Category 3 (N=17) - ,

The model has not been copied but \is recognizable, though not
necessarily integrated. Salient features are present. The
number of stalls is correct (in a few instances, in the 6-stall,
when many salient features are present and the number of stalls
is incorrect, the structure is categorized here).

There are always significant omissions, additions, or substitutions.
There may also be shifts in orientation or .large scale reversals,
e.g.'of the back and frog} of the structure. -

some efforts to reproduce the 6-stall model which are essentially
unsuccéssful but were elaborate multi-stall constructions of many
blocks+and accessories were categorized as 3.

Category 4 (N=28)

The model- is not recognizable.*Buildings may consist of:
¢

-A line of blocks.
L1

N

-A line of blocks,with a few animals lined up next to them.

-

-simple enclosures or part enclosures, made of identical or
varied blocks, often with animals inside.

-Occasionally a salient feature of the.model is useé, e.g.
cylinders. ’

.

Category 5 (N=8)

A few blocks are selected and arranged in no coherent pattern.
Some blocks may be those from the model.

I

There is no structure at all. The child was unable to undertake
the task, or added a few blocks to the model.

(children in this category typicallxﬁgive up the task.)
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' Table 4 .- -
- Animal Stalls: Outcome Categories
And Child and Task Characteristics
CSI Category V',
> 1 2 R 3 ) 4 -5
N Girls (N=36) 7 ) 3 10 13 3
Boys$ (N=39) 6 7 ° [ _7 15 S
Total (N=751) 13 9 17 28 8
Age , ) - : . . S »
.Range 3.4-6.0 3.9-5.9 3.11-5.11 3.0-6.3 ‘3.11-5.1
Meq;an 4.10 4.11 5.3 ’ 4.9 4.6
(
%" Correct (CSI) ) .
Range . ‘79-100  59-98 0-90 NA® NA®
X ' 95 77 41
¢ ’
Task Complexity" _‘ .
"2—Stall 2 3 2 7 3
. 3-Stall S ) 8 16 4
6-stall 6 1 7 5 1,

The data do not include the 10 children in the substudy reported later
in this section. . ¢ .

2The concept of correctness does not apply to the productlons of children
in categories 4 and 5. .




, : N : : '
If we look at the distribution across these five, categories in Table 4,

we can see that both the extreme categories contain a relatively small number

"‘ b4

of chllaren (17% and 1ls of the sample, respectlvely) The Bnlk of the group

. - g
is in the midgle categories, although the distributi®n is skewed toward the

lower end. Constructions in Categories 1 and 2 can be considered as adequate

-~y

reconstructlons of the model; 29% of the children fall into these two groups.

T et
Ay .

Tnose in Category 3 are margxnal and comprise 23% of the group; those in

»

-

Category 4, the largest, 37s.

.
4 . -

Of the 13 children in Category 1, six are boys, seven are giris, and
the age range is from 3.4 to 6.0, with a median of 4.10. The group there-

fore covers the age range,and boys and girls are equally represented Tne

}

categorlzatlon was based on two constructions of the 2- stall, five of the
3-stall, and six of the 6-stall. The youngest child made an almost perfect

3-stall, the oldest an almost perfect 6-stall. .

The ﬁajority of the’children built complete and accurate structures:

’

‘eight of the 13 were 100% perfect. The Iowest CSI score is 79%, and

» 7

the mean 94.8%. Crzterla for 1n§2yslon in Category 1 are stringent because

we wanted to see if the most] accura e and complete constructions were

achieved by means of different ogksim' ar strategies than those used in -

less adequate constructlons. T .

Children in Category 2 made clearly recognizable structures. As can

o~

-

be seen in Table 4, there are nine children ié this category, three girls

*  and six boys, who range in age from 3.9 to 5.9 with a median of 4.11. The

categorization was based on three construction7/of the zistall, five of

the 3-stall, and one of the 6-stall. Six of the constructions were complete,

A e

three were missing a basic and salient feature, such as a stall divider,
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of the cylinders and WISC blocks. Their CSI scores range from 59%

_ (allan [5.01]1

perfect 3-stall), to 98%, with a mean of 77.3s.

The third category encompasses

-

a wider rghge_of dif ferent kindg of

errors, omissions agd distortions, althéugh one can still tell what the

original model was. There are 17 children in this category, seven

boys and ten girls, from 3.1l to 5.11. The median age is 5?3. The

categorizatidn includes two children's efforts to construct the 2-stall,

eight the 3-stall, and seven the 6~stall. The range of the CSI score

is from zero (5 cases) tO 95%. Five children in this

0

-

category have a

who left out the cylinders and WISC blocks on an otherwise

%

relative1§‘high percentage of correctly placed blocks (69%-95%). They
' were categorized here becatise of the,significant natureé of ’the substitu-
L.

[
[

tions and omissions in their constructions 'or, in one case, because the

3

1 . - . - *
child incorporated a.wall of the model in her construction. .

The structures categorized as 1 and 2 can easily be visualized by re-
L4 .

ferring to Figures 3-8. fhose in Category 3 are only partly represented

bg.these figures. For example, Delia (5.3) built what was esséntially a B

- . . ‘.

1-stall version of the 2-stall, but with two sets of animals properly

-

qligned. The 3-~stall structure that Riana (5.5) built contained a number of

. - substitutjons which changed its look considerably, but it was clearly a 3~
. 5 . S e
s [4
stall structure. Others in this category made structures whose basic form
differed from the model in important ways. Nick (4.5) made an open front

3-stall thdt looked as if he had not finished, although he said that*he had.

Naomi's (5.0) rendition of the 3-stall at first glance seemed completely .

unrelated to the model. But she hgz reconstructed three stalls, thoughe

o

[ [

-

'lAll names used in this report are fidtional and are not the names of
any thild seen.. ' :

64 -
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* type of structures, but none resembled the model. There are 15 boys and

=55~

»
each had its.own independent walls. Two of .the stalld were off at one

- . )

side at ap angle to the table edge and the other waé'directly adjacent to

the, left Side of the model, a mirror image of the left hand stall of the

. (' - L] -
model, producing a réversal. Naomi's construction points up a problem that
v 7

a number of children had, of integrating the parts of the structure into a

whole. .To reproduce the model, the child must be able to analyze its com-

>

‘ponents and also put them together into a coherent whole structure.
L 4

The fourth group of 28 children contains the broadest variatién in -

-

13 girls in thié group. The age range spans that of the sample, from

3:0 to 6:3, with a median of 4:9. . The catego}ization was based on seven

efforts to reproduce the 2-stall, 15 the 3-stall, and five the 6-stall ) ,

model. N. s : ,

Y
-~ s

Oof the 28, 22 children (79%) placed none of the materidléic rrectly;

the other six children had a mean CSI of 42%. The constructions made by

children in éhis group could not be complete since'the basic ériterion for

.

inclusion in &gis group was ghat the model was unrecognizdble.

sevexal children used tHe model itself as a base for constﬁuction.,

although the .I repeated tha;fhé should make his own builaipg, Zeke (6:3),

for example, built onto the model -and round it, cfgétiné a selatively

elaborate structure, andwadding pehs for animals in the rear. Others made
w

what we have referred. to as alternative structures, sometimes a line of

3 . - I

blocks with animals arranged alongside. A-common variant was a simple .

——

enclosure into which ‘animals were placed. Some, of these enclosures were

-~

.. . e . . .
extremely simple. . ch!rsawere quite elaborate wiﬁﬁ”blocks used as dividers’

- . ° .
.

~ . .
These structures all. seemed to be efforts to create stalls or pens for
AR -

.
*
>




¢

animals, in ghe spirit of the models. Some children used the same °T )

. .

animals as ose in the model, others used these and additional dniials,

*and still others selected!animals without apparent reference to'fhe models.

In Category 5, there are eight children who essentially cotld not iope ,

with the demands ' of the task. Four of them took a few blocks afd arranged

”
-

them in a fragmented way, perhaps placing an-animal next to one of them.

One, child made a line of four unit blocks and also placed four cylinders,
2 ! .
" wIEh WISC blocks on top of them, on a front gate of the model. Another
) .
added a few blocks to the model, making no construction of her owna Two .

of the children represent the extreme: . they said nothing and d%d not

]

respond to encouragement or demonstration. Peter (4.6), ;or example,

simply stared at the model, did not touygh any of the material, and said

nothing. Obviously social strategies play a role hére. Other children no-

- -

more able to reproduce the model, mobilized some response--small téik with

the I, or using the materials for exploration and play.

Caveats \\\\yj\\\) . :
. —ar=crs

' The category divisions are statements about the adequacy of perforﬁ- )

ance in this situation and should not be taken as statements about any

child's leQel of competence. fhe situat;on is being tested, not the
’ch§1dren; Some children, especially tﬁose tested earlier in the series,
were asked to make constructions that were beyond'their level of capability.
Théy therefore had no chance to respond to the proper opportunity. Two
four-year-old children in Category 5, for example, who were shqwn the 6-
stall model first, would have been asked'to.build the 3-stall model if

they had been seen later. Sequenée of ﬁresentati;n 3;50 affects performance.

T A child who successfully completes the é-stall structure might move on to

.the 3-stall model with confidence. If she H;afpe n shown the 3-stall model

first, it might have seemed too‘fo;midablq.

ERIC . ‘ 66 ,
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Teacher Ratings

€lassroom teachers were asked to rate the sample children on a 3-point

4 ’

7/ ) \
scale on a series of questions culminating in an overall assessment of the .

child's general competence in sog¢ial situations and on tasks, e specially '
school-related tasks (see Appendix C for the Teacher Rating Form). ;The
goal was to alert P téacher, in making her ratings, “to the kinds of

dimensions in whic were interested, that is, the aspects of competence

bl

’

that we considered most relevant to the measures used f; the study.

3

Teacher ratings are available for 53 (71%) of these 75 children.,
- E !

(Certain teachers were unable to do the ratings, therefore the missing

-

data represent all children from a particular class, not” individual

children in any class.)

A .

The teacher ratings serve as an important external criterion of

children's effective functioning in the schbo@ situation, bugScannot be.

taken as a measure of validity of the Animal stalls procedure, or of our

categories. First; each teacher Eendsrto rate the childrensin Her class-

room in terms of the group, rather than in absofnte terms, so that pooling

s

the ratings introduces an unknown amount of error. In addition, the

teachers were not given explicit directions.about how, to make the high,
. . LT

f
medium and low judgments of comﬁetence in tasks and SOClal situations. It

»

1s clear’ in Table 5 that the teachers were loathe to rate children as low,

- 5,

and the distribution is skewed towaxrd the upper ratings. Only six children

(11%) were given low ratings, while 24 (45%) were rated high. With these
) ! | R ‘

-

caveats in mind, there is, nevertheless, an association between the_ratings

-

.iven;by the teachers and the categorlzatlon in terms of the outcome
categories. None of the children in Categories 1lor 2 was glven a low
rating, and none in Category 5 was rated as hlgh. On the other hand,
there are 12 children in Categories 3 and 4 who were given a hlgh ratinq
by their teachers. There is error built into.each of these ratings, but

67 7
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. . Table 5 . i
‘Animal Stalls: Outcome Categories and Ratings ‘
Of the Children's Social/Mastery Competence by Their Teachers

(N=53) : ‘ .

. ’
h “

x

. Teacher Outcome Category : G .
¥ Ratings 1 2 = 3 A 5 B v

7 Bt Total . % o 1

' o

. . . <

;  High - 9 , 73 7. 5 -0 28 45 .

o . b S e
b -, N
© Medium 1 T4 4 11 3 * 23 43
“ } o7 ‘ -
! ' :‘): . - » : . ‘ .
“Low -’ 0 0 2 .2 . 2 . 6 11
T Ej v
v, N . o 1 (5 * 53 C- *
Total N 10 , 7, 13 18 ‘ .
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- the degree of agreement at the extremes suggests that there is a cyrrespondj ’ .

-

Al

]

e B

‘ Py : -
ence between children's competence in the Animal Stalls task and in their

) - . /

fo . 3 . -

teacher's assessment of their competence in school-related tasks. .

Stratedies Used and Their Relation to Outcome ; ' ’ 7:'

discuss the implications of this worxk ang suggest some future directidns it

might take. ¢ . ,.

In reporting the findings of our use of the CSAS’tBlobseer,children in

i -
r -
-

the Animal,Stalls task, we present and discuss data on the'time children e
toof in the task, the nature and extent of the1r Involvement zn 1t, and the -~ - s
’ -7 PR Fa

klnds and frequency of Planning, Monltoring, and ACcommodatin& strd%egles " v
. . .} L
they used.? We then report on the small suhstudy in which ten children were .

/, e

observed in their classroom as well as in the Animal Stalls. EcFma&l."ty;'we “~ e

’

P, J

2 . . T . S

* N . . €

Time

. ¢ o3
. . P

The time children spent doing the Animal Stalds task creates a frame ; o

R . . . . . . .

within which stra‘tegic behavior is’visible. .There was a good ‘deal of e >
[ I3 * ’ - .

variation in the amount 'of -time taken, and variation within each outcome -
= 5 .

-~

#
citegory group was considerable (see Table 6). In Ca’Egory‘l, all children,

.
/o . A .

¥
- hd - . »
considerably. * A . e ;.
. i

* y
.

were successful 'in replicating a model, but tlre time it took them varied L‘h

P ,
Perhaps most notable .is the relatively short time spent 'by children in P

. A
Category 5 who, because they were least able to cope with the task, dld very ’ ,

‘children in general\is not assoc1ated with their success in the task. vt .
« e 3 N .
It mlght be expected that the time taken to reproduce the model would -

¢ *
vary with,the complexity of the 'structure, “and inspection ‘of Table 7 sug-
»

1) v ’ >

gests-that this is generally so:~For the grouplas a ole, it took a irttle
. . . -

b}

-
- .

more than twice as long to make a 6-stall than a.3-stall Eonstruction; The -
a . . * »

.
- ‘
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P a“ . Tt [ + Table 6

. Arnimal Stalls: Overview of Strategic Beh?avior Variéblg‘s . ' . ‘
r . . . - ~ N i . - - . ;;9 |
- . ‘ e e T L
“ . . _‘ SV OQutcome Categories ) .
Strategic .Behavior Variablesw:” 1. , 2, 3 4 5t Total?
" - ‘T N - 13 9 17 28 6 73
. Time (in minutés) - - - "
‘Total "~ -7 P 10.1*- 8.5 11.7 . . 8.8 6.4 9.6 ]
; i =SD ¢ 2.1 2.7 4.9 4.9 ° 2.6 4.0
-~ 7 el Range v . 7-320 3-11 5-25 2-20 5-10 . 2-25
Involvement (%) - . . ' - ;
. . On Task YR 95 93 ' .85 68 29 76
: e, - SD ! 8.0' 8.3 18.6 27.9 25.1 20.8
. : Range 807&00 80-100 50-100 0-100 0-80 0-100
- R .; N . 4
, Exmlores c:LX. i 04 077, T -12 33 43 21
. .. -sp3 . e - - '14.4 27.2 - 20.4 {
. .. Range 0-15 0-20 -, 0-50 0-100  D-80 0-100
' w : ! .
. £ . * "E‘/:"a 1 , N . . - . ) \ ;
* Distracted . X R E {05 03 . 04 . 28 5 .
T T - 231 8.3
. , Range 0-10 , :0-05, <~ 0-20 0-25 0-75 0-75 .

. LK E ’ e T - .
Planning {(freq.) - L. » - o o . ' -
Total Positive - X _ ~ 25.8 , 187, - 18 9.8 2.3 15%\

/. ’ . sD , "9.1 . . ’'B.2 6.7 4.4 1.7 6.2
i Range 16-41, » 8-=24 9-28 4-22 r 0-4 0-41
1,""1», g » - . LY
Monitoring (freg,) . : ' '
I R X B - - ~
‘ Totals Positive * + X 15.2 1.3, 9.2, 6 4.7 9 .
EE ) .« SD 7.4 ¢ .4.0 3.6 - 1.4 3.8 4.7 -
«f\/‘) . . Range | 7-33 5<F4 ;226 1-12 1-7 1-33 -
‘ " Accommodating (freq.). : P ) S .
. e . Ry § N -
1 . Total Positive X 6.2 . 3.4 , 7.6 2.3 _ 2.3 4.4
- s . 3.5 2.2 ,-6.9 . 2.3 - - 4.0
Range ,  0-14 0-7 - 0-33 0-10 _ 0-8 0Q-33
]) - : '?l _ ‘ } s - .
Two children in Catedory 5 who did not undertake the task are not included.
2-Chj.ldren in the substudy'(N=10) are not included in this amalysis. N -
. 3St:amdard deviationg are not,presented when there i# zero ‘incidence of the
[ variable for a majority of, the' children.
[y R ' ”| ¢

- * N !
. » 1 N »
T { . " ’
. . . ‘ *
.
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Strategic Behaviof Variables 1 2 3 4 - 51 Total
. N 13 9 17 28 6 73
Time3 (%p minutes) _ ) .
X 10 6 6 4.7 6.7 6.0
- 2Stall  pange 10 3-10 Se7 2-10 5-8.5 2-10
X 11 9.6 * 11.5 8.7 5 9.5
A 3-stall  pange 8-15 8-10 7-20 5-15 3-7 3-20
- . . , _
) 11 13.6 14.8 10 12.8
6-stall uﬁge 30" \ 10-25  5-20 - 5-25
- <
Planning - ‘ A .
¢ . ~
Systeni: Appr. {freq.) ’ .
* -— s ’ .
Total X 23.3 ~—16.8.  16.1 8.0 1.7 9.6
o) 10.5 -~ 1.9 6.9 4.5 1.3 , 6.6
Range 14-36 6-34 7-27 3-21 0-3 0-30
4 .
‘ X 15 - 11.3 10.5 5.3 1.5 6.9
2-stall  pange 15 6-15 -14 3211 0-3 0-15
W 3 18.4  19.8  13.4 8.2 0.7 11.7
. Range 14-21  17-23 8-25 4+21 02 0-25
X 30.2 34 20.9 11.2 4 21.4
s 6-Stall pange 22-36 - 15-27 8-16 - 3-36
Monitorin ) . .
fonitoring
Checks Mqgel (freq.) . . - .
) S . o e
. Total X 11.8 8.8 7.9 4.2 3.6 1.0
: ) 5.14 3.07 5.63 .3.0 2.56 ‘4.04
_ Range 7-26 5-18 2-26 i-10 . 1-10 1-26
kS s . "
’ "% ~ 9 7.3 6 ° % 5.5 5.5,
2-stall  ponge 8-10 5-11 5-7 1-10 1-10 1-10
. - . . 4
. X .8 7.8 8.9 4.4 3 6.7
“ 3-stall  pange 7-1s 6-9 -26 1-10 1-7 1-26
. o X “12.8 18 7.3 4.2 5 8.6
., 8TStalll pange 6-26 -7 3-12 1-9 - ‘1-26
; ¥z ~ .
Accommodatidg4
Revise Action (freg.) X 2.4 L2.2 3.1 “a 0 1.8
. sD v1.7 1.7 + «2.8 1.3 - 1.8
- . Range  , 0=7 0-6 ~ 0-13 ., 0-4 - 0-13
- 7 M i -
Finetune (freq.) X, 3.8 1.7 4.5 1.2 2.3 2.6
' * D3 2.2 1.6 4.3 1.2 - 2.5
Range 0-7 A 0-5 “0-20 0-5 0-4 '0-20
. -
/ \

e St . -
: -61=-
RE
Table 7 »
b Animal Stalls: Time Taken and Specific
- Strategies Used According to Model Complexity

e

?

