DOCUMENT RESUME

ED 283 613 PS 016 655

AUTHOR Holloway, Susan D.; Reichhart-Erickson, Marina _ _

TITLE The Relationship of Day Care Quality to Children's

Free Play Behavior and Social Problem Solving
o Skills.
PUB_DATE 87_
g:ejig,;j;i,:; !op; - - - z - - - -
PUB TYPE Reports - Research/Technical-  (143) --
Speeches/Conference Papers (150)

EDRS- PRICE - MF01/PC02 Plus Postage..

DESCRIPTORS Classroom Research; *Day Care; Day Care Centers;
Early Childhood Education; *Educational Quality;
*Interpersonal Competence; Nursery Schools; *Play;
*Preschool Children; *Problem Solving; Social
Class

ABSTRACi' - - _ - __ - - i [ - -
- - & total of 55 children attending 15 day care centers

and_nursery schools parcicipated in an investigation of the -

relationship of day care quality to 4-year-old children's activities

during free play and to their knowledge of social problem solving.
The study also. consideread the extent to which-sccial class mediated
relationships between variables. Day care quality indicators included
quality of interaction with teachers, arrangement of the physical
space, spaciousness of the environment, appropriateness and variety

of the materials provided for play, quality of the outdoor area,

group size, and child-teacher ratio. Social problem solving was

assessed using a social reasoning procedure adapted from that = -

deveioped by Spivack and Shure (1974). Children's answers to-a social

dilemma were coded using Rubin's (1981 ) categories of prosocial ard

antisocial responses. A measure of social class vas formed by summing
mother's and father's education-and occupation levels. Relationships

were found between dimensions of environmental quality and children's
absorption_in solitary play and knowledge of social problem solving.

Most of these rclationships held up after the effec.ts of social class

were statistically removed. (Author/RH)

bt T T T T T YT T T YT T T T YT T T TS T P o TP e PP e p e

*  Reproductions supplied by EDRS are the best that can be made *
3,,,,,,,,,::;;:: ------ from- the- ériﬁxiii -document. @220 00 f
***********************f*ffffff*f‘fffffi*******iiiii;iii;iiii**********




ED28361

i

e
O lucalons] Resmc tng g
E NALRESOURCES reensrovoment
~. - CENTER?E;&%,’NFORMATION

7K ime cocimant hag e rw i -

- _N_D0¢ ®produced a3
 ongmanpa o™ M8 Geraon or crgameciad
(=] Ming CHBNDER e o oo
— R et s SR : e *55;%33?52;:5 been made to mprove

© appear in the Early Childhood Research Quarterly: = —
To appear i : Qu y . 2%«:'18;;!7\:3Q{opmwnsllaledmlhusgaea,

! do_nat nece, cinlMs ac
OERI position or Do’h'gy' tly represent officigs

The ieiatibnsﬁip of Day-Care 5é£iiéy to Ehiiéféﬁié
Free Play B-:avior and Social Problem Solving Skills

Susan D. Holloway and Marina Reichhart<Erickson
Department of Human Development
College of Education

College Park, MD 20742
(301) 454-2036

1537

“PERMISSION TO REPRODUGE THIS
MATERIAL HAS BEEN GRANTED BY

TO THE EDUCATIONAL RESOURCES

INFORMATION CENTER (ERIC)."

Running head: CORRELATE

- R LT T v . I [,
o R - e — — N e — —




zseknowieagements
We thank GreEa Pein and Bruce Pullér for tneiz
insightful comments on an earlier draft of this

article. £eri Berner and Susan Ke:shnér p:ovzdeé

valuable help in collécting the da& Tﬁis work was

partially supported t&rough a grmt from Unive:sity af

Maryland's Graduate Resesrch Board. Funds for data

a.nalyiis were proviaea Sy the Ctmputer ‘Science Center
at the Bnive:sity of uaryhnd;



Correlates of Day=Care Quality
2

Abstract

The reiet:onsﬁip of dey-care quality to four-yeez»oia

children's actzvities during free piay and their

know]eage of social prebiem soiv:ng wes 1nvestigated

F;fty-five cﬁiiaren attending fzfteen day-care centers

and nursery school perticipaned. Bay-cere quaiity

indicators incluéeé queiity of interaction with

teaehers, erfinééiént of the physical spaee,

specioésness of the environnent, appropriateness and

variety of the materiais proviaea for play, quality of

the outaoor ares; group size. and child-teaehe: ratio.