Odtcome Categories

1Two ¢hildren in Catéasg;/; who did not undettake the task dre not includgd.
7 2Children in the substudy (M=10) are not inciuded in this analysis.

3When the data are presented separately for the 2-,
it should be remembered that the Ns vary from cell to cell.

2 and 5 on the 6-Stall, N=1:,therefore there is no range.

4Accommodating gtrate

§~Stall models ‘because the Ns are too small..

5 R
] Standard deviations are‘not‘presented when there: 1s zero incidence of the

* vdriables for a majority of the children.

~
{

71

3- and 6-Stallmodels,
For groups’

are not presented separately'fop the 2-, 3- and

s




3 - ~ Ad

« T :
' least difference in the average amount of time for children is found in v
. =

- .
' - + Group 1, though we see a-sizeable rangk in)/time spent making the 3~ and -
6-stall models. o ' S
‘ T I~ o o o - |
Involvement .

’ Involvement is taken as an’ indicator of motivation, and the primary

e .
'

question is whether or not thé child becomes involved in the task as,

presented. The group as a whqle was rated as On Task 76% of the time, as

R
Exploring the materials 20%, and as Distracted for only 5% of the time (see..
pa— ) o —”_\\M L, - T
Table 6). There is a clear relation between the kind of involvement in the
oyt Ve - N

» task and the outcome categorization. The amount of time spent On Task

Il
-

decreases dramatically from the more consistently competent performance of

children in Categories 1 and 2 (with means of 95% and 93%, respectivefy) to
- - :

the less competent performance of those in Categories 4 and 5 (68% and 29%,

- -

respectivelxli\?There ig a corresponding increase in the .amount of time

.

spent in ExploFXation. ' Orily, the children,in’the lowest category wereY T,

\v\ ,

“\\\Distracted for a.significant amount of time (28%), although a few individual

/ . . : . .
children in other categories were coded as Distracted, as can be seer from
’

. the range. L R

;

Inspection of ﬁgzidata shows cdnsiderable\ﬁonsistency for individuals

L~
- -

(\\

¥ an .
and across the different models. . The-children who made two constructions
v I . !
generally - showed very little difference in involvement in their two

Ao

performances. When they were considered primarily On Task for the first

construction, they would be so coded for the second. A chiid might, for
instance, have spent a minpte playing with the animals before embarQ;ng on

the second construction but, by and large, they tackled each one with the

s

same spirit of engagément. The only exception to this was a five-year-old'
Y ., . ' . ] d
who, when presented with the 6-stall, just tinkered with the animals but, .

~ I

’ N - r «
- —— -

;" o - “ W TmE ’ e | \ - . .
ERIC - . | ’ . 72 .o ‘
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3 M
* ,

when shifted to the 3-stall, built a partial structure and wasrcoaed’as 80%

* On Task and 20% of the time as Exploiing. Since involvement d@€s not appear

tr

to vary with the complexity of the structure, we do not’presept the data

— e N v
separately for -the 2-, 3-, and 6-stall models. J

F

' ' In general, being On Task isré*necessary but not sufficient condition

i -

for effective performance. A high percentage of time spent On Task
characterizes the children who were successful in Yeplicating the ﬁodel;i

they were consistentfy goal-directed. Others, nevertheless, were purpose-
fuily absorbed building a struéture, even if it did not turn out to
“ " . i

y .

resemble the model. A sigdfficaﬁt amount of time spent in Exploration
" ) b Dabioralivl

occurs only among the children in Categories 4 and 5, and the latter is the

e

only group that shows, more than a miniscule proportion of time spent as

Distracted. In the dontext of a structured task situation, exploring is a

way of not responding to task demands; distraction is a behavioral expres-

. -

sion of the inability to cope with the task.

The final question subsumed by the construct oﬁ Involvement is whe;her

or not the child Attends ‘to Instructions. This turns out not to be relevant

~

in the structured situation because, by its nature, the sithation demands

- el

that the child pay attention when the I explains what is being asked. It is

more relevant when there is a series of activities, each requiring different

¥ -
.

instructions or, of course, in the classroom. But here, all children

-

listened to the instructions. o .
Planning Strategies ’ , PN

L . .

Planning strategiaes arg an indication of the child's organization of

purpose and behavior. Planning, it will be renfembered, is taken as .a

‘process that occurs not only/ét the beginning of an activity, but.throughout

. . . »
the sequenge of actions. Planning strategies are, in these data, clearly a
» -_— ¢ .

signifficant aspect of performance.

)

~ 73

O
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The relation between the sheer frequency of Planning strategies and the

.~ outcome categorization is sFriking, as can be seen in Table 6.l The maximum

~ -, . N N } .
number of positive Planning strategies used by children in Category 1 far

exc%ig§ that used by childién in ;:;}yf the other categories, and the numbér

decreases with the adequacy of tHe outcome. There is, of course, a wide

’
L]

range of use of positive Planning'étrategies by children in all categories
, I

=T
except Category 57 these children characteristically use extremely few

strategies. o = . SR
~ . 1 . - -
: ’ The tqtal number of positive Planning strategies includes four specific

» N . B
strategies: Physical Setup,Predicting Outcome, Verbalizing Task Require-

ments, and Using a Systemafic Approach. The first three occur infrequently

. - »

‘ and are discussed briefly\below. Using a Systematic Approéch makes the

greétest contribution to the total, and is undoubtedly the most importapt of
the Planning strategies in these data. v _

The child's activities in preparing for-consffﬁction have significant

+

consequences for the conduct and outcome of the construction activity. This
is especially notable in coding. K of Physical Setup. Here, the child's
3 . . .

selection and placement.éﬁ appropriate materials (blocks and animals) is
3 N :

coded. Some select on a one-by-one basis. More commoniy, children select a

-

few appropriate blocks, begin construction, return to select more, add these
= ’ , . ,
td the construction, and continue this process. Some bring large numbers,

. hY

but have'selected them, or eliminated those not necessagy. When they pre-
. , ‘ L,
- pared the space and selected’ thei¥ materials, they were coded as showing

poéitive‘Planning strategies. ; B

| \

-

= A

lTime was recorded in’lS—sé:ghd intervals only in the latter phase of °
data collgctdion. In the earlier phase, internal time points were not
consistently recorded, anq‘there are therefo® no equivalent intervals. In
order to use data from the entire sample, strategies are presented in terms

.of frequency of occurrence. -~

P

, | g

I

Aruitoxt provided by Eic:
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_~ that the construction she or he has built is not intended as a match.)

-65-

h Y - (Y . . M -

Sometimes a child would begin to buil}d very close to the edge of the .

= -

table or, barely examining the supply, would bring a collection of blocks

+
b

R = .
and, without arrangement, drop them in front of the model. The most extreme

examples of counterproductive Physical Setup were instances where the ch%}d

piled the blocks he plannéd to use in the area available for Building, thus

+ < v

happened several times, we began to intervene, ‘since this early negative

stfategy,‘essentiaily precluded the possibility of further effective

~

~ M~ g
strategic behavior. In the latter part of the testing period, we therefore

_specified the area where the child should build his or her construction. If
o f . * l

the child began to pile blocks. in that spaée, the I would éay;—"why don't

you put the blocks over here so that you can have space to build..." (The

chi'ld would nevertheless have been coded as using a negative Planning

>
.~

straﬁegy.) Approximately a gquarter of the children (19) were so coded. Two

of them are in Categoxy i, none in Category 2, five in Category 3, seven in

R

Category 4, and five (of the six children) in Category 5. The numbers are

- . . L )
small bu} certainly suggest that such negative Preparatory activity is more

« ;- . .
common when performance is less effective. . S
. = ‘

Predicting Outcome, that is, announcing in advance what one is going to

do, is obviously articulating a plan. Very few children made such state-

.

ments. A few chi}S?}n stated their plan not to try to match the model.

, .

They would say, "I don't like yours.” I'm going to make a different kind of

‘barn.® (Such statements also inform us that the child is perfectly aware

i )

N 1
. ; . \ . .
Another strategy considered to indicate planning and organization 1s

- verbalizes Rules or Task Requirements. 'This was seldom-coded. It is more

O

’

/" .
pertinent in the social situation of the classroom, or in any situation

"
[N

a7 N
* practically making it impossible to make a construction., Afgff/tﬂ;; had -
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)

where the €hild is in an activity with someone else. Here, comments about

the task, about one's praéress oi’lack of progress, and comments that could

. be construed as reflecting task requirements were more likely to be coded

under Monitoring, as Describes or Comments on Work.
3 2 ) ” . ]
The child's Use of a Systematic Approach is the critical strategy coded
v

) under the rubric of Planning. When the child goes about the process of

. :

making a construction in an’prganized way, s/he is coded as using a system~

atic apprPuch. The observable ‘Action is the sign that the child has a plan

and is following it. The child may be proceeding systematically even when

the end result is quite different from the model. (The negative of this

%

strategy is not a matter of incorrectness, but evidence of being disorgan-

Kl

. ized.) s

As can be seen in Table 7, the relation between the use of a Systematic

» . - . .
Approach and the outcome categories parallels that for total positive
Planning strategies. It is the application of system that contributes most
’ . [
. , to the Plapning construct and that also is clearly associated with effective

’ performance. In examining the use of a Systematic Approach, it is necessary

to take account. of the gize and complexiﬁy of the model.being reproducedf

It follows logically that a more complex structure with more parts reguires

more actions and, therefore, more instances of the application of system.

[

- 'If we-look at Table 7, we see that in all categories the means are

higher for the 345t?11 than the 2-stall and, again, higher for the §—staii

than the 3-stall. Most striking is that not only do the children in Cate-
’ g’

gories 4 and 5 use a systematic approach much less often than the children

" Y . . .
v in the other groups but, especially for those in gategory 5, there is little

relation between frequency of this straﬁgg;\?nd the comptjj}%y of the model.
- " . ' \

B )

| 3 e
R o -
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In addition to the systematic approach that can be observed in .the

course of the:'child's construction, there is another sense in which evidence

1 ’ . ' .
of system <can be inferred. Examining the way the child goes about putting

the structure together, the sequence of construction, gives an insight %Bto
2 : :
e . e

the child's analysis of the structure and how s/he coriceives of reconstruct- -

.

ing it. (Although this was not included in the coding of Systemétic

’

Approach, sequence was recorded through“the'sketch of the €Rild's construc-

tion.}) A coﬁéidgrable number of childfren built‘th%/§tructure stall by
- ¢

stall, Cylinders and _WISC blocks or arches, and then animals, were charac-

e

teristically the last items added.

~

Jonah was notable for the'systematid way he built the 3-stall. He

étartqd with the back wall, built the side walls, then the front gates, thén
placed the cylinders and WISC blocks, and finally put the animals in their

stalls. His construction was not perfect (he used a unit instead a split

N

block for the left back wall, omitted an animal, did not space the cylinders

evenly), but the smoothness of the construction process suggests a clear

understanding of the structure, and a plan for executing it. Paul:s con-

struction of the 6:stall shows a different kind of analysis., He placed the

central "rib" structure first: }——+——+——{-

These strategies are essentially procedural strategies, and tied to the
N - ’
particularities of the task. Nevertheless, they suggest an analytic

° approach that is associated with effective performance. The illustrations

are constructions made by children in Category 1, although the sequence of

.
H

bgilding was not among the criteria for categorization. ’ o

Monitoring Strategies

Monitoring one's performance in any task is essential; it is especially
p Y

important when the task requires coordination with an external model. The
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pattern of positive-Monitoring strategies for the five outcome categories is
2 ' . N

comparable to that for Planning, strategies, although the number offPlanning

— . . _—

strategies considerably exceeds Monitoring in frequency. of occurrence (see

Table 6).  The average for the group -as a-whole is 9, with a very broad

.

- /

'
/

range (1-33}).

Three discrete strategies are pooled to yield this total: 'Checks(

)

Mddel, Describes or Comments on Work, and Comments on the Ease or Difficulty
. ~ >

-

of the Task. Of these, by far the major contribution is made by Checks’

Model. Checking the model is obviously a prerequisite to selecting and

pPlacing the material. all fhe\children examined the model at the beginning
of the activity, e;en those who built structures totally diffefent from it.
Typicall%, the child checks the model, checks the supply of blocks and
animals, selects, and places.l The child's checking of the model is an
indication that s/he is doing somethinggthat s/he knows is poinéed toward a
particular and defined end, that is, reproducing the model. )

Table 7 shows that, for the group as a whole, the humber of instances

of Checking the Model does increase with the complexity of the model itself,

and this pattern characterizes the performance of the children in the two

top groups. Ihterestingi}, thé pattern breaks down for the children in

Categories 3, 4, and 5. Especially for those in Categories 4 and 5, neither

.

the range nor the means change in any orderly way from the 2-stall to the

}

6-stall.

' -
-

For some children, the distribution of the Checks Model code points to

»

a fall off in performance. The child starts off building the model, and

~

¥This séﬁuence also -reinforces the point that we are dealing with a
recursive model. Whlle it is possible to separate planning and monltorlng
conceptually, it is difficult to separate them in behavior. Checks Mmodel/

.

checks resources involves both planning and monitoring. The monitoring is

ke

what we see during the checking action. P
, o
ke
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L

then drifts-into exploration and is no longer actively attempting to build
v - - . - v

the model. This shift is signaled by the fact that the child is not check-

ing the model.

It would be a mistake, howeveg, to conclude thdt the number of times

. o .
the child checks the model is invariably an index of effectiveness. Paul

12

(whose approach to buildiné waé described above) checked the %6de1 about
nine times during the first two minutes, and then 'mot again until close to
completion. The child's early inspection and Fhecking.of the model can
enable him or her to create an internal representation of what it looksllike

and what is required to reconstruct it. It is not necessary to check' the
4

e )
model continuously. There is probably an optimal amount of checking to -be
3 .

done. Younger and less advanced children need to look at the mdajl more

[ ] N .

often; more develoggentally advanced children have more soﬁhist cated
strategies for holding.in mind what they have observed. This underlines the

fact that more, or more frequent use of, some strategies is not necessarily

~

better, more productive, or more developmentally advanced.-

>

Describing or Commenging on One's Work in the procdﬁs of an activity is

s

»

*a means of controlling one's behavior, in the Vygotskian sense. The child's

commentary that'accompanies her or his work is a kind of loud thinking that

x L]
covers description ‘of the action, the features of the model, or aspects of

the materials. Slightly more than halffof the children (55%) made such

P

comments@

what they are doing. For this age group, such comments probably are also a

Some childien work silently and presumably are thinking about

reflection of ease in the situation or personal style.

Statements about the Ease or Difficulty of the Task were made Sy only a

few children (6) and, when they are made, do not necessarily relate to an
observer's view of hq#‘easy or difficult the child is actually finding the

[
.

task. . _ -

73 ‘




Accommodating Strategies o

Accommodafing to the demands of the task, and of the materials is, of !

RO AT

s

. Q
course, an integral feature of the activity. What # are able to observe,

however, are the kinds of accommodative strategies that are, as it were,

4

writ large. Accommodating strategies occur much less often in the Animal

Stalls situation than either Planning or Monitoring strategies (see
2tazss Zoann g zonrtoring -

Table 6). The mean for the group as a whole is 4.4. The pattern of fre- .
- ) .

quency,. unlike that for Planning and Monitoring, is not systematically

associated with outcome. The highest incidence of Accommodation occurs in

Gzoups'l and 3. Children .in Categbry 1 turn out a first-class performance,

-

which almost always requires some Accommodation. The high mean and varia-

bility in Category 3 is largely due to the idiosyncratic performance of one ~

.child, Natasha, described below. Children in Category 4 show very little

Accommodation; they are, for the most part, not actively trying to make the
¢ .

. .y . ~ . .
model. And those in Category 5 tend not to use Accommodating strategiles ~”7

—

—

(four ok,the’éik have zero on this measure). ‘

[

" - Two strategies contribute to the .total of positive Accommodating

o
.~

»

»
strategies: Revise Action ‘and Finetuning.

It is obvious that Revising Action, that is, carrecting an error or
1
takinq'a new approach, is only appropriate when an error has been made or a

new apprqQach required. Sometimes a child will try a new approach when whatl
{ -

l

s/he ha§%been doing ‘seems perfectly adequate (e.g., change a perfectly’
v - 1 4

placed block), but by and- large most revisions were efforts to improve

performance. . : ) . N !

,

Q

Finetuning is a strategy that has an optimal frequency. If it does not

occur, the outcome is likely to be somewhat messy: some finetuning is

necdessary to align the.blocks, place the cylinders of arch supports in the T

. <
* e




St . ) B
RN ' -71- o ’
. . v

I

-

proper spots to balance each other, sﬁraighten the walls ©of the stalis,dmake

the animals stand up and in-the #roper orientation, and so on. But ‘a great

N,
— < T

deal of finetuning usually signifies either excessive fussing or that the
Chlld is maklng continuous adjustments to a seriously flawed structure. aAn
' extreme example is Natasha (5.11) who, in building the 3-sta11 w1th arches,
did not put the back_walls on. When she then tried to build the arches, she

>

. 3 N .
. put supports on the ends of the stall's walls. They were too far apart to

support the tops of the arches. She tried to adjust the side walls, changed

-

the position of ‘the supports, and everythingafell. She tried to fix it

RN repeatedly, never..seeing the basic error that was the source of the diffi-

culty. S '

1

Table 7 shows the incidence of Revises Action and Finetuning for each

N

. outcome caéegory and the group as & whole. It can be’seen that the

incidence is low and the pattern for each is the same as that for total

M . 3
positive Accommodating strategies which they comprise.