Reiationships were found between tﬁese Eiﬁensions and

sociai prebiem solving. noit of these teiationsﬁips

held up uftet the effeets ef :ocial class vere

statistieaily removed.
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The Relationsﬁip of bay-Cue Qual;ty to Ch:;iaren S
?ree Pley Behavior a.nd Seei& Problem s::a;ving Skill

Children :i;n many an—care centers spend mueh of

| ..ﬁiii aay in free play activa;ties. Wﬁat features of

the énvironment ae..emi;ne whetber their time is spent

wa:iaer:ng aimleésly around the room, or in mBEE

: in a bmiaing nto;e't or ex?tinentinq with coio:s at

‘an easel? inm -act, cuzrent Enbwieage of the impac.. of

day-care quaiify on child:en's béhavio: is quite

1imi£ed. Certain st:uetnra& tnaicatots such as g:aup

size, aduif-«:ﬁﬂa ratio, and Clrﬂi?ét tn&ning have

been linked ra clais:eea beﬁavio: (e.g., Howves &
Rabenstei;n, 1985: Vandell & Puwus. 1983), but &iﬁfie

is known a.bbut why Ead hew these environmental
variables produce such effects. Our goal was to
examine more care'ully ce:tai—n &spects of the dif-cifi
envi:eament 1:H:e1y to affect « child:en's behavie: éufing

free play and their knowleége ef sociai ptobiem-
sbiviﬁéa In parﬁcnié:, ve assessed teachers' style in
inte:actlng with child:en, 2nd such aspects of the
physical envitonmenf as room size, apyrogriateness ané
variety of available mterials, &nd &trangement and use

of space.

3,1

.



Correlates of Lay-Care Quality

Our interest in children‘s free piay activities

focused in part on whether their interactions with

peers was characterized by cooperataon and engoyment or

by tension and aggreesion. The tenaency of children in

dey-care to be more aggresrive than those reared solely

at home has been noted in ﬁanv studies (aee eiarEe-

Stewart & Pein, 1983 for a review). While there are

conflioting opinions as to whether day-cere children

are manifenting overly-eggressive behavior or an

emerged as one of the few potentially negative

characteristics of children attending aay-care. Thus;

further investigation ia varranted of the conditione

unéer whicﬂ cooperation versus aggreeeion flourish in

the day—care envirenﬁent.

Also of interest vas how the environment fosters

:chilaren 8 ahﬂity to engage in solitary play Eor
sustained periods. There is no hard evidence that the

day-care environment aiscourages such feeused

attention. In fact, children who attené aay-care

virtually every cognitive measure (01arke-Stewart &

?ein, 1983), suggesting that the environment fosters
acquisition and practioe of inteiiectuai activities.
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Yet anyone who has been m 2 aisorgnnized center

realizes how éifficuﬂ;t it can be for a chiié to
eenpi—ete 2 puzz e, for éxample, when tﬁe puzzies ifé

kept in a busy area witﬂi many distractions, when séﬁ;

attempt to interveae. ?exﬁap: the g:owth in cos;nitive

skﬂls e:ﬁiﬁi*e& by children in éay-eaze is even more

aramatic :Ln ccnte:s wheze tﬁe envii&nient fosters

In addition te aeteﬁ; Seﬁavio: exhibited in day-

care settings, we were interested in children's
reasoning about social issues. Evidence from training

studies inaicatei that « children can be taught how to

take the ﬁiiﬁctive ef tnoEEe: and bow to gené:ate

st:ategies for soiving an intérpe:senai aﬂenma (é.g.,'

Tanotti, 19783 orlick, 1981; Spivack & Shure. 1974).

Bowever, wﬁﬂe comparisons of the values ana

expectationl held by prescliooi teachers and mothets
iadicate thaf Eeacﬁers are garticula:ly ﬁtéiéééé& i.n

foste:ing coope:ation and inéepenaence 1n children

; Gb’fﬁi—n, & ?nﬁer, 1986), féw studies liave investigated
how they app:oach these goais in im:eractions with
young children. Our gu:pbge was to pinpoint the
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may nurture skills in resolving 1nterpersonei dilemmas.

Two elements of the environment were identified as
most iiﬁéii to relate to children‘s free play

activities ena knowieage of sociel problem solving.

interactions betﬁeen chiléren ena eauits in dey-care

settings (Eiz&ra, fﬁiiips, & Plewil, 1976b), it is

iiriiy tﬁat the teacher'i behevier affects iBéiii

to cooperate with others or how to deal with feelings

of 2 enger, sadnese, or frustretibn. Teachers elsb

influence ehildren's social behavior end knowleﬂge

inairectiy through the model they presenf for how to

treat others. Children are more 1ike1y to become
soeieliy compeEEEE when their teachers intereet wifﬁ
Eﬁéi in a friendly, cbﬁrtééﬁé, ena responsive manner,

and ﬁhén discipline sEretegies are not abusive or

humiiiating (Rﬁbinstein & Bowes, 1979; Steiiings, 1975;

?rescott, abnesp 5 Kritehevsky, 1972; also see a review

by Phyfe-?ethns; 1981); In eﬂditibn to modeling

ol e
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turn shapes his or her int eraetions with others. In

this study, we examined numerous aspects of teacher

Séﬁiéiéi; including fesi,onsiveneu, warmth, control

strategies, develepmenﬁaﬂ; expectations, and
facilitati;on of érozcci&l béhaviet.

The arra.ngement a;na cﬁtracteristics of thé

?hysic& environment may be a second important source
of influence on chﬂd:en's Be’ﬁavioz' in day—circ.
cbmponents of Eﬁe pﬁyuicu cnvironmeat include the

| emount and a:ra.ngemcnt o£ space, va:iety of activities

providrd fo:; amount and qnauty of pliy mteri;ais, and

p:evision for p:ivacy. Some. stuai;es indicate that

children's :Lntcnet&on with peers is tnhaneed when

the:e is enongh spact to pliy witﬁéﬁﬁ S;nte:fe:ing with

others, an adequate number of & toys. and small enclosed

spaces suit&bie for smm group inﬁeraction (Phyfe-
Perk:lns, 1980; Smitﬁ & eonuony. 1980). Keiiéﬁéf;

éiirke—Stewa:t & Fein (1985) min:hnize the role 6?

materials in affeci:ing sociai competence; arguing that

utetiﬁs which foster sacial interaction are more

communly fbund in hb’ﬁés Eﬁan in centers, yet ehﬂaren

in centers manifest g:eatéz soeial competence than
4cﬁﬁaren reared soleiy at home. eoncetuing focusa
solitary phy, there is some evidence that cliﬂaféﬁ’
t53;1 ity to fucus an an aetivify may be enhanced by

s
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physicnlly-beunaea work spaces, cleer peths between

ereee, and accessnbility of meterieis (Montes & Risley,

Krztchevsky, 1972). Little or nothing is knewn about

the effect of the physieel environment on socinl
problem solving knowieage. It may be sPeculnted thet
chiléren whose 1nteraetions are fecilitatea by a well

aeeigned envirbnnent hnve moze oppertunities to acqnire

oppotfuniii;; to g prnctice and test the views that they

have developed

In much of the ptevious wo:k on aay-care qunlity.

the socinl cleas baekgtouna of the children hns not

expenses of :unning a center are usunlly 9a§sed aleng
to the parents. In 1ight of the relatiens between

social elass and play behavior (Pein, 19817 Tiznrd,
Philipsp & Plewis, 19763), it is pbssible thnt the

association between day-ca:e quality and cﬂﬁaren's
play is mediated by social class differences. In this

study, we eonsiaei Eﬁé iossible role of soeiei class in

-
&
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children's free play activities and social problem
solving competence.