*

Asking for Help is an Accommodating strategy that was not included in

Y

the total of positive Accommodating strategles because of its low frequency

%ff/gpsltlve-negatlve amblgulty Eleven chlldren asked for help, six of them

in Category 4; and three of the children in €ategory BT?by doing and saying

Ld

nothing, were essentialiy asking to be saved from what for them was an im-

.

. possibie situation. In this sense, Asking for Help is a positives stralegy:

it is an active rather than a passive or frozen response to difficulty.
Summa . ! ,
The time these children took in the task showed no\clear pattern. The

variabili€ty was considerable, and some 6ﬁ the least competent builders took

the shortest time.

N »

The children's On Task Involvement was high for the whole group ané did

4 AN

not discriminate accuracy of replication. However, only chil8iren in ‘Cate-

gories 4 and 5 tended to Explore. The proportieﬁ of time that the chjldren

were Distracted was extremely "Low, except for those in Category 5.-

. ERIC - L . 8i | -

A v 7o providea by eric . N
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+ As far as ch;ldreh's strategies are»céncerneq, their Planning strateg

¥
* .

.. .
gies were- the most frequent and were clearly related to outcome. Children |

Y

in Category 1 used Planning strategies the most often, and these frequencies |

]
decrease with a decrease in the adequacy of outcome. Using a Systematic

-

Approach was the dominant Planning strategy and echoed the ?ematic

pattern seen in the use of Planning strategies as a whole, wit ﬁighes; and
. .- - -

lowest frequencies in Categories'l and 5 respectively. Children who did not

’ -

organize and group materials appropriately (Physical Setup) were likely to,

make less adequate structures. Predicting Outcome or Verbalizing Rules or
“ o 3‘
Task Requirements' were rarely used. ' ,

Monitoring strategies, like the children's Planning strategies, were

'
’

positively associated with outcéme, with the highest grBups showing the

-
L}

greatest and the lowest groups the least frequency. However, there was, in

general, a lower incidence of Monitoring than of Planning. By far the most

frequent Monitdring strategy was Checking the Model whith, of course, is
built into the nature ‘of the task. Use of this strategy also increased with

increéased model complexity. A decrease in this strategy was "sometimes a _

signal that children were driffing off task. Describing and Commenting on’

-

i
One's Work and Commenting about the Ease or Difficulty of the Task were

@

' showed some provocative and interesting patterns, were not. systematically

infrequent, and the latter was an unreliable indicator of how children >

3

ag}qally performed in the task. - : o

L]

Accommodating-stratggies were least frequently used and, while they

-
S - CEN

related to cutcome.

For the sample as a whole, negative Mastery strategies were extremeiy

infrequent, a pattern that is also in evidence in the substudy reported

below. ‘ o .- co d
-... 84 .e

v
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The Substu .
4 » N : - ' N .
The purpose of the substudy was to try out the same observat:.on .
. l
system, the CSAS; in the natural class:coom sett:.ng and in the Animal
»
Stalls task. From the outset, our intent was to develop.an obse‘i'vational .
. o . s .
. -, ’
tool that would be applicable both in the classroom and in a structured
A , < cw . @

" gitwation. The natural course of classroom activities was considered an
* ;

N ) 4 A -

i.u;portant Place for observing children's strategic behavior. Further,

anal’ysis of the similarities and differences in strategic, behavior in

’ . . . F 4 .
the classroom'setting and in lhe structured situation was expected to
heip to ‘clarify the conceptualzzat;.on {s\ ateg1c behavmr and refine 'Q

the observatlon syster( Early observatlon 1 classrooms was an J.mporta.nt

source for developing category defmltlons and scormg conventlons. The *

classroom data presented in thls report are from a sm;ll substudy of ten

children who weré observed both in the fémiliar context of their classroom
r A
cand in_ Anlmal stalls a novel task outSLde the classroom. °s
the, alls,/ N

n

The sa le in~the substudy consisted of ten whltev four- and flvle_-year-* >

/ ) U |
old child=®¥n (5 girls and 5 boy}) from the same c].assroom in a suburban
prekindergarten (mean age was 5.3). hild wag Oobserved in t‘h,e natural

.
&

¥ S s Y
clagsroom s'\tting and in the Animal’ stalis, 'hsing' the CSAS. The teacher,
- ' Y .

* as in the larger sample, ratgd the h1 dren on a number of Socualband ‘

Mastery competence character:.s)tlcs (see/ Appendix "Ci and w rated "each

-
3T

child overall (high, medlumv,‘ or Iow) .m social ang Mastery competence.
, h] .

L4

fRsre were therefore thregé data sources for each child: the clasiroem

)

t@ v Fi P § . . .
obsetvations, the Animal stalls, and the teacher's rating.

. " T
¢ -t . ’ . )
.

. i 1 .

’ . . .

} Ly . . . , -
. « [
~ . . I , .
. . . R . , . - 4
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' setting.l A modified time sampling method was useé in which three of the

" observations were begqun at the start of a social interaction and the other

three weeks fQr a given child . - .

' Classroom Obéervation Procedures
. ) [ ' ' ) |
Eath child was observed for six l0-minute periods in the classroom 5

* = h‘ -

w ’ ' - - .
three at the beginning of a maétery task. OCbservations were sqheduled at
times when the children were free ,to engage in Sbcxal 1nteract10ns or Mastery

B 3 . \

fy 2 s . .

act1v1t1q5. @he Mastery activities included work with materials usually

/s

out' on the ‘ghelves for children to use, as well as special daily prbjecté

- 2

. )
laid out on specified tables or work spaces. The teacher or aide was - ‘

. -

usually \available in these project\Qrégs for consultation, but childgén

, v B
" 4 . . 4 ’ ' L
were encouraged to do the tasks independently. ’ S/

I

v

o " . N
PR

Observationms of each child were spaced over Eeve;al days to minimize

the pgsaibilit} of seeing the child on an atypical day. Sometimes children ;

were absent so the o?servationé stret?hed'out over two, or at,the most,

.—/ ’ -7 )

. Two classkoom observgrs were used,,K both with experlence‘in doxng ' )

classroom observations with structured categories. They worked together
. ‘ ' oy .
7 . . ’ -

until they réacheﬁ.an intef-observér’agreement of %p-lOO% in all categories v
- . ” . . . - -
before beginniﬁg ggsxobsérvations. o e /,__/ .

of each classroom observation, the observers waited until

’

: At "the ti

N

s and recorded the chi}d's behavior in the relevant catego;ieé

- .
- . . k]
-~

- . . . . i - =

for 10 consecutive minutes. The observation was continued for the ful .
i : S ‘o : ‘ .

e : - . .

1
Bronson s (1978) work suggests that this procedure provxdes a reason-

ably, réliable sample - of Social and Mastery behaviors.

"t Obsefvations obv10usly sh pld be scheduled at times when the child will
have sufficient opportunity to ibit thé'behaviors to be .observed: ‘Master
tasks are best observed if thg.child.is allowed to do themr>easonably inde-
pendently Social interactXgs can be ohqefved whenever they typlcally taKke

place in,th p@rticular sett}ng , - ,

» _ ; ‘ . 8(1 L : . . ‘:
5 . i “ e .

. . * -
‘
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~

10-minute period even if the child changed activities, wandered around

, the room, or began talking to the teacher. PR ' . -
. f 6 R ! . .
' Only tasks with a recognizable goal and regogﬁizable steps'which

might be used in reaching that gbal were consrdered candidates for the

v N ’ start of an observatioh. If it is potfelear what a child is trying to do,

- . N I

- the strategies used and estimate of success in completing the task are less
s , ) ‘ .; R '
relevant. For example, some art and construction projects met the criteria

-

for being considered a Mastery task and some did not. éenerallyh the og—
server tried to get ciearer examples of goal-oriented tasks for,each child
than these. If the observer could not deteréine the goal of a task (no

matter what materials were being used), a Mastery observation was not
& i

. & . 4 .
. gtarted and the observer waited for the child to begin another task.

Animal Stalls Procedures . ' . 4

The basic instructions and setup,for the Animal Stalls task have . Yo

: already been descrlbed\(Sectlon 11I) and were applied here. Each child was
S

'\. invited to come out into the hall to bUlld sometfing wlth blocks.l- None

K

seemed overly frightened, shy, or hesitant to come, <énd most were eager. ) .

. o All 10 chlldren\were given the 3 stall model of Version 3, - v N

: I ' 1 :
The task was administered by an Intervmewer. A second person, the t, é¥“

. Observer, began recordlng as soon as the IntervmeWer had flnlshed glvxng
the instructions to tg& chlld Recording was cdﬁtlnued untll the child

either said s/he was finished (or "couldn't do any more," or "was tired,"
- ; . . 3

or "wanted to go back to the classroom"). Sometimes the child simply'

O

' %ﬁillke most of the chaldren in our sample, the children in- this .
| , classroom were familiar with this kind of a request since they had worked
L -~ N with ‘other, researchers in this same hall area a number of tlmes over the

'

3 ; gourse_ of the year. .

‘ « . P .
R .
y N . ' . . .
LS. . . . ’
P : . . . - » . ..
O . ‘
LA tox provaed oy i . D . N
. .
- -
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'

stopbed work {or play) and Just sat. In these cases, the Interviewer asked

if s)he was finished. The Chlld wasktﬂen asked whether the copieé(structure

'

matched the model, i.e,, "does it 1look just like mine?" and the chiid}s

. R e

answer was recorded along with any reasons or cormments offered. ‘
» . ':H
Results - :

«

" In the Animal Stalls task, half the children built an excellent or good
W . . .
. . , . 'y
replica of the 3-stall model; two children made structures in which model

features were recognizablé but which had significant omissions and substitu-

tions; and three children built alternative structures whith bore little or

% -~

! . .
no resemblance to. the model. i» SN ,

Table 8 presents the children's mean overall performance. As can be

P -~

seen, there isua high proportion of On.Task involvement in the group. The

entire proportion of time in Explores is contributed by one child who built

an alternatﬁve‘structure. As far as Mastery strategies are concerned, the

'

percent of totai positive strategies is very high (92%) . Monitoring strate-

+ . i

gies(were used most often for the group as a whole--52% of strategies were

. .
’ . . .

g . .
Monitoring strategi%ir Planning gtrategies were next most frequent (43%),

N v - 3
.and there was almost no Accommodation %5%). Children's strategies are also
. » .

-

presented as a mean rate per minute' to give some indication of the sheer °

- . «

amount of strategic behavior that the task generated. The total mean rate

~

of positive strategies is 5.9 per minute during. a mean period of five and a

half minutes,d'indicating that the task elJ.c1ts a’ fertile average ‘strategic

response from children (about one strategy every 10 seconds) Variability,
r‘ Al

8
.
kY

1
however, istcons1derab1e.

”

1
.

, . T
1THe measure of rate also was to provide a second common meahs {in
addition to mean percent). of looking comparatively at strategic avior in “

the classroom and in the ‘prest ctured Animal §ta11s task. Rate ‘is calcu-
lated by div1ding number of strdtegies by total observation time. .

. '
. B -

e » .
. 30 X o
.
s




g 4 *  Table 8

-

Substudy Animals Stalls:

— Percent and Rate of Strategic Behavior Variables

L

o (N=10)
. | v ﬁ
Strategic Behavior X ",\ SD Median Range
Va_::‘iables % Raté % i Rate-. % Rate R Rate
Involvement " ) ‘ - ! ¥ . \ - ’
Time Obsérved in Minutes 5.5 (1.50) (5.0) (3.75-8.0),
Time Op Task .92 _—‘ 26y - 100 - 19-100 -
Time Explores’ 08 3 2‘6 , - o - 0-81 " V-
Time SOCi_alizes ’?\ 01 ~\ 03 - 0" =4 ) 0-09 - .
. e \ . ’ “', <
Completion ,Succkss . 4
Index, (CSI) L .59 = .- -, ¢ 71e - 0-100Q to-
M;:\stery Strategies * . . ' . ’
Total Positive Strategies 92 | 5.89 13 ~3.71 100 fe.sa'o §6-100' 0.90-12.69
Positive }’lanning ’43 2.56 ' .%4_: 1.58 a4 ‘ ’,2.92 1;:0-55 0\3%16‘\
‘ Positive \Monitor\:ing — 52. 2‘..96 . ';0 1.90 50 2.92 42-67 - 0.39-5.88
. Positive Accommodating 05 0.37 05 0.40 05  0.34 0-11 o—i.}s
child jge - 5.3 . - (5.4)

-

Vv
N
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The teacher's rating of the children on Mastery competence is thhly

related to the strategic behavior variables observed in.the Animal Stalls.

.ﬂ«

ée Table 9). The high rated children have the h{ghest propor-

Y

situatio

tion And

~

e of positive strategies, and the highest CSI. The distrijrtion

groups shd/s no clear pattern. The small size of this group and the rating

- s
9 \ .

of‘oqu one child as lgw may be contributing factors.

When we turn to.look at their classroom behavior (see Table 10), the

e .

a

-

children a¥ a whole spend more time "in Social-interaction (54%) than On

nvolvement was in

Task in Mast activities (33%). Most.of .their Social

Noncollaborativ® rather than Collaborative activitips (bl% vs. 31%). The

strategies they, Yysed were overwhelmingly positive, b in Mastery activt-
¢ . ) :

—and Social interactions (73%). ‘a high levei of success is also

.
ties (
assoc{ated with this general picture: 72% of Mastery tasks were completed
successfully and 63% of positive Social strategies were successful. The

Y

‘major proportion of all these. positive strategies was in Planning,‘both for

-

Mastery (71%) ang Social (50%) activities. Accommodation strategies were

. ) . .
used much more often in children's Social interactions than in their Mastery

.

activities (35% vs. 3%). Moreover, when children used negatrie Social

.

strategles, they were far‘gorp'likely to be negat1ve Accommodatlons. s
However, they were not as successful as their positive Sqcial strateg1es

(43% vs. 63%).° . ~ ) .

i

The‘teacher'srrating of the children's Mastery competence was also *.
. B i . -

highly related to children's activities and strategies in the classroom.

¢ -

High rated children spent thermosthtime in Social involvement and On Task in
. . [y ’ i * -

Mastery activities relative to the other children (see Table 11). while all-

“

children's Social interactions were mostly Noncollaborative, the difference




Substudy Animal Stalls: Performance of Children Rated High,

Medium and Low in Mastery Competence by Their Teachers

Table 9

N (N=10)
' . ' ~
’ High (N=5)_ Medium (N=4) Low (N=1)
Strategic Behavior Variables % Rate % Rate * % Rate . .~
N Minutes On Tasg (5.6) (5.5) (1.5)
Completion Success Index: (CSI) " 75 - 153 -‘- 0 - ’
Total Positive Strategies Y 7.7J 88 4.9 78 0.9 o
Positive Planning . 48 3.5 37 1.9 50 0,5 )
Pééitive Monitoring , 48 3.8 57 2.6 *50 0.4 B
Positi&e Accﬁmmodééing 04 0.4. 06 0 0 ‘

Child Age

0.4
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~

= Table 10

X -

. Subséudy ciasgroom Observations: ~
Percent and Rate of Strategic Behavior Variables
- (N=10) . /

Strategic Behavior Median
- Variables ) Rate

Involvement .

Social Involvement ‘ sS4 - 17 - 55 - 20-78 -
Collabr, Interaction 31 - 26 - - 28 - 0-69 -
Néncollab. Interaétio; ‘gl - 24 - 66 - ' 28-100 -
Socialize 7 8 - 09 .- 04 - 0-28 -

Mastery Involvement .

Mastery On Task 33 - 12 - 36 - 06-48 -

Distracted 04 - 10 - 01 - 0-32 -

Explores 10 S 10 - Q7 - 0-12 -

Attends Instructions 03 - 04 - 02 - 0-12 -

Other ’ 05 - 05 -' 04 - 0-16 -

.

Positive Mastery Strategies

Task Completed Successfﬁlly 72 - 28 - 75 - 33-100 -

Total Positive . ‘97 3.17' 06 1.33 100 3.58 82-100 . 0.74-4.62
Positive Planning ! n 2.20 09 0.93 70 _ 2.55 59-86 0.63-3,13

- Pc;sitive chitori:nq' .2’7 0.87 08 0.45- 25 1.45 14-38 0.1 -}.Q4
‘Positiire Accommodating 03 0.10 03 0.13 .02 . 0.\03u 0-08 0-0,37
Posiéive Social Strategies
!

Successful Pos. Strategiesl 63- - 22 - 70 it 30-9’ ’ -

Total Positive 73 1.54 23 1.19 82 1,167 135-97 24
Positive P;anning 50 0.69 17  0.47 43 0.%1 ) 29=76 14~1,76
Positive Honit;rinq ’r 15 0.35 10 0.50 14 0.20 0~ 0-1,61

) Positive Accommodating 35 0.55 16 0.44 32 0.50 , 17-59 0.12~1.47

Negaci;e Social Strategie32 . ‘ '

‘Successful Neé. Strateg}agl 43 - 43 0.02 50 | - 03100 .

Total Negative 27 0.39. - 0.32 18 0,33 - 0.11-1,16

* Negative Planniﬁg‘ 11 0.02 16 0.62 0 ’ 0 0-30 0-0.06“
Ne_gatix‘,re Monitorirg 22 0.07 20, 0.06 | 22 0.07 * 0-63 0-0.16
Negative Accommodating 0.30 21 0,33 02 , 0:20 38~100 0.06-1.16

., . . r “ ;

ISuccess wag recorded.wh ;e re;evantt" ‘\\\‘-——"""/

ZNeqativa strategiés in Mastery activities were too iﬁfrequent to be included.