In sumnary, the follbwing questiens vere aaaressea

teaeﬁer-cﬁﬁa interaction and of the physicai

environment was asseciatea w:tﬁ the natnxe cf.

ehiiaren's f:ee §1i§ ;ctivitiﬁi (i.e.; pesitive

eractioa with peets ’ ncgafive interaction with

naninvolvement;. The telaéisiiﬁifa of these ¢ quality

ma cators to cﬁﬁaren's knowledgé bf soei& p:oSien

v:hethéz theso rehfionsﬁipz wvere mediated by the seei&l

ciass Eackgrdund of the fimily.

Method

rifty-five ehﬂaren participated in the study, 30

Sayi and 25 girls. Their average age was 53 months;

:anging £rom 48 to 59 months. Two of the childzen vere

Siacli, one was 2 Asian-merican, :na the rest were

Caucasian E’he mothers averaged 15.9 yea:s bf schoeliag

(sD 2..,8). All but siz vere émpleyea at least part-
time out of the heme, Eﬁe masority in white uolla:

positions. In £ive of the fanilies, the faﬂier was not
present dne te ée&tﬁ or aivorce. The fathers in the

Jmat
e
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remaina;ng 50 families had attended schoei for 16462

years on averagé (SD 2 69).

The chilaren were enteiled in 15 prééchools ana

operated, Pour of the sehocil;s were traditional nursery

schools, effer:mg a morning program Séveru éeys 2

week, Seventeen of the children in the sample were in

this t type of schoelf 'rhe remaining 11 were day-cate

centers. Of the 38 childrey attending one of these

ééﬁtéfi, 29 attended fuil time, wﬁﬂ;e 9 attended fo:

several houxs two or Eﬁree times a wrek. In oréet to

examine the possibility that children's Enowiedge and

behavior may be differentiaiiy effectea by day-care

qual;ty depending on the amount of time s'pent in

alternative care arrangements; the number of ﬁouzs in

out—of-the-home care was ascertained from the mbthét.

One classroom pet school was observeﬂ. The number

of target children per ciassroom varied from 1 to 8, :

with a meaian of 3* Each of thé 15 ciiﬁéf’a’éﬁié was

rated using three scales frem the Early Childhood
Observation Instrument (BGOI) (Btedekamp, 1985).

teaeher-eﬁiia interaction, child-ehild interacfien, and

physical environment. Binor modifications were made to

each scale to taﬂor it to the objectives of the stuay;

12
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two items were bmitted ana fouz ptirs of s;mzlar items

were collapse&f To provide a more f;ne-g:aiaea

iiiééiiéﬁé f r-pbint rather Eﬁan a three—point

Each ciassroom was visitea on at least three

oec&sions fora mini?nufn af half an hear eacﬁ visit.

The visits were generally carried out From one to three

weeks apart, After the final visit, the zeez vas
completed Inte:ebservex :eiiaﬁiiity was computéd for

across t thc 19 items vas 89?, witﬁ a range of .60 to

.90, The Biiy iten 1 falling below .80 was "A variety of

;5; apprcpriati materiais ana equipment is accessible

to children.” ,
Behavioral observations were obtained during two

2B-m£nute sessions conducted duzing £ree piay time on

two diffé':én’t éEYE. Eﬁﬂaren's behavior waﬁ observed

£or 10 seconds followed by a 3-5 second break in which

the observe: eadea Eﬁe behavior as falling prima:ily

inéa one of the fclloﬁing eategories: interaction with

téachéf, pesitive 1nEeriE£i8n with another child,

negative interaction with anethe: chiia, piaying by

§é1f, observing ofﬁe: cﬁiia(ren) or teacha:,

13
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from one 1ocation to anothér. Examples of behavior

faiiiié into ¢ each category, iioﬁé with mean rates of

occurrénce, are presenteé in Table 1. Scores fer eacS

catégory vere aéfiﬁéa by divzding the number af

instances of behavior in the ca:ege.y By the totzl

number of intervals scored anring the two observation

periods;