Ju

7
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. Substudy Classroom Observations:

Table 11

BehaV1or Variables for Children Rated High, Medium and Low
In Mastery Competence by Their Teachers

I3

Percent and Rate of Strategic

v

¥

e High (N=5) ' Medium (N=4) pLow (N= 1)
Strategic Behavior Variables X% X Rate X% X Rate X% X Rate
Involvement =
Social Involvement 56 - 54 - 44 . -

"Collaborative Intera;tion 39 - 26 s - S -

Noncollaborative InteLattion 52 - 65 f " 89 -
Mastery én Task 39 - 28 - 27 -
Positibe‘Master& Strategies . o
Tasks Completed 5ucé;ssfully 83 - 67 * - 33 =
igotal Positive . 98 3:5 100 3.4 82 0.7

Positive Planning 70, 2.4 68 2.3 86 0.6

Positive Monitoring 28 M.o 28 0.9 14 o.1'

Positive Accommodating . 3 0.1 4 bil 2o, 0]

Social Strategies \ ,
Successful Positivé - 80 ‘- 74 - 35 -

* Total Pogitive 7 2.0 .59 1.1 38 .0.6

,éositive Planning 41 .O.Q <% 58 0.6 63 0.4

. . ; .

- Positive Monitoring 21 0.5 07 0.2’ 16 0.1
. Positivé Accommodating . 39+ 0.7° . 35 0.4 ' 21 0.1
Sucéessful Negative 79 - 0 - 63 -
Total Negative * 21° ‘0.3 41 0.3 62 1.2

Negative Planning -18 0 02 0 ‘ 0 0

Negatiye Monitoring Zi 0.1 29‘ O.i 0] 0. :

Negative 'Accommod 61 0.2 70 0.2 100 )
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.
i

in proportion of time spent in Collaborative and Noncédllaborative activities

is much smaller for high rated children than it is for the medium and low

-

tated children.. P
The children rat?d high in Mastery competence were also highest in the

< proportion and number of positive Socdial strategies they used in the

' ’

\classroom. Their Social strategies were'the most successful and, while théy
L} ’ . ;

%
used the smallest total proport;::\bﬁ.negative Social strategies, their

.

negative strategies were more successful (Table 1ll).

: As far as Mastery strategies in the classroom are concerned, differ-
‘ , j
ences are less clear among the three groups. Positive strategies were used
. .
‘ almost all the time, though high rated children's Mastery strategies more

.

often led to successful task comgletion.

’

‘ These trends arxe very similar to these for childgen rated'high, medium,

Mastery On Task activitiés and in -Social, interactions in the classroom than

[

~did medium and low rated children; and they were less often involved in

Noncollaborative interactignse The high rated'qhildren alsd\u§ed the

greatest proportion of positive Mastery and Social strategies with the
L ’ .y .

greatest degree of success in each, and were especially high in their

relative use of‘Social Accommodation. ~They used fewer .negative Spcial
stratégies than the other groups but, afain, their negative strategies were

more successful than those of the other children. Some of the pimilarities
, :

. 1

in these patterns can be 'attributed to the fact that four of the ten chil-

. .

7 ~ dren were given the same rating by the teacher on Mastery and Social skills.

) o Compardison Acioss'Settings . S ,

: ~ . ” . . .
¥ In -gomparing cgildren's_strategies across settlngs,&the focus is on

Mastery strategieé only in the structured (Ahiﬁgi_Stalls) situation: and on

both Mastery and Social activities .and strategies in the classroom. .

e - ~ . el .l ”
~ .
- . <
-~ - - ,

it
2

- -
’ - ~ ~ »
P i 7ext provided by ERIC A . . R .

R N . A
and low ‘in Social skills (Table 12). High rated children spent more time in

!
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Table 12
\ N -
Substudy Classroom Observations: Percent

N

e

)

.

e

and Rate of Strategic

Behavior Variableg for Children Rated High, Medium and

”

ILow in Social Competence by, Their Teachers

°
.

o v ' High ' (N=3) Medium (N=4) Low (N=3)
Stratégic Behavior,Variables X% X Rate' X3 X Rate X% X Rat;
Invaiygment L : ‘ .
Social }nvolvehent‘: ' 71 - 52 - 39:' -

Collaborative Interaction 46 - 39 '— 05 - )
Néﬁcollaborative Interaction é47 - 54 ‘ - 85 | -
Mastery On Task w0 - 28 - 35 -
Mastery Strategies . .
Tasks Completed Succes;%ully 89 - 67 - 61 \ -
Total pSsitive 100 3.9 o 98 3. 94 2.6
Positive Planning 6o 2.7 71 2.2 7 1.8
Positive Mbni:toring; ' 30 1.1 26“ 0.8  '24 0.7
Positivg Accommodating 02 ‘_9.1 03 0.}i L] 05 0.2
Social Strategies . -
Successful Positive T ; 75 - ;73 - 'f 38 -
Total Pobitive — 90 2.1 76 1.9° 52 0.7
Positive Planniqg | . ' ‘ 37 , 0.7 . ‘53 0.9 7 58 ) 0.4
Positive Monitoring . \ 12. 0.4 22, 0.5 08 0.1 .
pqsitive_;x'éqq;mo@ating I 52 1.0 25 0.4 33 0.3
Successful Negati?e\;\\\\ - | . 50 - \ > 43 - f‘\ ) ;1 -
Tota‘l Negative .. o 0.2 24 - 0.3 . 48 05—7;_-2
’ _Négative Planni 5 o 13 0 13 0 02 o
Negative Moniforing [ 1 o 30 0.1 18, 0.1
Negative cho;modaeing : ' "12. 0.1 T 57 0.2 80 0.6
. : E;gj .

N\
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/ R In the Mnimal Stalls situation, the child is required to focus continu-

4
«-ously on a novel Mastery task. 1In the'preséhool classroom, there is not

’ 3 . *
only a known and predictable sequence of activities, but children can often
<
choose whether or not to work together with someone else and .the nature of .

! ~
' the, activity, whether undertaken’alone or with others, is itself often .

D ) i
self-selected. It is not surprising, therefore, that these children's ‘'

//f/

///ﬁ\\ Mastery On Task involvement comprises a much higher proportion of th;)

. A - . .
~ &

observation in the prestructured situation than in the -classroom (see
~ ¢ S v

- B

- AN ‘ <
Table 13). In the classroom, the'children spent thd major part of their

-~ ,

. . . : . hl
ltime in Social interactions. . . ‘ )
. .
o ! L]
v

L 7 As far as the use of strategies is concerned, Mastery strategies were

© .

+

almost wholly positive in both settings (92% Animal Stalls, 9%% classroom) ,

.

and positive Social strategies were alsq high (73%)2 In the Animal Stalls
S -

situation, positive Monitoring strategies were the most frequent, whereas in
. 7

the classroom, Planning strategies occurred most often in both Mastery and

Social activities. Positive Accommodating strategie%yzgre hardly seen in

. . -Y 1]
Mastery activities in either setting, but accounted for more than one third

-

of positive Social strategies (Table 13). .

-

The majority of the children's positive stfategies were successful in

both kinds of activiéies and in both settings. | However, th® highest degree

"

‘ -~ 1] . I3 - ‘;—4"
of success was in Mastery strategies in the classroom (72%), perhaps becau§e

et

sqch strategies are more likely to be tied to familiar or self-selected

AR -

tasks, and are not ,accompanied by the stress that mighs ‘attend the struc-
' i . ! . \
tured task and that can affect children's Social interactions. Ch%ldreﬁjs .

v

positive Social strategigs were. successful somewhat less often (63%L’than -
I . [4 )

L

J:‘ the'ir Mastery strategies; and the least successful'pqsitive Mastery strate-
PR ! ™ ] .

4

gies were those in the Animal Stalls’.(59%): ‘;S ’ ' ' =
e — 0, ‘ . .

S | ’ 94 b . .

ERIC"

Aruitoxt provided by Eic:




Table 13 ~

Substudy Animal Stalls and Classroom Observations:
Percent and Rate of Strategic Behavior Variables

o

Classroom Observations
Animal Mastery Social
' Stalls . Activities Interaction
Strategic Behavior Variables % (rate) % (rate) % (rate)

~

v

. Involvement
ELOAL AL

Mastery On Task ’ Jf

Social Interaction

-

CoXlaborative
Noncollaborative

Positive Mastery or
Social Strategies

a

Success

Total Positive
Planning

‘Mgnitofing
Accommodating

Negative Social Strategies1

Success 43

Total Negative 27

Planning 11-

Monitoring 22

Accommodating 68

- -

IQS&y Social Négaéi%e Strategies were'freguént enough to be included.
) & : - h T )

“
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PAruntext providea oy enic [
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Interestingly, the rate of strategies the children generated differs
A Y
A

considerably across the two settings, and in Mastery as opposed to Social

v

activities. The highest number of positive strategies occurred duringqthe

-

Animal Stalls task, and the lowest during children's Social*interactions in

the classroom. While the proportion of Mastery strategies is about the same

L.
‘ @

in both settings, the rate in the Animal Stalls situation is almost double

that of Mastery strategies in the classroom, implying that the structured
. -
task succeeds, in challenging and tapping children's strategic capabilities

;o

inore directly and concentratedly.

Negative strategies were qpservedoin‘bhildren’s Social interactions

4 o

'b?é hardly at all in their Mastery activities }n either setting. Negative

/ .
Accommodating Stratefies were by far the most frequent and accounted for two

Lo A
thirds of all negative Social strategies. These children's negative Social

: .
o -~
> . ! - ‘

strategies, homever, were less successful than their positive strategies.

T e .

Discussion and Future Directions Lo

In considering thesge two Studles s1de by s1de, there are strlklng

“

similarities. This 5peaks well forrour measures, considerting the substantial
dlfferences in the two populat:.ons and m task characteristics. The sub~

study population was relatzvely homogeneous. The children were close in

ge (w1th1n a 9~m0nth span); they were of the same ethn1c group;. they came

*

o

from the same classroom and had the same teacher, and they were all glvem

the same (3 stall) task. The larger stiudy represents a much broader sampling.

>~
3

with respect to age, ethn1c1ty, geogr hic area, the klnds of programs the
chi;dren attended (publdé\and private preschools aﬁd sch?ols), and‘the

version~and'complexity of the task they were glven..

- s

In gpite of these diff renc/s, in both sets of data strategy usef was

r




.

Y] . T g7 i ' ,
L
/ ' ‘ ' ) )

~ - gats of data show a clear hierarchy in the frequency of Mastery strategies .

used in the Animal Stalls, and in ea¢h sample there was a notably low in-

i

N cidence of negative strategies and of Actbmmodation styategies. The main

discrepancy between the findihgs of the two studies is in the pattern of

frequency of Plann g and Monitoring stratdgies. In the larger study,

' / ¢

Planning strategies were most frequent, .fdllowed by Monitoring and Accommo-

. dating‘strategies. In the substudy Monitoring occurred more cften and .
Pl ing was,secord most frequent /in the structured situdtions However,

Planning strategies were dominant in Mastery as well as in Social activities
in the classrodﬁ. Both Planning and Monitoring strategies dre critical for‘

,
-

performance in both Mastery and Social situations. Verifying the patterns of

dominance will require further work. . «
, . o
L4 v

' Strategic behavior, like competence, is a concept of hroad scope. .

- o o

,j// . chifdren's strategies are an important part of their everyday behavior

~

¥

ideally should be sampled across a broad range of contexts. What we would

expect, on the basis of our definition of strategic behavior and from our
r

experience with the CsAs and Animal Stalls is both commonality and specificity.

.

That is, st)ategies can be expected to cut across different contexts, but
3 y

their pattern, incidence and range will vary according to specific contexts.
>

A}

The.relatively high incidence of Social Accommodation strategies in the

/ .classroonr and the low 1nc1dence of Mastery Accommodation strategies in the
- \ , -
classroom and in. the Animal Stalls, illustrates this point. Particular

i . .

aspects of different contexts may increase or decrease the likelihood of

’

certain strategjes. In the classroom, children spent far more time in

Social interactions énan in Mastery tasks, creating differential opportuni-

, )
o ties forf use of &ifferent strategies. , This may be particularly character-

. . .
-

istic/pf life in preschoo]k The 'relatively high incidence of negative

-

R 9y | ‘
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A ‘ )
: . Accommodatiop strategies .in theik iil interactians (as opposed-to its
- 7 low inciden;; in their.Masteryttasks) is an indicat;én tha; %heselyéung > '
- ‘ -children'are sti;l'learsing hgw to live togethe; in a group. There was \;
/ gdod evidence that éhey were learning.this well since Eheir strategie; in
. dgeneral ﬁefe:mgglly POSféiVQ. fne might f£ind a differené éattern at ége
. beginning»of the school year, when child¥en are enteringlp;escbool for thé
; ' first time. R B i

-
[

A next step in obsexving and undenstgndfgg children's use gf strats+

A

egies~—~and one that is vital for clarifying the interplay of Social and .

Mastery strategies--is to dewelop a‘task sifuation in which two children can
f . ’ /

.

participafe in a common task. 6 Such-a situation would give an opportunity to

) ) observe children's collaborative and noncollqborat}ve interaction in a con- /

f

v trolled Mastery context, and would provide a comparable frame and focus for

the_ use of béth Mastery and Social strategies. .-

-

We have found the relgtiohéhip between strategic behav?or and develop?
/ ' ' L ‘
mental capacity interesting and difficult. If the measures are to go beyond
merely gauging the degree of childrén”g socialization in school, it is ]
. i 1

necessary to disentangle perceptual, conceptual and other cognitive issues

from the pressure of \:pe Animal Stalls situation itself. .« Administration

: ! o - : ; N e
* procedures are also impértant here since both Interviewer and child might .
. by ' . /
think the child understands the task when the chiléd only partly under- ’

7~ '
‘ "
stands it. For example, he or she might not understand what we mean by

-,

building one that is "just like fine."
It is true that building with blocks is an ordinary activity for young

chfldren. Indeed, many of the constructions made by children of the age

L 4 . , \

range sampled are sometimes extremgly elaborate. A nufiber of gnowledgeablg

»

’

people looked at our structures before and during trials. None thought them

/ , ’
’ , o

ERIC R 9% B
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too difficult for chlldren of these ages. The constraints of the task
}

B, 2 . . .

situation are relevant here. The directive to make as,replita is not one

I3

. {
that young children are familiar with, and the implication of accuracy that
' ’ . N -~
it carries is not consonant with what preschoolers are used to. ﬁerhaps

Il

also the familiarit: pf materials coupled with the unfamlllar constraints

‘_\\ ‘\_ .~ s

made it difficult for some ch;;mreq. Observing the difficulties some -
children had with.the task enhanced our awareness of its complexity and the

broad Yrange of capabllltles that effective pe&ﬁormancé“deﬁanded. Develop-

-

o

mental varlables obv10usly play;g,SLgnlflcant role in children's competence
in ?;15 task. But ghe relatlonshlps are nelther simple nor clearcut. We |

have seen young three-year-olds skillfully bulldzxé the 3- stalk—modell and

flve-year—old who cannot.build the 2- stall. (Perhaps lt'ehouldfalso be -

noted that no stereotyplcaI'expectations about differences bet;een girls and

boys in a task that requiredigg;iq;Qg w@t@iblpcks were confirmed. Girls

were‘j;st as likely‘as boys to buiid excellent replicas; bcys just a; likely
as g%fls to foun@er.) ‘ ' ’

w .
Perhaps it is relevant to the developmental issue to note that strate-

gies can be taught. They can be taught as specific strategies (e.g. loohﬁpg

¥ - -

for the edge pieces in doing a puzzle)--or as'more general
3 . P

problem: llstenlng to the persx? who is telling you what to do next;

- .

taking turns). We have observed teachers who took mAny océasions to teach

childgen strategles, and many who seemad almost to stand in the way of the .

¢ IR vt M T
3

child's learnlng or dlscoverlng “gtrategies.for hlmself.> Some teachérs were
ot

more likely to take over and demonstrate th?’ﬁjght way, to show the child

how to lace the shoe by doing it themselves, often without any words.

Teachers may be more attuned to teaching social strategies to young children




2

prerequisite to further analysis of patterns of dominance of different strat-

-90- - S

‘since, as we have alzeady noted, learning to live in a group is one of the

primary tasks fo; the young Chlld and promoting thls learnlng is a primary

™. g~
aim of the preschool and kmdergarten. Thinking if terms of Mastery strat-

egies is lgss familiar for teachers.

-

Such considetations remind ud that an orig;nal goal of the present

-
-4

project was to providé measures of program impact. If the measure of .
‘ ‘ . - . !
> - o . A -
children's strategic competence-is to serve as a way of gauging the effects

’

of educational pzégrams{_it would be productive to observe the extent to s

¢ N\ * B . !

ﬁlwhich'strategieskare giréctiy tagght by “teachers. 1In our project wg did not -

observe and evaluate|the different Head Start programs. But our informal,
) po ~ " T . N
observations apd conversations with teachers, directors and eddcationql
A ”

dlrectors forcet—j}y conflrm the var1atlon among programs in clarlty of’e&u— " N

cational goals, psychologlcal sophlstlcatlon of teachers and aldes,Aand the - . ,(\

.
L4

richness of the curriculum. We are not suggesting that these dlfferengesi .

L

can be tied‘te particular outcomes of particular children on' the construdtion

task. It would obviously require a mugh mose ¢omprehensive array ef measures,

\
as was.originally intended in the national project, to be able to maké any
) L .
statements connecting children's‘performance to program quality.

“Further directions in our work on children's sprategies would address

-

the three measures used: the CSAS, Animal Stalls and @facher ratings,

i ~ s J
Further development of the CSAS would include clarifying definitfions and

specifying directives about the application of some codes. This would be a
B . \ .

4

egies. §gome strategles that occur lnfrequently should perhaps be collapsed

(for exaqple, some of the verbal Planning and Monltorxng strategles) In

addition, developing‘a two-person task could lead to the creation og some

» »

new categories that focus on simultaneous Social/Mastery strategies. .

v
.

/

v o low .o
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D ’ . . ‘.
) . , As far.as the Animal Stalls task is concerned,, our work so far has
' — e

f » \ Al

establlshed some of the dlrectlons future efforts should take. As'elready

' * stated, we need to have a better understandxng of developmental issues in

. fqrther~task development. .To h93§¥three kinds of podels, varyingfin the,
number of stalls, is.a cumbereome way of @ealfng witﬁ developmental level.