Iuterabserver :eliabilify was established among

the tbree raters Ey Eaving each rater obsetve and coae

EFive nonexperimentail children (approximateiy 320

intervals) with a seeona rater. Percent agréement for

the two pairs of raters was 94% or higher for each

category except négative mutuai interaction, which did

not occur in any of the intervals used fo: :eliabiiify

purposes;

SOCial problem soiving was assessed using a

proeeéure aaaptea from that devsloped by SPivack ana

Shure (1974). Ench child was first shown a simple line
drawing of two cﬁiiaren. The gender bf the children 1n

the §iéture was not identifiable. The child was then

shown a sé:iéé of pietutes of six common abjéctss a

ball, a scooter; a wagon, a pail, a stuffed bear, and a

14

L
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drum. Por each object, the intérviéﬁer saia,
'Johnny/xathy hzs beea piaying with this (obaect name)
for a 1ong time, and now Steve/Linda wa.nts to play wtfﬁ
it, What can Stéve/Linda ao so that Be/she can pley
with the (object)?' After each res;onse by the ehiid,
the interv;ewe. prompted with *OK, can you tﬁink of
anything else he/she could ao?' When the child said
he/she couldn't think of anything else, f:he interviewer
moved on te the next iject: The child's resganses
vere tape recorded for later eoaiag.
o Responses vere eoaea uhg Rabin's (1981)
éiEéﬁBfiéi. He identifies ieven eategeries wiEﬁin Eﬁe
prosocial group® (e.g.. uliing. usiug pol:lte teru,

waiting) and four within the antisoeial or agonisfic

iffiéﬁ). In our study; two measures were é&léﬁiiﬁé&

' for each group: the total number of responses that
fall into the group and total number of different
categeries nenfionea. For example; 'ask for it _
poiltely and "ask to share” are both in the prosocial
group, buE faii into two different catego:ies.
Examples of p:oscci&l :espenses f:om the same E&Eéﬁéf?
are 'esk to share” and 'tﬁey can both use it." Percent

agteement calculated on £ive cases (iﬁ%iﬁiﬁé a total

el
<02
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of 93 codes)vas §0s. Means and standard deviations for
these messures are presented in Table 1.

A measure of social class was formed by summing
mether 5 and father's education and occupation.
Occupational level was rated usxng an aaapted version
of the Bellingsheaa scale. The scale was reversed so
that a ﬁigher number indicated & higher sociai class
level. . In calculating the sociai class of single
mothers, the group mean was substituted for fathef*s
education and eccupation.

Class size was computed by counting the number of
ehiiaren in the room on the final day of obsetvation.
Student-teacher ratio was eemputea Sy aividing the
class size by tﬁe nimber of teachers present in the
room during the final day of observation. NumBer of
hours of substitute care was obtained by asking the

methez how many hours per dly her child was in the care

of someone cther than the parents.

The intercbrreiatien among tﬂe items on the ECOI

scale was examinea in order to determine whether data

reauction was appropriate. The items from the teacher-
child and child-child scales vas highly |

intercorcelated. The average inter-item correlation

bt |
=28
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ac:oss the poei of 45 co:relatians was .91, ’anging
from <75 to 1.00. ”heréfore, these 1tems were combined

into a szngle eemposite, refiecting thé p:esenee in tﬁe
responsive, ané eeurtebus, who used ?ositive diseipline
.eehniques, who had approp:iate expectations regarding
children's social behavior, tna who encon:tged
independenee ana the vetbalization of theughts and
'feeiings. The 1nté:aa1 eensisfency of this item was
quite h.{gh (coefﬁcient alpha .93):

ph?fieal enviroament acale. These cozrélitiéﬁi, 51655
vith means tnd stlnda:d deviafionz for the iteml, are

fbund in Q&bic 2. Bectuse of tht low co::eiaﬁiona,

The item assessing avaiiability of private areas for
soiitary play was dropped because ali but one of the

classrooms receiVea the same score.

The c&rréiiéiéﬁi among the outcome measures

| X

reveaiea that none of the behavio:ai observafion

variables was :eiatea Eo social reasoning. Severai

ot
-3
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assoczations were founa among the behavxo'al measures.
Children wﬁo engaged in positive behavior with peers
were less likely to engage in aol:tery piay (r = =.58),
p < .001), and spent less time observing other children
(r = .39, p { .01) or dayareaming (r = -.35, p<( .Bi).
Children who more frequently aayareamea eiso spent more
time observing other children (r = .36, p< .01). With
regara to social reasoning, children who gave more
prosocinl responses also gave more oetegories of
responses (r = .73, p‘ -001), and children who gave
more antisocial IEBPDnBEi also gave more caEegories of
antisccial responses (z = .85, p'( .001).

Eorreiations between tﬁe éhiié outcoﬁe néiéﬁréé

Table 3. Those itens witﬁ no correletions to the
outcome measures are not included in the teble. Tﬁéy
include social cla 8, nnﬁber of ﬁours spent in
nonparentai care, ana five items (12; 15, 16, 17, and
18) from the reyised ECOL: : ' Children who haa ﬁigﬁ
quality interactions with Eeacﬁers gave a larger number
of prosoeial responses and mentioned more prosocial

categories.
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" In more spacious centers children spent more time in
focused s solitary play ana less time observ;ag. Less
observing was also found in centers where the outdoor
area was safe and permitted a variety of activities to
occur, In centers where a variety ef age-appropriate
materials we:e availabie, children gave more prosoui&l
responses and categories. Children in schools where
space was arranged to aceennoaate groups of varying
-sizes geve more prososical :esponses, and Eéﬁéf_
antisocial :esponse: and categories.

The staaa&ra measures of day-ca:e quaiity, group
size, ana student-tcache: :atie also p:ovea to be
associated vith sccial knowledge and béhavier. ii:
1arger ciasses, child:cn gave more antisocial responses
and used more aatiéééiai categories. Child:en in
elasses with a large: student-teacher ratio spent less
time in solitary play. .

In order to determine if the associatiou between

day-care quaiity ana sociai competence was mediaﬁea By

greater oppo:tunities for positive inte:actions (t =

51, p <f.001), with space arreznged to define acfivity
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areas (r = 34, p ( .01), and variety of materials
available (r=.8,p < o001). It was not assoc:;atea
with the other phys&cei environment varxebles, nor was
1t esseciatea with group size, student-teacher ratio,
or number of hours in child care.

To remove the effects of social class on the
reietionsﬁip between day-care quality and social
competence, partial correlations were computea. Many
of the releticnships temei:neé significant even after social
class vas  partialled out. In four cases a
previously significant relationship dropped below .05:
the association of the total interacticn scale with
number of prosocial respcnses (f.rom T e .26 to r = .23)
and number of prosocial categories (f:om r=.28tor =
.19), Ehe correlation of varied and age-appropriate
materials with numbet of prosociel categories (from r =
.30 tor = .29), ena Eﬁe correlation between student-

teecﬁer ratio and daydreaming (from r= .26 to rs= .25).