On the whole, the level of task diffiiculty tended to be too high- rather than
1
too low. A better approach is to develop a single version (perhaps con-

. . A . . -

sisting of three stalls) and to very the complexity in that single structure.

while teacher fatings pose all kinds of well—knodn difficulties, the
B ¢ ° \’
teacHer rating form can also be improved--by providing the teacher with more
J N\ . © .

concrete and specific indicators. This would also make it more feasible to

r
. 4 - ‘

- e pool ratings from dlfferent teachers in dlfferent settlngs ‘Discussions

W1th teac@g;srcould guide thlS work. - ' .

( L. Our goal in this project was to develop measures of children® 'S, strat-

i
egies. The Animal Stalls task prOVldeS a 51tuatloh that evokes strateglc

~

’ behavior in a dense and focused way. The CSAS provides a clear set of, in-
. . . - : .
dicators for observing anéﬂ!bdifying strategic behavior. These two tools
R < )
A are coherently integrated with the constructs of -our hypothetical model,
T, . N ’
’  and- their usefulness, as reported here, supports the conceptual framework.
The richness of the data, as well as the provocative questions they raise, .
testify to the importance of understanding FQildren's strategies in context.

i
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CHILDREN'S STRATEGIES ASSESSMENT SYSTEM (CSAS) /

.
-~

. ‘ INTRODUCTION

. Pt dldodbdd A
M . . . 3
\ e Tpe Childﬁg;'s Strategies Assessment System is being developed as a
[

, tool to assess young children's competence in social interactions and in

e - Y ot , ‘ .' ) ; y
material tasks. The foocus 1g>on the strategies children use in these two

*

0 . domains, that is, how they organize their behavior in purposeful activi-
: . 2

ties with others and with objects. -

. el c s ’
The CSAS is largely based on Bronson's concept of "executive skills"

\
- -

and on her classroom observation measure, the "Executive Skills Profile"
. ‘ S~ \

(1975, 1978, 1981, 1982). . The CSAS/hgs been developed with the close

coIlagfration of Bronson. Tt extends tje Social and Mastery strategies of
' . N

& .
Bronson's earlier work, in™egrates these within a unifying theoretical

base (see Shapiro, Wallace, Desir & Fulani, 1981), and includes strategies C ’
. N P

- '

which have a negative as well as positive aspect. ' -

~ " e

~ The system is for use with children aged three through six. 1Its
. L ]

title as an observation system .means that it can be used both in the

[}

+

_"natural” setting'bf the preschool and primary school classroom, and in a

v structured situation where a’'child is given a specially designed task (or °
. ) ) . y, .

standard measufe) in an individual session, or where two or three childrén
- . 4 J f .

are asked’ to/collaborate in a EASk<> The procedufes and categories de-

. e s
. N gy ’

scribed in the' following sections refer to obse ations in the natural =

- ’ ) . setting and to ‘a speéially developed task called Animal Stalls. The

Animal Stalls task requires an individual child to repdicate a block .

v

construction from a model. The fodel is a table-block structure consist-

ing of "$talls" with miniature animals and hay bales, such aéimight be

?Buqi on a farm or in a barn. Three variations of the model are used,
- N . N ] N - -

depending'on the developmental level of the child. as Qtated, however,

lzl{j}:‘ ‘ o ].()() : ot

A FuiText provided by Eric
A
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the CSAS is a sydtem which may also be used with other prestructured tasks
. r .

(as well as in the classroom):, and sshould be understood as such in this
¥i +

Y

document.

P——
1l

4,

. OVERVIEW OF CONSTRUCTS AND CATEGORIES

In the CSAS, children's strategies in purposeful social interactions

*

4

and in goal-orii;Epd tasks with objects are grouped in terms of five

theoretical constructs:

INVOLVEMENT, PLANNING, MONITORING, ACCOMMODATION,

and OUTCOME. Each of these is briefly described below:

Involvement: ~ The nature of the child's absorption in an
) activity. \ ;
i .
\‘ Planning: How the child manages, organizes, and antici-’ »

~

Monitoring: Checking and commentlng on one's own work ang

pates his/her actions and those of others.

3

that of others. -

Accommodation: The child's adaptation‘to the demands of the
social and.material situation in context.

~

Outcome : The completion, success, and evaluation of an
activity. I

2

-

Children's strategies are recorded in'different categories under each

of  these five constructs. Social strategies are differentiated from

strétegies.witﬁ objects, or "mastery" activities as Bronson has called

_ them, though an overlap is obviously possible (e.gt; two children workiﬁq

on a puzzle).

) Social Strategies:
&

13

 Mastery Strategies:

¢ o )
These are the strategies that occur when the
child is interacting in purposeful activity -
with one or more other people.
These are the strategles & child uses when
engaged in a purposeful task with objects. .
The task may be a solitary activity or one
undertaken with one or more others.. It is ,

. bften a problem-solving activity. It

always has a known or observable goal whose
achievement in terms of completion and.
success is observable. .

‘ ' ) .
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The social and mastery strategies recorded in the CSAS are presented
as a list below, grouped according to the five constructs. The list
+ provides an overview of* gl1 categories of strategies. Each is also
. ¢ ) -\
described in detail in a later section, together with examples.
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‘ . E LIST OF CONSTRUCTS AND STRATEGIES N h
« T . .- . ) . < . or - % . | !
= i | I b A ., °
Strategies - . . % . I )
/-t ~yCepstruct . " . Social . ] \” Mastery % \,
AT R . . \ . Y % S
INVOLVEMENT },Cdllaboretive Interaction On Ta?x v, )
- . S " "Noncollaborative Interactich Explores R
. ) Socializing . - ' . Distracted L
T o ¢ , .o Attends to' Instructions
T . " Involved Watcliing ‘ -
) ! . . Not ‘Involved: - . )
b : i Other - T : .
— e e me e e e e wm tem ms wm e ms ms e e e wh e e e e e e e e e e e e e e = = = = = - t_ = =
- il
PLANNING *physical Setup ' *Pﬁyglcal Setup
- . Predicts Qutcome . Predicts ,Outcome-
P ) Suggests Activ1ty/Demonstrates/ Verbalizes Rules or Task
. . . Directs Requirements
. Lt ‘Assigns Roles or Resources *Uses Systematic Approach '

. M Invokes Rules - Y - .

- *Request to Join . . - ' Ve
T " e - = = -t - - - — w e - e e e e e e = = = = = ‘
MONITORING Monitors Others . ’ . Checks Instructlons or Model .

R *Describes or Gomments on Others . - Describes‘or Comments on %ork .
. *Describes or Comments on Self’ ¢ .Comments on Ease or Difficulty
T < T . N .of Task I )
- -l e - - == U YU = m e m == o T 2T e - - e
" ACEOMMODATING *Shares ) *Rev1ses’iczlon or Takes New
) 2 *Trades Jr Trades Off - - Approach - L
. ~ ° *Takes Turns - -,  Fine Tunés o
) *Promises/Bribes -7 fsks Mastery Help . ;
< B *Helps \ . ~ ] , . . f‘
. "‘ . *Jo;pt Effort or Ca }nee'- .' : . ' . .
: ) ) : , Resources o v . i .
. /7 Hostile ¥orce - ! c Q\ ]
L . ot _ Resists Rules or Teacher ’ - * ) T
" ASks Social Help s ‘ A
________ - - - - - —"l_ - - - - -',— _— e = e m e - - = .:.a - e - e = = = = -
OUTCOME v T A C .\ . o .
. Completion . R 7/ completes’ A\ ,
. .. . . Incomplete A
. \ S : T, Not Appllcable X
. ‘ * .
\ Sucgess - - ‘all Perfect /’H‘f o
b : Yo A Nearly Perfect « ) '
. > , L » AboutiHalf, R
) , . . Less than Half Right e
' Evaluation ) . , Praised ' o ' o )
, " . \ Criticized ' 7 . )
a .o Corrected - v y z .
Ignored ' . \
- , . . . . 1

*Strategies with an asterisk have both positive and negative aspects.
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' . PROCEDURES . - ‘ .

The CSAS providess both a time and event éemple of the behaviors

recorded. Time is recorded igp ISLsechdJintervals. Discrete events can

- i .
occurr more than opce within the ‘inteérvals, but activities which continue
- [} \ LS

over time are calculated according to--tife' nearest 153~second interval.

"A sample observation sheet is appended ‘to this document. Each
- ’ !
horizontal line on the shebt represents a 15-second interval. Double "

+
horizontal lines represent l-minuté intewvals and are included for ease of
. ( ‘ . . ~

discrimination jn recording. Each observation sheet contains space for
fivé minutes of observation. Continuous ‘events are recorded by placing

, : N ,
apgfopriate marks or letters (described below) in each of the intervals in

.

which the behavior occurs; discrete events are recorded in the appropriate

time slots by marks or letters, as ingicated %n the instructions ikr each

qategory . -

The observation sheet is divided into six parts: CONTEXT, INVOLVE-

& - :

MENT, SOCIAL STRAﬁEGIES,’MASTER¥ STRATEGIES, and OUTCOME. The CONTEXT
. / . ,
section is for a brief written narrative record of the child's ongoing
. . o %
activities that are related to the recorded categories. Speci#fic actions,

interactions, and thé objects of interactions are noted herew At the end

of each 10-minute observation period or observation of a structured task,
L 4 . . ’.

i1 P . )

&, moge expanded and detailed description of the behaviors recorded is

, )

written by the observer on the back of the observation sheets (see

attachéd sample)’.

“ N N

N ‘\,' . R ! ~ .
The INV?LVEMENT section categories indicate the child's capacity to
. * - i

h

be absorbef in purposeful aétivity with others and with material objects.
ies show the type and level of these activities, as well as the
2 .

The catego

amount of observation time the child spends in nonpurposeful activities.

3 ..
.

~
.
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. ! 3 *
’ .7 J
- \
”~ The SOCIAL STRATEGIES section includes categorles for soc1al ‘Plan~-

ﬁlng, Mon;torxng, and Accommodating strategles. where appropr;ate, ‘these
s - 4

Y categgries afe recorded with a plus (¥{Ior a minus (=) q?pending u902 ¢
whether the;child uses thé)s?rategy in a positive or a ngé;ti;e Qay. The ) I
| S i
. " socidl strategy’ categories are also scored for success or failure where )
~ rmelevant. “Accepted” (A) is recorded if ‘a str teg?ﬁ is sugcessful. “'~ ] (‘
"l Y . e . 0 LY

"Rejected" (R) or "Ignored" (I) is recorded if t strategy is' not

- 4 successful. '
-

‘ [

The’ MASTERY STRATEGIES section includes categories for mastery

‘ Plénnihg, Monitoring, and Accommodating strategies. These categories are
»
P . s .
also recorded with a plus (+) or a minus (~) where relevant. .

4

The help-seeking categories (Asking Social Help, Asking Mastery Help)

N

under Accommodation are . recorded in terms of the child's success in
obtaining ﬁelp (Accepted=A, Rejected=R, and Ignored=I), and the person

from whom hélp was sought is also noted (Teacher/Adulf=T, Peer/Male=PM, or

\

Peer/Female=PF) . )

’

- -

The final, OUTCOME, sig5y6h includes the degree of successful comple-
stion, achleved i mastery tasks, and' categorles for any evaluation by

others of the child's social or mastery behaviors ({solicited or unsolic-

ited). Evaluation by Others categories -are recorded according to the

person doing the evaluating (Teacher/Adult=T, Peer=PM or PF).

s - N

e~
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S

. \ . )

t

CSAS CATEGORIES

“\ N -

. . % . ' .
The citegories are 8escribed in the\srder in which they appear on the
. s

-~

observation sheet. The first section of the éheet—-CONTEXT--is'for‘notes
N -
ALI describing the human and physical beh%vior settings (where the activity

) | et beranior
takes place,/who was there, etc.), or specific behaviors such as the order
<
v .

in which the child does particular parts of the Animal ‘Stalls task. ' ’-
' 1

v a - I —

!
N

INVOLVEMENT,

" Involvement categorie® are not mutudfly exclusive so th;g a child can
- A . Co.

, be involved in an activity that includes both social and mastery activi-
. ’ ' + ‘ '
ties at the same time (playing CHeckersf for instance). Every l5-second
L[]

time. interval must have a mark (X) in at least one of the involvi?gnt

’
'

categories. . , :

SOCIAL INVOLVEMENT CATEGORIES .

Collaborative Interaction (Involvement) o,

The‘!bserved child is engaged in a cleafly organized interaction with

‘
i

one or more others, such as complex sociodramatic play‘with assigned

roles, or games with roles. The interaction is organized in such a way,

4 ,
that the roles or activities of the child are interrelated with the roles

.
f *

or activities of the other child or children. The category is analogous

.

to what is conventionally called cooperative play. jﬁ

S , .
Examples of Collaborative -Interaction &{Iavolvement) _ s

- The child is playing "house" with another child. S/he takes the
role of the "mother" and the other is the "father.¥ Their activi-
‘Eies\gge organized according to their roles, and the children are'!

/ cooperating in "cleaning house" or "feeding the baby."

- Two éhildren are playing Candyland (Checke;s?'Scrabble, etc.)
together., The observed child takes turns and“plays by the rules,
often discussing the moves with the other child. (This activity
would be recorded as both Collaborative Interaction and On Task
since it involves a task as well as a social interaction.)

R o s b

% S
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Noncollaborative Interaction (Invol;;hegt’

' . ! [
. The observed chila is 16teract1ng with others, but in a less organ-
) /

ized way. This category includes parallel and associative play and any

L ~ .

e
' social intgraction that is not defined as Collaborative or Socializing L
- ; ’ *
O »
(see belgw). - ‘ , ~
‘v 33 . ' “ }
] , Examples of Noncollaborative Interaction (Involvement) ' .
’ N - The child is Bhilding with Legd ,near another child who is also < -

constructing something. The child-talks about his/her construction
. to the other child, not taking account of the fact that the cther
child is deeply absorbed in hls/her own" activities, or is actually

“~ talking to
g ‘ .. . .
- The chllé is playing with playdough at a table with another ch11d
‘ They talk to each other but’ there ls-no organlzed "game" with the
. materials nor any planned cooperatlve effort. Their comments to Y
N\), each other tend to be assertions and counter-assertions rather than

§ -

if‘ a discussion or conversation. 5 N
4 <. - RN ' . v ‘.‘
. * - The child is.washlng a doll in th/ doll corner with dnother ch11d
5 / "cooking® irn the background.,K Both children talk about what they’ .
- are doing but do not take roles or 1nteract in any organlzed way.

?

4 o

This is recorded when the child carries on a conversation or discus- "

Socializing (InVolvement) - . ' ,,t

-

~
exchanging information or comments in a reciprocal way. The child listens

~

and responds to the other person over a 1l5-second (or greater) period.

’

Examples of Socializingr(Involvement) ‘

" 2 The child discusses plans for summer camp w1§h another child.

L

- The child discusses a TV program with anothef’child who also saw

" v it. Y ! . . \.—-—\
' . 'Y .
- The child discusses with other chlldren the tr1p they have just .
' taken to the zvo. : e - C
,‘ 7 - ‘ . .

MASTERY INVOLVEMENT CATEGORIES -

|
|
|
sion with another person (child or adult) with the primary intent of
|
|
|
|
\
\
|

A maste . task is a goalﬂorlented or’ problem-solv1ng act1v1ty in

[

: which the use: of effectlve stnq;egles is apparent and important and wh1ch
s

1

can be recognized as spccessful or unsuccessfu}n

. \)‘ ! . . - . d/ } .
. ERIC ‘ . 113 - :
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Aruitoxt provided by Eic:

S

‘ienguage arts, and science tasks) are mastegy tasks.
o

éxplores

gddd examples of preséhool mastery tasks are puzzies, matching and

M i 1

. . . : . . b e
sorting tasks, counting tasks, prereading or number~wStksheets, workbooks

i

‘or mimeograph&, writing letters or numbers, and (generally) any "aéademic"

‘tasks In the primary grades, the usual tasks .assigned to children* (math,
¢ " -

5 v -, v

Art and.ggn%;;uction tasks may be recorded as mastery tasks as long

. P w.»i’“:'”:,/:-': . e :

as ;t is clear what the child is making and as long as the product, and
-» ‘ 4 P

the steps used in producing it, can be recognized and judGéd as éuccessful

or unsuccessful. ) . -
Y

Tasks for wqich no goal is observable and which, thereffore, do not

include recognizable steps toward a goal should be scored as Explores (see

Pl -
v
-

below) . ”\\\\\ . ; ) ’ @
) . N

On Task Ve 5\‘ . ,

* ' 14
This is recorded 8232/£he'cyild is invotved in a mé§tery task, that
is, in a task with a clearly-discernible goal.

-
e

. Examples of On Task ) -

‘1’» ’ "
- The child is absorbed in practicing lacing a shoe and is working
out whigh end of the lace goes in each hole.

-

1 a
- The child is steadily building a block construction in collabora-
tion with anothex child. (Note. that Collaborative Interaction

should also be recorded in this ihstance.) !
[

- The child is concenératedly-writing in 5’workbobk. o

L] : v

. P e

o

‘Thig refer; to a clearly focused involvement with materials or some

aspect of the'physiéal environment where a cigar goal is ng%\ﬁiscernible.
The younger the child, the more exploratory.the involvement with objects
¥ - - 3

or materials tends to be. Often this means that, 'since awplan or goal is
[ Y ™ N

-

not known, success or the lack of it are also unknown. Children's explo-
v, ¢ . .

» te

ration with materials is primarily one of "tinkering" w}th the physical

’
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properties of objects and geeing what can be done with them. Evep/agze- -

- .

, ‘
Fials‘that are tybica{ly used for mastery tasks (materials designed with *~

ap_inhprent goal, Jike puzzles) are used in an exploratesy way by some
N : . N .
' .~ children. The judgment about which involvement category to use is always -

2 h

based on ﬁha chiid's activity with. th€ material, not on the hatuféig}

;
v A
: 3 N v

purpose of the material itself.
- - p )t
‘ Examples of Exp}ores ) = - (
}
- In the preschool, play with sand, water, or clay is often explora=
A ‘ tory. Older children may also explore withethese materials, though
- i they are likely to do sé less ofted. ,
J - Play with art or construction materials be either Explores or ) .
) I On Task at any age, but id more likel to ‘ijfformer, the
\5 ‘ younger the child/ * .
¥
Distracted !
{ . - ‘ ’ -
* , This category is relevant to gé Task and Attends to Instructions
- . only. If the®child's attentidn.wanders in the midst of any other type of
. — - ' ¢ \ “ .
iaioivement,- the lapse should be. coded Not Involved (see below). -
) A i h H > -
Distracted is recorded when the child's attention wanders from the mastery , )
—_— : o ’ .
task s \? is doing or from the instructions being given. The result of a b
diit qpfion may be)a.changé in focus (leaving the ongoing task unfinished) ) -
) h ‘4 . . ' y‘i »
or a Xeturn to the task (or instructioms). Vi
! . ' 5 . ; . .
Exdmples of Distracted B
. - The child stops working on the mastery ta s/he is doing when a '“I
. ? * visitor comes into the room. After watchdng the visitor -for a :
o St ) while, s/he looks around the room for another minute or two before
™ : getting back to work. ’
T8 ,
‘., ,"J‘- R -
] £ The child seems to "losg‘hofgﬁ of the task at hand without turning-
LS attention to any’clear alte ngtlve. Sometimes s}hg simply stares
"' off into space. "
- ~ 5

- The child has been working on a task but has reached a difficult
part and, after a brief effort to get through it, starts to draw |
\ scribbles or dogdles on the side of the work page. S/he continues |
/ this until the acher‘notices, and says to get to work.
\

- N N AJ -
' . i




- : . . . . . :
. - ~ ] ' v
A - 11 - - > J

;- Y
l\‘ - S N ) ‘ . "" ‘
Al NOTE; Distractién is not recorded when the child simply glances ﬁp,
. R R ™~ as if monitoring other events in the room, and immediately
P returns to the task. Distraction is also not Yecorded /when
b ) the child is inﬂ%rrupted by the teacher or another child or by.
~ some“other .legitimate demand for hls/her attention. .
. Attends to'Instructions - ) . +
‘ N

This is recorded when the child is being specifically -told ho& to

L3

proceed in a task’ or other activity. The ihstructioms can take place
. »

-~ either individually or in a group, but 'it must be clear that they are

i intended for this child (as wel} as others, perhaps)¢ If the child

listens to instyguctions intended for;another cHild or group, Other

Involvement (see belotl/is recorded, unless it is clearly a way of being

Y

'S ‘¢
, distracted from his4per own task.
: , . , ) -

Examples of Attends to Instructions . N ¢

7
I ~ : X
‘ ~- The teacher has given the whole class worksheets and is laining =&
) to the group how they are to be done. (y/%fp
% . [
~ ' - The teacher. has given the child a special ‘assignflent and is .
eannlng to him/her alone how it is to be done. ~ .

- The child is having d1ff1culty with a“tdsk and -has just” asked for
‘l help from the teacher, another child, or, from the experlmenter in
- the Animal Stalls task.\ S/he listens to the eXplaQatlon. !
/ \ =

'
* .

OTHER INVOLVEMENT CATE®ORIES a}

Lo

Involved Watchiﬂb/

"

C. This category is .recorded only .when the child is watchjng others in a

social or mastery activity in an intent, focused way. Looking at an
. . = . P ’ p .

. aativity for a few seconds is nd\{cbhnted as Involved wgichiné. . ;
. Y] »

-

¢ Examples of Involved Watching

-

i
ﬁ& , - The child stares for an extended period at another child who is
cutting and pasting for a iollagef L \

- The child\watches a §roup of children intently in a role play

: NOTE: Involved Watching is recorded as a "W" in the appropriate time
) slot under the category of activity the child is watching.

P

-~ .. : : . p .
o~ " - - y oL | ‘ | ’
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Not Envolved «

This @s recorded when the child wanders aimlegsly about the‘room;

. * ; /
«drifts from qﬂé/;;ief encounter with peopl; or objects to anothe¥ without
reii;engagement, or simply'si%iy stands, or_lies down without doing

. ‘d - N
anything./}éometimes chtldren make brief Comments tg others as they drift
< o RN DU
or wander about, but no focused igcial or mastery. activity is ‘taking

B s W . =
placer : /’b )

Pl

- .

Examples of Not Involved . e ““7 .o

- Qéher children'are working on an Assigned mastéry fask, but the
observed child hasg not begun. S/he sits staring Yut'the w1ndo or
watching others briefly or f;ﬂdl;ng with an eraser. (The sam ‘
, behavior after the child had begun the task. would .be scored

Distracted.) ._ . - s

»

- The c%ild is wandering around the room as if looking for something
‘to do, sometimes khriefly watching others, but never really engaging

J in apything.’ A . . .
Other ‘. ' ) ‘

)
- . ] ~ +

. . ' A RN ) .
This includes e}l types® of involvement which cannot be. recorded in
~ Y . \‘
any of the above categorxies. Gross motor activities, solitary £fantasy
] j . . .
play, and solitary eating can be noted here, as well as waiting in line

\ » K3

(unless this is al'so a social activity with talking on the’part of the ‘
N R .

observed child). ' 7

Examples of Other Involvement

- The chlld‘&epeatedly cl;mbs a small 1ndoor jungle gym\and slides
down the slide.

- The child plays alone with a small dollhouse, moving toy Jfigures *
about 1in a fantasy drama. .

, = The c?;ld rides around in circles on a toy tpicycle.

N

»
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B D ' 3 ' SOGIAL STRATEGIES

’;/ . o Social.strategies are categerized, wnere ap;rqprdate, witn‘a (+) or
A=) depend1ng upon whe;her _they are: used positively or negatlvely, and
X T . ' .
-, w1th A (Accepted), R (Rejected), or I (Ignored) when this is relevant. In ‘
. * ) \ order\*®to save sbace en the sheet, if A, R, or I iS noted, the.é;rategy is +

’

assumed to be positive unless marked (ﬁf, More than one strategy may be . )
i 4 . N * ? . / - .
marked in"a single time slot if more than one occugs. Two strategies--

. ! s

Hostile Force and Resists Rules--are always coded as negative. A

)

: SOCIAL PLANNING STRATEGIES' : : (

* Physical Set-Up (Social) - ) .
L) . )
This is a preparatory strategy‘which involves. the physical organiza-
’ .

tion of materials oz.a play space before or during a social interaction.
- -~ v .

.
»

It shows plannin§ or foresight.r The negative of this strategy ie recorded
\

when the lack or inadequacy of preparation is detrimental to the interac-

v

tion. - . > .

Examples of Physical Set-Up (Social)--Positive (+) X

- The child lays out the dress-up clothes that s/he and a friend will
wear in a sociodramatic play sequence. -

i ’ - The child finds and sets up the materials for a éandyland gamev .
which s/he and“wo others will play.

Example of Physical Set-Up (Social)--Negative (-)

“~ The child has set up a board game to play with another child, but.
in an area which also serves as a pdassageway ih the classgoom,

’ making for constant interruption and noise.
i
‘ ’ 54 .
*As noted (see p. 4), strategies with an asterisk have positive and
negative aspects. , , . ) '
: : L ’
.:ﬁ .

s0y
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v , Predicts Outcome (Socfal) ) N

’

. . i . .
, R This is recorded when the child makes.a verb® prediction or acts ‘in :
v i
; ¢« such a way as to 1nd1cate that s/he looked ahead to what the consequences ’
') ‘ )

of a social action or social situation mifht be.

¥

s

.

- Examples of Predicts Outcome (Social

v M .

. -~ The child notes that his/her team will win if a certain child is on
) it because that child is-& very good player.

- Mné child says to a friend that a third child will be sad if the
. friend does not invite,him/her to the birthday party.

¢ J

§uggests Activity/Demonstrates/Gives Directions (Social)

4

The child makes specific suggestions for beginning an activity, or
suggests a new direction for or elaboration of an ongoing activity. The ’
child demonstrates how something should be done or gives specific direc-

<,
* tions about what to do or how to do it. These demonstrations or direc-

. §
tions are organized and are social strategies to organize others. They’

are not just unrelated demands for others to obey, but indicate the
-

v

presence of a plan. N

~ « |,

Examples of Sugggsts Activity/Demonstrates/Gives Directions (Social)

- The child generates an idea to begin a social play activity: .
» "Let's play house," or "Let's be princesses in a castle and the

jungle gym is the castle," or "Let's play Checkers."

\_ g - The child makes followup suggestlons during social play: "This can
bé a fort ;or the soldlers,“ or "This will be our house and this
mat can, be our bed," or "Now let's feed the baby." -

;t’

- The child demonstrates: "This is the way the robots should walk o
when they come into our spaceship,” or "This is how you do the C
cutout decoratjons for the party.”

- The child directs: "The bad guys should climb over_this ladder to
get into the fort," or "This is the way you can make the long
blocks stay together."

Al
Id

Assigns Roles or Resources (Social)

4
~

.” This is recorded'when the child assigns roles, parts, teqﬁ&, "sides,"
-

’ or material ‘resources in role play or in other games.

.. Qo . o 1“159 ’ p
| g /
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'

Examples of Assigns Roles or Resourcest&SociarT" '

- The child suggests: "Yau be the father and you‘be the baby and I'll
be the mother," or "You two should be firemen and come to save us."
\ - .
-+ The qhild‘says:""You can have the red checkers and I'll take the
black.oqgs," or "You can take: the dress-up hat and I'll have the
high~heeled shoes.”

.

- ’

- The child suggests: "You make the barn and I'll get the animals," ..

or "You bring the water and I'll get .the bowls for the 'soup. 'Y

o '
s

Invokes Rules (Social)

This is recorded when the child either.appeals to rules to facilitate

social interaction or states the rules of interaction in a game. The

child may invo?g t#e ground rule$ of the environment, recite the rules of

-

a game, or make up rules to order the activities in a game.

-

Examples of Invokes Rules (Social)

~ The child reminds another: "We have to clean this up “before we
have juice," or "We (you) are not supposed to go out there without
a teacher." _ . _

~ The child states: "The one who gets to the red line first wihs,
okay?" or "In this game the pers%n'with the red marbles always
takes the red space.”
Y . )
- The child notices that someone is not making' a fair move in a
Checkers game and says: "Youdre not allowed to move that way."
.y . ™~ s RS
* Request to Join (Social) '

- . 4

This is recorded when there is a simple request to join others in

some activity. The-negative aspect of this strategy is a refusal to let

>

others join in an actiyity.

-~

Example of Requeséito Join (Social)=--Positive ’(+)

~ The child asks: "Can I play?" or "Can I play with you?" or "Will
you play with me?" or "Can I do it too?"

s X T ." a
Example of ReqUe:%LEo Join (Social)--Negative (-)
\ .

- The child says to another (who is requesting to join): "You can't
play with us,” or "I'don't want to play with you."

< 1

g . .
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BAri70x provided by ERic:
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. Watching [W],%n‘the approprié!é time and category slot.}

P

SOCIAL MONITORING STRATEGIES , ' .

Monitors Others (Socialis * @ .
4 . . ) 4 P

This i% cecorded when the child is i}osely wag&&ing the behavior or,

.

responses of another (or others),with}n an ongoing social interaction of

which the.child is a part. . The child appears to be monitoring the

4

responses of others to his/her.own directions or watching the progress of

3

-
-

interaction in order to gauge what EQ do next in the interaction. ' Some-

!
! ;o .

times the child seems to be trying to get ideas from others or to compare
N rd

-

! his/her own bghavior or product with theirs. (Watching others when not in

interaction with them is not scored here Rut is scored as Involved

~ 0

Y \
Examples of Monitors Others (Social) |

‘ : 7.

- The child has been teaching another to play Checkers and carefully ,
. checks the moves the other is making (for accuracy).

¢

- The child is d1rect1ng several children in the building of a rocket
ship with blocks. S/he keeps careful tabs on ‘who is doing what and
makes pertinent comments.so that the bu1ld1ng proceeds according to
the pfay s/he has in mind.

-

- The child is part of a group playing hospital. S/he watches
carefully so that s/he can play the role assigned to her/him
effectively.

; e .
* Describes or Comments on Others (Social) ~ | .

This is recorded when the child takes verbal note of anbther persb&fs

actions, feelings, appearance, or personality characteristjcs, showing

. P .
s/he has or is "monitoring" the other person. The remarks must refer tol

.

an ongoing or, recent pérception; if the child comments on something in’the
past, the observer cannot be certain that the child actually noticed the
event, or was told about it by someone else, or invented it. Friendly or

neutral comments are recorded as (+) and'negapive‘&mmwnts as (-).
P

"
)

*w




/ \\_/ Examples of Describes or Comments on Qthers (Soc1al)——Pos1t1ve\(+)

; 5 The child notices two‘chi;dren playing together who seldom have
% " before and says, "Nona and Susan are friends now. " -
4 ’ 4 4 Al .
- . 1S Vo
- The child says: "Raphael isn't here today; is'he sick?" or "Jamie
always cries when his motHer leaves" (noticing that he is crying

& ’ . & h .
< now) . . , e \ y
w . s . ‘ . , \

v :the\ch;ld notes: "Anna is drawing a\rabﬁlt " or "Mlchael is
o 3 bualding a very tall"tg;er, or "Roberto ‘is watering the plants " ¢
! Examples ©of Describes or Comments on chers (Soc1al)~~Negative (=)
- . . ~~ ’

1;Theéghild tells .ancther: "You're fat."

'g - The child notes: "The teacher doesn't notice when we' copy [work
from others] so I'm going te -do 1t.? ‘ . »

- The child says: "Jamieuis a crybaby."
* Describes or Comments on Self (Social)u

s
This is recordeq\when the child verbally notes his own actions,

feelings, appearance, or personality characteristics in relaﬂ&on to a -

e A -

social situation. As above, theé remarks must refer to an ongoing or

, ] o { 5.
recently occurring self-perception for plansible evidence of self-

¥, monitoring. Negative self-monitoring implies a negative selr-evaluation

. rather than’ the perception of negative feelings such'as "I feel sad}£ or

’ o N » .
: \ -
) "I feel mad.” : : i
. . . . .
1 i N .

Examples of Describe$ or Comments on Self (Social)--Positive - (+)

- The child says: "I'm so ﬁappy'today because we are going to the
: zoo," or "It makes me so sad when Rick won't play with me" (This is
not a negative strategy but only a comment on an unhappy feeling).

- The child notes: "I ate the most‘at snack today."

) - The child says: "I'm the, only one wearing shorts’today " or "My
sneakers are the dirtiest. 4 -

v, -

) Exa@ples of Descrrbes or Comments on SELf (Social)——Negative (-)

R4

: ) N
VoL - The child says: *"I'm so bad at this game}" or "I m not good at
% - L]

. ) 2 qétching balls." Y
LT ) o , »

+'=.The -child says: "My -hair is so ugly " or'"I'm too fat" hin,
tall, short, etc.). ' ' ;8
7" Q . T ‘ ’f"— ‘\\s\a o
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* SOCIAL ACCOMMODATING STRATEGIES ‘

§
S

- Social Accommodating Strategies are sometimes initiated by others,

e

.\\\\ ) that is, the observed child may pe asked to share, ,help, take turns, etc.

-

When the observed child initiates the strategy, the (+) (A, R, or I is not

relevant) is c1rc1ed- + to distinguish~strategies initiated by the
L T observed child from those the child respond//z6 When the child re51sts
or rejects an accommodating strategy initiated by someone else, & negative

strategy (=) is.recorded, as described below. Unreasonable demands to

o -> 3 -
accomimodate from another child, or frem an” adult, are not scored as

_e ! ' -
. negative strategies if the obsekved child refusesi’ It is usually easy to

a t

distinguish unreasonable from reasonable demands.- If in doubt, the.

, Observer should not score a negative strategy. . .

. . * Shares (Social) - ™ ' ’/n
. W

.
[} . ’
.

! ! N s . . .
This is kecordEd when the child suggests or otherwise initiates

.

sharing resources (toys, foodT/blothes, roles, etc.). The goal may be to

. /-,ﬁ a "get into the game," to show' friendliness or affection, or to resolve a

’ N ~
, 1'" ‘ R

7
conflict.) If the child is asked tq share b¥w.s meone else and s/he agrees,

o 1,

circle 'the (+) as shown above. If the child refuses a reasonable request

h

or sharing, the negative strategy (=) should be~recorded7 . -

Examples of Shares {Social)--Positive (+).

_-'The child says:, "Everybody can have some of my candy" (shares own
T resources), or "Let's shaxe the big blocks" (to resolve a conflict
since there has been ap argument about who is to control them), or
v . . "We can both use/ﬁome,of the Lego" (to get another Chlld to play).
/
‘ T The child is asked: "Will you share your crayons with Jimmy%" or
b ’ ' ' wplease, may I have one of your peanuts’" anﬂ the ‘child agrees.\

[y ¢
.

o ' Examples of Shares (Social)——Negative (-) . }

- The child says, when asked- "Nobgay can have any of my candy
(though g/he has a great ‘deal).

N ‘ Another child suggests sharing the big blocks which the two have (-
' been arguing .over and the observed chiid refuses.

4

'L‘

‘-f&

»

X
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- > . {
@ *

. - Two chilg;en are coloring and . théd¢ observed child has the ‘only

A4 * , working pink marker. S/he refuses to share it when asked. )
NOTE: Sharing or refusing to share need not be verbal. Childrén may
. offer food, toys, etc., without wérds; or may refuse to share
. . ’ without words, ~

N * Trades or Trades QOff (Social) -
- ﬁ.u?his is recorded when the child suggests or otherwise inifiates or

. .

, agrees to a reciprocal exchange of materidls, position (changing places or

"sides"), or roles. ' The negative df this strategy is a refusal of

anothér's reasonable request. Unjust or unequal, trades are not considered
~ ‘ . ‘ -

reasonable. . - c S

Examples of Trades or Trades Cff (Social)--Positive (+)

11 .
- The child suggests: "Now you can have my'iruck and I'll play with
your airplanq," or "Now can I be inside the
ide," or "I'll let you have the best dress-ups if you let me be
=" 7 (the mother,” or "I'll trade you a flower sticker for a star
ticker." T S ,

- Example of Trades or Trades Off (Social)--Negatiya'(-)

- The child refuses a reasonable suggestion by andher child to
exchange one puppet for another. ‘(Although the chXld is within his
rights to refuse such an offer, théxrefusal shows lack of social

. * accommodation to the other child in the situation olserved.)
: p .

A A

v * Takes Turns (SocYal) . -

L . 4 ,
- ., \ . This is recorded when the child sugqests or initiates taking turns, -

. ]
or suggests waiting for one's turn, or rees to someope else's request to
q

{ < , . ¢
P take turns. The negative of this strategy is recorded if the observed - (

.child refuses to aéree to someone else's reasonable requé§€ to take turns.’