sociel cless, societ Class wes not the scle explanatory

varieble underlying the telationship of dey-cate

quality to chiléren 8 behavior and Enowiedge.
Discussion

While the ind:lcato:s e£ day-cere quality vere
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were isentified, each of which related to someé aspect
of ’eﬂiéféﬁ‘i social knﬁi?iéééé and behavior. The
iargest cluster ef items appears to rep:esent a general
?ositive Eeacﬁiug style, characterizea by being
respectful, Engaging, responsive, and éenacratic. This
§ty1e vas also assoc;ated with providing a variety ef
appropriatt materi&is. In centers where teacﬁers
manifestea this positivé styie, cﬂiia:eu vere more
prosocial in thei: knowieage of social probiem soiving.‘
Other predictors of problén soiving knowledge 1nc1uéed
several asgecti of the pﬁysical envirbnneat ana the
size of the group; When given tdoquate space and a 1aw
sﬁuaent-teacher ritie, chiiaren spent more time
engaging in focusea solittry play. In crowded
conditions indours. or when the outdoor area was
inadequaté; they spent more time observing others.

Por the most part, these reiationships hela up for
children frea aifferent social class levels. aowever,
if must be noted that most of the parents vere miadie .
class. Farther investigations mighﬁ include families
from 2 wider rangc ef social class backgreunds.

An intriguing and unexpéctea ftnaing of the study
vas that the day care quaiity indicators vere relatea
to solita:y play actlvities and dayareaming, but not to

negative or positive seeial 1nteraction§ with peers,

21
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Heasurement difficulties may be partly responsiﬁle for
th:.s pattern, perticuieriy regaramg negative
z.nteractions. E‘ﬁey occurred rarely and may not hi’vé

been pickea up durmg the observatioiis. By contrast,

frequentiy. A suﬁsttntive explanation for this pattern
is that social interactions nay be less vuineraSie to
disruption than are soiitary activities. One's partner
in an interaction proviaes a focal point of ettention
and a spur to maintain engagenent in the activity.
The peer may funetion to buffer the effects of the

er vironment. buring solitary ef.forts, oatsiae

istractions or competing thoughts ana feeiings may

o7

dérail attention from the task. An analogy in aduit

terns might be to contrast the ease of talking on a

The demonstration of a reiationship betveen
teacﬁers' interaction style and chiiaren s prosociai
Eéiéoﬁing dovetails nieniy witﬁ the literature on
parental infiuences upon prosocial dispositions &nd
bebavior. While findings from this work have often
been mixed or inconclusive, many studies indicate that

children who demonstrate prosocial beliefs ana beﬁavior
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have parents who are nurtura;nt, who use reasoning
rather than power assert;on as 2 f.zoz:tro1 strategy, and
who model prosociel behevior (Reiieﬁer:o:v, z:.hn-
Waxle:. & Chepmtn, 1983), Posit;ve maternal effect has

Our findings' on the importance of the physical
environment elso :uogest a parallel to the pa:enting
lité:eta:e. Thete is some speculetion ibout the
piiéﬁt‘i role in c:eiting situetioxm where p:osooiel
IEiponses are possible, expected. o: encouzaged
Parents my enginee: :ituitioﬁe thet foster a
sensitivity to othe:s. ena that provide proioci&
bebhavioral options. Simiiiriy, in the classroom the
teacher facilitates or iﬁiiﬁiti prosocial’ behavior

through arrangement of space, routines for moving

_ between .activities, and provision of varisd and age-

appropriete materials.

Researeh on ‘Ehe femiiy also point: to the
compiexity of the relation between socieiiiitioﬁ
prectices and pfoioéiﬁ behavior. The social eiess ana
etﬁnicity of the faniiy ead the sex o.‘. the chila
mediate this reietionsﬁip. Additioneny. when two ?

perents are ptesent, the interection of thei: beliefs

23
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and bebavior exerts a ﬁﬁiéﬁé influence on the child
(Radke-Yarro¥, zahn-Waxler, & Chapman, 1983). Research
on teacher=child iﬂtériééioﬁs has not yet attained this
lével of compiexity, but certain issues can be
1aentified for further study, Gf particular 1mporiiﬁoé
is examinatlon of the conjoint influence of teacher and
parents. £ittie is known about the effeets on

cﬁiiaren's prosocial Ekills when Eey sociaiization

.in their expectations conoerning appropriate beﬁavior.
Also of interest are tho potential aifferences between
boys and giris as far as their r esgonse to teacher
pri&fiééﬁ;