‘.

M

) . Examples of Takes Turns (Social)--PosiEive (+)

’ ' . . €

-~ The child says: '"After‘you, can it'be my turn to hold the rabbit?" * .
o or "You can'play with the' balloon first; then give it to me,.okay?" . i
- or "First I'll be the leader, then’ you can.be the leadér," or
k ) simply "My turn next." ' r o -

-
.

- The child is taking: turns (with or without words) in a play situa-
N , tion or a structured game situation (such as Checkers or Candy- ’
.land). M

S LTI
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- The child is asked to take turns er to wait for a turn (by the
teacher or another child) and s/he itTplies. i}
Y

' , 4
Examples of Takes Turns (Social)--Negative (-)

<

- The child has had a long turn on.a favored- bicycle and others are

waiting. Another child asks to have asturn, and the Chlld resists

or refuses. . ’
- The child does not wait for his/her turn in a play or game situa- .

tion, takes an extra turn, or pushes in front of others waiting for °

a 'turn. ‘ '

S - )

* promises or Bribes (Social) .

- .

This is recorded when the child ,offers material or psychological

i

rewards to another for compliance with a request. The negative use of

this strategy is to threaten someone else’ with material or psychological' .
/

Ay
’

sanctions if a suggestion is refused.
13

/
Example of Promises or Bribes (Social)--Positive (+) ,

-~ The child offers: '"I'1ll let you‘play with my car if you..." or
"1'1] be your friend if you..." or "I'll invite you to my birthday )
s party if you..." ' ¢ .

Example of Promisés or. Bribes (Social)--Negative (=) .

- The child threatens: "I won't be your friend if you don't..." or ,
. "You can't come to my house if you..." or "I'm going to hit you if~
% * you don't..." or "You'll be sorry if you don't..."
4
., )

NOTE: Compliance or noncompliance with 'bribes or threats is not
recorded as a strategy. . .

* Helps (Soc1al)

This 1s recorded when the Chlld spontaneously helps or offers help to

.

another child or adult, or responds pos1t1vely to another's request for
- I~ .

heLp.. Usually this behavzor appears to be an expresslon of fr1endllness,
affectlon, or nurturancei If the observed dhlld refuses a reasopable A
. . ,

request for help from some€one else, a negatlve is recorded. N '

Examples of Helps (SociaI)h—Pos1tive (+)

. - The child notices that ‘another child is having trouble lifting a. -
large board and spontaneously offers hel;; (verbally' or non-
verbally). . - L
125 . , -
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{\\ " » Examples of Helps (Social)--Negative (=)

I

whdth another's request to do so. When using this strategy, a child

. 128

. ,
i

'~ The Child notices .that another #hild has spdiflled somethlng and
offers to help clean it up. -

»

- The Chlld offers 6 help another child who i$ having difficulty
d01ng a mastery task.

- The child resﬁonds positively to a request for help. p

-

’

'

~ The child refuses to help another child with a mastery task.

- Another.child is carrying a heavy tray and a small piece of mate-
rial has fallen off it. The observed child is asked to pick it up
since it is near hlm/her but s/he refuses.

* Joint Effort or Combines Resources (Social)*

.

. This is recorded when the child suggests or initiates working

together or joint use of material-resowgces, or when the child complies

S

typicalIy joins forces with someone else to achieve a goal or produce a
proqgét. The negative of this strategy is to refuse joiht cooperative

effort with someone else.

Examples of Joint Effort or Combines Resources (Social)--Positive (+)

.

- The child suggests: "Let's‘paint it together" {one large picture),
or "Let's make the starship together." '

- The child suggests combining effort to do a job: "We cah both lift
it together," or "We can both clean the turtle' cage"” (both had
wanted to). .

NOTE: Joint Effort is a strategy that typically continues over gime,
since children continue to work together for a period if the
“.strategy is successful., The initiation of or initial compli-
ance with the strategy is noted with the appropriate symbol (+
‘ . or A, Ror I). (+) is recorded in each of -tlé& succeeding
15-second periods in which the chlldren actually continue: to

'work together, showing the contlnuatlon of .¥he strategy .,

+ Younger chlldren tend ' to sustain such joint efforts for

briefer periods. . !

[ x

) 1 ’ \ ¥
Example of Joint Effort '‘or Combines Resources (Social)--Negative (-)

- = The child refuses a reasonable suggestion, by another-that they”
huild a garage together, of that they use the same box of beads to
‘make necklaces.

4 “ P
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Hostile Férce (Social) . i -
This is always a negative‘stretegy because it }s a'resort to verbal

or physical. abuse in order to attain social goals or solve social prob-

lems. (Accidentally hurting someone else, physically or!psychologically,

is not inclhded.) This_ga%egory'ie recorded as A, R, or I since the

negatlve is ﬁssumed It includes using hitting, biting, grabbing, push-

1ng, 1nsults, taunts, etc., as ways of gaining soc1al ends.

[

Examples of Hostile Force (Social)--Negative Only (-)

- The child teases and tauntS'another child who has refused to play
with him/her. R

s

- The child pushes another child out of the way to get a desired %&
/ object.

- The Chlld knocks over another child's block tower because éhe other
had used blocks that the &served child wanted. .

)

Resists Rules or the Teacher (Social) !

4 -
This is a strategy indicating a lack of accommodation to the physical

¢ .

or social constraints of the setting. The observer should be familiar

with the ground rules of the particular environment so it is clear when
4 ’ ' -
the child is violating a known rule. The rules are tyéically clear and
i :
explicit; for example: no throwing sand; cleaning up at the end of an

Il

activity; no running in the halls; beihg quiet when the teacher asks for

/ . N
silence; etc. Sometimes specific constraints are imposed by the teacher
- /

for a specific activity and these should be cons1dered rules for that

activifj ‘ ‘ . .

"~ . Examples of Resists Rules or the Téacher'(éocial)-—Neoatiﬁe‘Only (-). -
-/ i v , \ N I
' ~ The teacher reminds, the child that chlldren are suppbsed to wear , ¢

. aprons when they paznt, but the child 1gnores her. :

- The children have been called to c1rcle time and all but- the
observed child are sitting in the &i¥cle. S/he has refused to come
7 and’'is hovering moodily in a corner of the room. r

f
’




—23’§\

7

.~ The children are supposed to be listening to the teacher's direc-
tions for the task that they are to do, but the observed child lS
whispering in the back .of the room. - i

-

NOTE: Although the rules and demands of the teacher are not neces-
sarily g del of justice in every cldssroom, it is important
for 4 chi to have strategies that help hlm/her get along in

¢ the classroom, so adjustment to these rules and demands is
considered important.
} ! .
Asks Social Help ) . T
’ . - “’
This is recorded when the child asks help from a peer or the teacher
R . i ’ ~———

to solve a social probléh. The request must be initiated by the child

'

béing observed and is annotated for T (Teacher) or PM/PF bEeer)¢

Examples of Asks Social Help =

- Athher child has taken the observed gﬁild's toy or other object
and the observed child asks the teacher to make the child give it
back.

- - Thé observed child asks the teacher's help because another child

won't share, or "won't give me a turn," or "won't let me play.”

Asking for help is not given’either a positive or negative
value since it is not possible to determine reliably if a
request for help is based on the competent use of available
resources, or on a lack of independent strategies on the part
of the’'child.

. , NOTE:

ERIC
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. MASTERY STRATEGIES

| 3

Mastery strategies are categorie$ with a (+) or a (-), where appro-

1 !

priate, depending ubon'whefger they show effective of ineffective
p . :

approaches to the task. More than one strategy may be enteréd in a single

t}mefslot if more than one occurs. When strategies continue over time,

they are recorded in each 15-second period in which the strategy occurs.

MASTERY PLANNING STRATEGIES \
L

Physical Setup (ﬁhstery)

This is recorded ewhen the child gives evidence of foreseeing'thé

requirements of a task by preparing space for an activity, or by gathering
together relevant materials before beginning‘the task, or by organizing

materials (laying out, grouping) while doing a task. The negatise of this
Q v .
A

strategy is recorded when the child fails to gather and/or organize

E)

materials in a task that requires this strategy, or gathers inqppropriate

materials. v -

Examples of Physical Setup (Mastery)--Positive (+)

- The child brings crayons and paper, or paper, paste, and scissoré
together before beginning a task requiring them, rather than having
to interrupt the task to get forgotten but necessary materials.
(The child may get a new idea requiring additional materials later
in the task and still have organized well at the beginning.)

-~ The child:antiéipates'the space needed to work on a task by how
s/he begins the placement of blocks (Animal Stalls), puzzle pieces,

etc.

- Before beginning, or during a task, the child lays out required
materials in an organized way 'by putting matching blocks near each
other or animals together (Animal Stalls);-by turning puzgle pieces -
over; by putting mate;ials within easy reach., N ) '3 .

&
¢ 1
‘v

. Exémples of Physical Setup (Mastery)—ﬁNegative‘(-) o,
- The child has to keep getting up’from the work area to get mate- *
rials for a task which could have been foreseen. earlier, keeps
“remembering"” new thirgs s/he needs, or gathers materials hap-
hazardly without refefence to the model (Animal Stalls).

o Y129 | {




- The child, has trouble keeping track of m~EéE1als ylthln a task,
"losing” pencils, erasers, -appropriate blocks or .animals (Animal

Stalls) -
N .

Nof®: A child without: radequate Physical setup strategies looks very
disorganized when doing tasks. . , /

ﬁ&edicts Outcome or States Plan (Mastery)

This is recorded when the child makes a verbal predlctlon about, or

-
[

states.a plan for, a mastery activity. ’ e -

Examples of Predicts Outcome or States Plan (Mastery)

- The child predicts that* the seed s/he 1s planting w1ll grow into a
bean plant.

- The child comments: "I'm going to do the gates first" (Animal
Stalls). N b

+ The chifd predicts that s/he wil§:soon finish his/her workbook.

i .
Verbalizes Rules or Task Requirements (Masté%y)

This is recorded when the child verbdlly indicates hié/hEr under- '

standing or what- is required in a prospective or ongoing task. The child
¢ 3

may repeat instructions to him/herself or others, may give verbal evidence

" of having a hypothesis about how to do the task, or'may_ggate general or
‘ i

\
.

specific.rules that apply to a task. :

~

Examples of Verbalizes Rules or Task Requirements (Mastery)

- The child repeats instrucﬁiont to him/herself, such as: "We have
to circle all the words that begin with T," or "We have to find the
rhymlng words,"_or "First I have to.get dome blocks" (Animal
~Stalls). . R

- The child glves verbal evidence ‘of having a hypothesis,about how to
do the task by saylng° "I've got to find the blggest\one first"
(seriation task), or "Every number will have a picture" (matching
numbers to pictured objects)y or "The little onés go on top"
(stacking discs). Lo ’ e . ,

. A C — .

-:Thé child states general or spec1f1c rulds for tasks, sugh
"You can't jump backwards until you are 'kinged'" (in Checkers), pr
"We Have to finish each page before going on to the,ﬁé§€f (w0rkbook
rule), or "No copylng " or "We're not allowed to use pens for our

printing."




F

* Uses Systematic Approach (Masteryl -
i

his if recorded wherlever the child gives evidence of the operation
. * ’

of a ypo’ esis or plan by proceeding in a systematic or ordered way, or

by appearing to operate with a clear notion anut what tg do next and how

'to do it.’ The negative of thi§ strategy is when the child seems to be

floundering in a task with no clear ideas about how to proceeé and is

using a haphazard or tridl-and-error approach. Uses Systemdtic Apprbach

is a Strategy which can pohtinue over time as the child systematically

follows his/her plan or approach to the task or continues a haphazard
approach. When it is unclear to the observer whether or not the -child is
using a systematic approach, the category should not be marked.

[

Examplés of Uses Systematic Approach (Mastery)--Positive (+)

~ The child systematically does the edgeé of a puzzle befote filling
in the wenter or clearly uses color or shape to guide hisy/her
choices of which puzzle pieces to try

-"The child builds in a coher nE order starting with, for instande,
the gates or the perireterjand proceeding section by section
(Animal Stalls). ' ‘ ’

4
k - The child lines up pieces in a matching task and systematically
scans up and down the lines for a "match." ‘ g
/ ~

Examples of Useé Systematic Appioach'(Mastery)--Negative (=)

- The child has a seemingly haphazard approach to a puzzle task,
picking up any piece without examination, trying pieces already
tried in the same space, .and using no eiscernible color, shape, or

size cues. ! : &

- The child” does the (Animal Stalls) task in a fragmented way,
putting one gate in place, then qptting a few animals, then

beginning a separate stall. )

.

.NOTE: If the child:is using -a éystematically wrong sprateg&,‘the

‘,CONTEXT colurn. . | , o .

<

J .

' _ obseruer -should record (+) and mote that it was wreng-in the
S A
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MASTERY MONITORING STRATEGIES s

Checks‘instructions or Model (Mastery)

ild checks (looks back at, notices;

This is recorded when the

' searches) his/her own prqgress agajnst expectations or plans, or against a
° R

. model provided (e.g., Animal §talls).

¢ {
Examples of Checks Instructions or Model (Mastery) o , . t

A

- The child checks answers to simple math problems by usinb counters
or rods. .

- The Chlld looks carefully over °the shelf to find a particular
block, or looks at the model s/he is copylng to check progress or
guide the next move (Animal Stalls).

- The child looks back to a model of what should be “done at the top
of a worksheet.

Describes or Eomments on'WOrk {Mastery) . - .

This is recorded when the child verbally notices features of the task

.

s/he is doing, or remarks on the progress of the task.

»

Exampfes of Describes or Comments on Work (Mastery) : ’ . \
Qf -= The child notices: "My puzzle is almost done," or "The top pieces
* are all small," or "I wrote all the numbers,” or "The matching’
pieces have the same color on the back." T
. 4
- The child notes as s/he is working (Animal Stalls): "All the
animals have hay," or "The cow goes here," or "This gate is round,"

or "I am almost finished." SRR

. [4

Comments on the Ease or Difficulty\pf a!Eask (Mastery)
e " ' :
This is recorded whenever the child indicates his/her perception of

how easy or difficult the task wiil be, is, or was (if j@ist over) for him/

I3

her (r;ot for somebody else). s
'ExXam kples o¥ Comments on the Ease of Difficulty of the Task {Mastery) ;Zfi\
A : - The Chlld notes as.s/he breezes through a task: ‘"Th;s‘is'easydf or .
as s/he’struggles with a task “"This is hard for me," or MThis is o
too hard for me. » ' . . < '

- The child says about a task suggested by the teacher' "That will
be hard " -

L4
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MASTERY ACCOMMODATING STRATEGIES

* Revises Action or Takes New Approach (Mastery)

This is recorded when the child noticés that something has not worked

[3

out and-changes his/her approach to the task or cokrects errors. The

negative of this strategy is entered if the child's revision is 1less

. effective, -or if the change is from a correct responée; action, or
L : . .

' Fine Tunes (Mastery) * , o

approach to an incorrect one. -

I~

<

Examples of Revises Action or Approach (Mastery)--Positive (+)

- The child is matching small pictures of faces. After putting

several together, s/he notices that they are not exactly matched
and corrects them. ) ’
. UM
The child .notices that something in his/her (Amimal Stalls) con-
struction does not match- or is not in the.right place (gates in
wrong order, or:animals in wrong stall), and corrects it.

Y
The child has been trying to use shape as the key in doing a,
puzzle, but notices.that the shapes are all very similar and 4t is
not working well. S/he switches to using color as the key and it

works better.

> \Exambles of Revises Action or Approach (Mastéry)--Negative (=)

&

- The child has been underlining rhyming words correctly and is about

half finished with the task.. S/he suddenly switches' from a strat-
egy of saying the words aloud to check for rhyming to a strategy of
selecting words that begin with the same letter. (Note that in
this case both approaches are systematic and would be scored as a
continuing positive Systematic Approach, but the new strategy would
be accompanied by an annotation that it was incorrect. The switch
N at,
would be scored as a negative Takes New Approach.

The child has built part of the structure correctly (Animal Stalls)
but takes it all apart to correct a minor mistake involving only
one block. o ' .

The child "corrects" a correctly placed block or animal making it
wrong (Animal Stalls).

ne

\ ]
A 4 1

This is entered when:;pe qhild carefully adjusts some part or aspect”

of -a task. The. child mdy élign blocks more carefully, puéh together .

puzzle pieces that have come apart, or erase and rewrite written work.

-

1355 ) ,
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Aruitoxt provided by Eic:

Examples of Fine Tunes (Mastery). \ Cu .

- The child notices that all- her/his printed numbers are not evenly
spaced and erases some to correct this. .

- The child straightens the gates so they line up efie}lly, or adjusts
the animals or hay so that they are not touching, (Animal Stalls).

+ The child noticesm&‘his/her staircase of Cuisenaire rods is not
‘perfectly straight and fixes it.

w

Asks Mastery Help

A -

“ P

a

This is recorded when the child asks help from a peer or- the teacher
o v ,

‘to solve a mastery problem. Again, the child must be the initiator of the
request. - -~y ’

-

Example of Asks Mastery Help .

;

- The child asks how a certa.in mastery thk is to be dohe, or askg
for help in the midst of a task because s/he is having trouble.

«

4
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¢ OUTCOME -
COMPLETION CATEGORIES : ) ~
. . ] . -
Completes
" . This is recorded when the child clearly finishes or does all parts of

a task, whether or not the parts are completed successfully. 1In the
. ‘/ -
natural setting, if the child has not completed a task by the end of an

»

observation, but has been wb;king steadily up to that point, Completes is

entered so it will not appear that the child failed t& complete the task.

e @
* . Incomplete . ‘ . ' s

Tﬁis is recordéd whenever the child does not complete all parts Of
thé task even if the parts done are all correct.v In the natural setting,
when the end of an observatioﬂ cuts off th; end of a task, the child is
given the benefit of the doubt if s/he has been working steadily. If the

child has ofégn been distracted, the task should be entered as incomplete.

Not Applicablé

L4

This is recorded when for some reason the observer cannot determine"
- - whether or not the cﬁild has coﬁpleted the task, either becég§e of the
nature’ of the task or the nature éf the ciréumstances.
SUCCESS CATEGORIES - ) -

P4

all Perfect , )

This is entered when there are no errors in the task upon completion.

The child may have made errors whide doing the task but all have been

4 )
. . LY

cdrrected.

Nearly Perfect . B ‘ ' ‘ - |

2 [} )

This is recorded- when the child has done most of the task . dorrectly

and has clearly understood it.

s




About’ Half Right

& .

K' This refers to any degree of correctness between Nearly Perfect and ?

, Less Than Half Right. ° R

’ - .
‘ Less Than Half Right

+

This is recorded when more than half "the parts of the task are
» ' , N F}
incorrect. P .
. i
NOTE:. In the Animal Stalls task,- a Completion Success Index -is
) calculated by dividing the number of blocks, animals, and hay
R : correctlyﬂgiji:d by the total number of blocks, animals, and

' - hay in the\model. The degree of successful completion is
therefore theNproportion of items correctly placed, thus:

»
- Completion Success Index = N items placed correctly
, ¥ R , Total N items in model

) A separate index for the basic plocfﬁstructurq alone may also
' be cdlculated. -~ ' -
. EVALUATION CATEGORIES . g
Praised - - T o ‘

) This is entered with (for Teacher) or PF/PM (for Peer) whenevef

» - 1

the child is praised for any re sbn, whether solicited or unsolicited. It

isdgﬁually clear from the INVOLVEMENT entries whether the child was.

ised for a mastery,or a social activity. Notes in the CONTEXT sgctiontﬂ
. L]

’ . [ ‘ ¥
can make the reason explicit. . =
. Criticized ' « A . ‘
‘ This is recorded with a T (for Teacher) or PF/PM (for Peer) whenever
‘ thet child is criticized by another for any reason, whether solicited #r »
. ' , . i ' ‘2
Yo T unsolicited. ’'Again, it is  usually clear from the INVOLVEM}NT entrigs .
. v " ) ’ . ‘ K
- \ I} ¥ !
) . ' whether the c¢hild ‘was criticized for* a mastery or a social actiwity or
\ v ' \ . A
R , 45, N v . . &‘ . N
, . not being engaged, and notes in thé CONTEXT section c¢an make this . N
. \ ‘\' \ oo . o \‘ . .
) explicit! . o ! Ty

P v | .
. . 4 M .
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~

- Corrected .

{

This Is entered with a T or PF/PM (as above) wheneVer the child is

. - _ . .
corrected for any reason.” “The INVOLVEMENT entries should clarify whether

the child was corrected for a mastery or a soctial activity, and -notes in

the -JONTEXT section can make it explicifl'

1gnSTed . | )
This is entered when the child's atéempts to get a response from the

teacher or peers are ignored. - The INVOLVEMENT marks should clarify

»
s

whether' the child was iénored in a social or mastery context, but notes in
3 H . ‘

the CONTEXT section/ can make this explicit.

-
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November 1981 ’

' . i 610 WEST 112TH STRERT
NEW YOAX. N.Y. 10028
PHONE: (212) 683-7200

,u.:ru:antx *
/
Your Head Start center or school has agreed to cooperats with us in a project .

that is desighed to find ways of msasuring bow effective Head Start programs are
for children. hmwimwmmwmuhmmjm.

The Administration for Children, Youth and Families (ACYF) of the Unitad Statas

« Yor the past saveral years, ACYF has
ss the countxry with Head Start parsnts and
tsachers and with experts in child davelopment
t. Sead Start is expectad to help children. As a '
daveloped that axe relavant and responsive to
tions it serves, and that help give a bettsr

College of Zducation, is cne of four ocrganizations
that has a contract with ACYF to davelop some of S8 nev mesasures. We are
developing measurss of childran's stratsgies—~how dren organize what they do
in purposeful ways. These measures will be used with children aged three and four

who are in Head Start programs, and with chil six and seven years old
vbommsuremduusinpubucw yz:

To £ry out our msasures, we will be cbserving children in Head Start and primarzy

school classrooms. ' Soms childran will alsc be taken cut of their classrocms to

another room in the déntsr or school, to do some tasks, for example, building with .
blocks or matching objects. The tasks we ars presently consid.:ingmdamibcd ,
in the attacted page.

Please complate the Parent Consent Yorm below, datach’ it and send it back to ygur

mdsurcc.nworschoolu.oonupbuibh. Thank you wery much. ’:2,
Yours sincerely,
> . - " Doris B. Wallace, Director '
’ Applied Stratsgies Project
—_— Bead- Start Measures Devalopuant o,
----vc-c---cccc-;‘--cccc-c---cc-cc--c-c-cc
PARZ\E!' COMSENT FORM
D YES. I am willing to help in this project and give consent for myM
to be fnélrviow‘d
. (child's name)
D NO. ' do not wish my child to be interviewed.
' ' (child's name) ’
— . A . R
] ’ - . L
N (signature) . "
[ -

(relationship to child) "~

(date)
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EXCATICN

Head Start Measures of Children's Strategies: Overview 610 WEST 112TH 'STREET
g NEW YORK. N.Y. 10025

PHONE(mZ)OGSJZOO

®

c:",. ¢
The aim of thls project’ is to develop measures of children's strategies, that is, how
they organize what they ¢an do in purposeful ways. We plan to observe children in
their classxoom and also to ask some of them to do some tasks in a separate room for
about 20 to 30 minutes. We ‘will ask two children at a time to come with an inter-
viewer. The activities they will be asked to do will be interesting for them and
will be suited to the children's age. -

We are in the process of developing these. tasks, so they may be changed depending on
how the children respond. We will be asking children to do one or more of the follow-

ing tasks: ) .

’ Construction Tasks ‘.‘ )

¢

The child will be shown a simple model construction and asked to make a copy of
the model. The materials will be small blocks of different shapes and colors R

and miniature animals.

Pretend Stories

The child will 'be asked to talk about what might happen in a variety of pretend
(make believe) situations that can happen in everyday life in school. Bach child
will be shown a picture and asked to tell about it. For example, )

"here is a plctuze of a boy who is doing some work in school
and he gets stuck. He doesn't knqw what-to do next. What T,

could he do?"

Number Board )
—_— . ..
The child is given a number board and a.series of jars. Each jar contains ten
numbered tiles and is labeled. For example, the jar containing tiles 1y 2, 3,
4, 5, 6, 7, 8, 9, 10 is labeled 1-10. The task requires that t@g_ghlld place

each numbered tile in the correct space on the number board. A model with the
numbers filled in is also proyi ided. Younger children will be given a smallex

set of numbers, up to lder children may be given up to 50. The children

can count, or match YHZO ey do to the model.

T Object Match

The Chlld will be asked to match objects in columns or rows from a model. This

‘ task is similar to the number board but uses objects rather than numbers. - The
child will be shown a display in which objects are arranged in rows or columns,
or both for the older children. The objects will have magnetic backs. The
board is magnetized so that the objects can be moved but will stay in place on

[l the board. ( . v

Wowm 7 1a)
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) 610 WEST 1127 STRERT
. NEW YORX. N.Y 10028

PHONE: (212) 663-7200
Queridos Fadras:
.

‘La escusla o centro de Nead Staxt adonds asists su hijo(m) ha consantido en
mmmmnmu&ﬂpqwuﬂmmwap&iwbuxumdn
; ., evaluar la eficacia de los programas que ofrece Head Start a los niXos. Eacribimos
ommmpﬂkpu&ym&nomom.

A mw-akchduiumwhmtmnlmcm”:olmﬁnd‘
"Adnipigtration foxr Children, Youth and Families" (A.C.Y.Z.)y del mansjo
w de los fondos de Nead Start haestado organizando naciccalments, (wozkshops)
' en donde padres y maestros de m,m-uommﬁbm‘ywu

N e los campos de educacidn y desarrollo de nifios, han estado discutiendo los
m-wum-amm Como consecuencia, se estin desarrollando
Wudihlqumnbntjumymn‘smmammd.w

start ¥ a sus diversas poblaciones, 3ino que tambisn rindan informacidn »is adecuada “
ea cuanto a ayuda Nead Start a que los nilcs en sus programas sean més

competantas escusla ¥y e la vida diaria.

mmmm«um&m,umummmm.mmm‘

por (A.C.Y.Z.) para desazrrollar parts de estas nuavas medidas. estanos
wmmmu-‘w.mmupuzym tegias O sea
, la manera en que organizan los nifos sus actividades paza el to de algun
fin. Eatas medidas serfn utilizadas en Nead Start com niflos 3y 4 atos da

od-dyconni!ald.cinco, nhymdold.odadqumunudaakadsuxt
ymmmuumﬁbucu

Paxa poder complsatar el daserrollo de estas msdidas iu-ol,’;'rpu-obnlu.'
25to requiers el uso de cbservacitnes de nifos en clases de Nead Star: como
tambifn en escuelas piblicas. Sa harf necesario que alqunos nifics nos acompafien
mmnl&d.chuspcodat:oddli-ocutmod.nn-omh,am

+ Iugar mas callado o para no molestar a los demds nifos en el saldn de clase, donds
mm-wwmoquo ccumccnhmqmaomobjotol. Las

- mmom-mmmmuummamu.

& Por fivor cqhudtmmquwm debajo lo mas pronto posible, dando
. su parniso para que su hijo o hija participe en ests estudio. . .o
: 7 B
. Le agradecesos much{simo su cocperacidn. ]
Atantamente,
. Doris:B. Wallace, Directora .
. i : Projecto de Medidas de Estrategias . .
Medidas de Desarrollo Head Start

PORMULARIO DE PERMISO ) -
___' Si. Yo quisro cooperar con esta proyecto y doy mi permiso para que ai hijo(a)

sea entrevistado(a).
Nombre del nifio(a) 7

D ¥o. Mo quiero que ai hijo(a) ! . sea entrevistado(a).
Nowmbre del nifio(a)

Firma del padre o persona enicargada.

- -1 4 J Parentesco con nifo(a) ‘

P . Lo

Aruitoxt provided by Eic:
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Resumen’ de Medidas 2

et 2T

, o . 610 WEST 112TH STRERT
. . / NEW YORK, N.Y. 10028

El propésito da’ este proyecto es el desirrallo de medidas que puedan captar las
estrategias o sea la manera en qua organizan los niflos sus actividades para el §
cusplimiento de algin fin. Estarsmos cbservando nifios en sus clases y también
cbsarvaremos unos cuantos nifics por unos 20 a 30 minutos fuera dal salén de clase
pero dantro del mismo centro o de la misma escusla, donde les daremos tarsas que
bacer. Los nifios encontrarin estas tareas agradables @ intaresantes y éstas serdn
adecuadas para su edad. : T '

¥ ~
b
'y ¢

Como estamos todavii experimantando tratando de dncidié' cuales tarsas usaremos, e/stas
pueden cambiar dependiendo de las rsaccicnes de los niilos.

. ' 5 .
A continuacifn describimos las tarsas que serin ensayadas, Se pediri a cada nifio
< " que haga una o mis de estas tarsas: S -
Tareas de Construccién e .

Se le mostrari al nifio' un modalo lcngilloyuh?dixjiqueconstruyamcopuda
ests modelo. Los materiales que se usaran son pequeiics bloques en diferentes formas
y colores. .7 , .

' i
.

*

-

,

Situaciones Fingidas 2

Se le dir al nific que hable acerca de 1o que podrid sucedsr en una varigdad de
_ situaciones fingidas pero que podriin suceder. . Se le mostrara al nifio vha fotografia
- y se le pediri que responda a la situaciSn. Por ejemplo, "esta es una fotografia

de un nino que esti baciendo jun trabajo o una tarea en la escuela y no pueds avangar

por dus encuentra que no resolver un probfm ‘que se le presenta. El nific no

sabe que hacen. Que podria hacer @l nifo?" - -

Pizarra de Nimeros g

Se le dara al nifio una p a y und serie de frascos.'Cada frasco tiene una etiqueta
con los nimeros conteni en ess frasco. Cada frasco contiene 10 piezas y scbre
cada pieza hay marcado n(mero. Por ejemplo. E1 frasco que contiene las piezas
172, 3, 4, 5, 6, 7, 8, 9, 10 tiene en frente una etidueta inscrit 1-10 y _dantro

de este frasco cada pisza tiens un nimero escrito de 1/a 10, La tarea sera que el

- nifio coloque cada pieza scbre el espacio de la pizarra que le corresponda. Se le .

dar§ al nific un models para que lo use como guid. A 1os nifios menores se les pedira
que llenen los espacios sobre la pizarra hasta 20; a ips mayores se les pedird que
lleguen hasta 50. Los ninos podrin ya sea contar o .guiarse del modelo.

. Compa.ricién de Cbhbijetos

¢ .

Se le pediri al nific que busque los pares de los cbjetos que aparecen en .las filas o

columas de un models que seri suministrado. Esta tarea es similar a la pizarra de

nimeros excepto que ésta usa objetos en vez de n(meros, Se mostrara al nific un models

en el cual los cbjetos estin accmodados en filas o en colummas. Para los nifios majores

los cbjetos estardsn acomodados en filas y en colummas.' 'Los cbjetos tendrdn magnéticos

' o & revés, - La pizarra seri magnetizada para que los cbjetos puedau ser movidos de un
EMC lugar a atro y al mismo ti,mpo puodan permanecer pd'qaa?q sobre la pizarxa.

e . . PHONE: (212) 663-7200
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. ' Bank Street Coilege- of 'lfzaucition
", Head Start Measures Development Project
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HEAD START CENTER INFORMATION SHEET %

NAME OF CENTER:
ADDRESS:

TEL. NO: (

DIRECTOM:

ASSISTANT DIRECTOR:
' EDUCATIONAL COORDINATOR:

HOME BASED
« NoO.
CHILDREN




i

7 . - . , *

.

_ NAME OF H.S. CENTER

) HEAD START CLASS LIST.

-

»

AGE OF CHILDREN

—————

- TEACHER 1 AM.
ASSISTANT OR CO-TEACHER . ' gt / PM_
- 1 [
AIDE
/
. SEX|D O -B|ETHNICITY | LANG| ENTRY PQRETHER ; ’\/
CHILD'S NAME M/F
/E|D/M/Y|BICTA DOM | DATE | o OTHER
i -
g 7"
y
i ¢ [
/
FS
\ . -1 :; ©
o
~ ”
J

D O B = date of birth (day/month/year)

ETHNICITY = B=Black H—Hlspanlc (please indicate area of origin if known
' C=Chinese e.g., C=Caribbean, PR=Puerto Rican,
.. .A=®Anglo sA=South American)

LANG DOM = ‘langpage dominance (language child prefers)

ENTRY DATE = into this center (month/year)

OTHER PRESCHOOL EXPERIENCE = if known (yes, no, don't know),//

OTHER = please indicate any savere handicapping cond1t¥ons or other unusual

circumstances.

Information given by

s} mank Street College
[]z\ﬂ:ead Start Measures’ Development Project

-
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Date

"1




\

’

-

Bank Street College of Education
Head start Measures$ Development Project

'

~

r

a

, -

PRIMARY SCHOOL INFORMATION SHEET

»

~
NAME OF SCHOOL
ADDRESS ‘
TEL. NO. - ( ) .
PRINCIPAL )
ASSISTANT PRINCIPAL
N AN
Grades # Classes # Children AM | PM Classroom Teacher
Kindergarten 1 ) ’
N
2,
3 ‘ ) .
4 ’ ’
P
First ' 1l
2 &
3
— 2
4
Second 1 »
2
3
X 4
Information given by ‘ Date




PRIMARY SCHOOL CLASS LIST

<~ af 4 “ v
NAME OF SCHOOL : GRADE S
TEACHER CLASS # ——
ASSISTANT OR CO-TEACHER ‘ . AM
OTHER TEACHING STAFF - ' ' PM
T - [ T
2 _SEX'D O B|ETHNICITYiLANG! ENTR IHS EXP
. CHILD'S NAME - ‘ M/E D/M/Y|B CzA H DOM} DATE N/N/DK Q?HER
7 4 ‘ _/ 1
( i
| e
i
! :
B '
! *
!
| \ '
N |
P
;v; L -
N
\
+
| c
F— N 5 J
Xey D.O B = date of birth (day/month/year) -
s ETHNICITY = B=Black H=Hispanic (please indicate area of origin if known

C=Chinese .

A*Anglo

LANG DOM = langudge dominance (language child prefers)
ENTRY DATE = into this school (month/year)

H.S.Exp=was child in Head Start before -entering primary school? (yes, no, don't know)

e.g., C=Caribbean, PR=Puerto Rican,
SA=South American)

OTHER = please indicate any severe handlcapplng conditions or other unusual
circumstances.

Information given by

- Y

zj“ Bank Street College

— 145
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child

Teacher

Class

Teacher Rating Form
-~

We want to ask you a few questions about the ch;.lgren we have been seeing.

First of all, are the dhildrcn :tn this class/center used to having visitozrs?
= b Y
. very often (weekly) __ccasionally (1/month) seldom have visitors .

I'd like [to ask somdé questions about . . 1s he/she a child who:

gets along well with of:hor -g:hildren; :Wz:y well _ ‘average __not too well
‘ enjoys school?' ‘___very much _‘_av'era.ge __not.much . L.
likes to try new things/activities? __ yes ___sometimaq: ___not at all

(what preferred/not preferred \ l ‘ N\

e \C
is generally c\Qpera.tive with other ‘childrSn? *__yes sometimes - not

is generally cooperative with you, the teacher? __ ves sometimes not ve

' I .

is a leader in-the child group? yes somet imes hardly eve
keeps at something or is likely to give up if he/she is havixi’g difficulty?

- __ persists mixed ___dives up

A , )
8. can Si‘lift gears when circumstances change (e.g., is flexible, takes another
* “approach to a problem)? mostly yes. sometimes mosth&q

9. is likely to plan and think ahead, or acts more on the spur of the moment?

plan’ ahead ~ -spur of the moment b

AY L]

is likely to finish what ghe/he starts? mogtly ves . sometimes mostly no

L]
.
-

11.  is easily 'distractpd‘i\\ yes no ¢
L ot .

¢ 12) In general, would you sa.y' that (this chil(d) feels pretty good about her/himself?

A ]
\ yes i mixad no, poor self-image -7 ‘

x

in school-related tasks high average low for his/her age

13. w would you judge this child's gefxeral competence?
)

a

b) in social interaction MHigh " avy, age low for his/he( age