The relationship cf aay-care quality indicators to
sociai probiem soiving knowledge is of partieular
interest, since at proiént little else is known about
educational experiences that affect this skill outside
of formai Eraining programs. our finding tbaf social
reasoning skills were reiated Eo the opportunity for
intéraction witﬁ otﬁers and the size of the groap
suggests that the teacher rather than Eﬁe pﬁysicai
setting may convey this Eeacﬁing. Observational
studies of teacher behavior may réveal more precisely

'tﬁe process‘by which this skill 1: conveyod.
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Poteat, & Snow, iBBG), but highlight the neea to search
fer relac ionships when theereticai 1inkages can be
hypothesizeé. ,

Aaaitionally, further psyeﬁometric work using
1arger sampaéi is neeaea to establish the iategrify ana
vaiiaity of the subscales on measures such 2s the Early
Childhood Obsgrvatiéﬁ Instrument. We found that two of
the subscales; teachér-chilé infe:action and child-
chiia intéractien, seemed to :eprcsent single
underiying ftctor, while the physicai environment
subscale appa:ently confainea a number of differenﬁ
cbastrueﬁs. Purtﬁe:mo:c. our data inaicatea that some
items may be of more impo:tance than others ia
p:edieting cﬁiia outcomes. For exampie, the overall
size of the room was of more significancé in predicfing
chiiéren's Beﬁavlo: than was the avaﬂaﬁﬁity of
individual storage areas, ?acto: analysis can pfé?iéé
a more formai nnalysiz of these aifferences, gene:ating
weightings to reflect 1tem impoxtance.

Another lmpo:tant step fer future :esea:eh is to
specify the process Ey which these indieatet: affect

children. In the day~care literature, examination o£
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micro level variables hes cnly bequn. %Se effects of
group size, for example, could be due to the lack of
one~to-cne interaction with the teacher, the reduced
capability of the teacher to facilitate peer relations,
or any number of other reasons; A more fine gréiﬁeé
examinaticn of this construct ﬁiéﬁt inciuée cross-
cuitural wcrk. In 3i§iﬁ, for exampie, class size is
not related to engagement by prescﬁoclers in

constructive activities because teachers enccu:ege

~1itéfii sccial interacticn amcng stuaents rather than

relying on a hierarchical euthority structure (Lewis,?
1984). This call for increased specificity in
iaentifying relevent theoretical frameworks has been
echoed in the literature on famiiy effects on ccgnitive
ena academic outcomes (Hess et al., 1982).

An adéitionei chellenge aaaressed in the
literature on improving scﬁcol quality (Fuiier, 1586)

is to identify aspects of school qu&iity which are

"causelly linked ta school echievement or behevior. We

feuna, for exampie, a very high ccrreiation between the

quality cf teachers' interactions with children and the
avaiiabiiity of age appropriate materials. Each of
these variables is linked to proseciei reascning. it

is possible that there is a third factor underiying the

two variables which accounts for their relaticnship to

26
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social reasoning. Identification and isolation of
these causal factors is essential in forming policies

related to improving school guality.
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Tabie 1

o5 5F Beiecinsay

: (M = 34.25; SD = 27.28)
eonversi;ng or ylaying vith peers in a positive way
(e.g.. building vith Eiocis, taiking abcmt an
experience. cha.slng each other on the playgronn&).

Mwﬂﬁmmt (N = 2,207 5D =
eonversing

.27)
or playing with péets ia a ho:ﬁle or

iééfiéiive way (e.q., éestroying another child's

Immitm mhmﬂm:s (M = 7.96; &0 = 11. 29)

| All interactions with teacher (e.g., asking for
’htlp, receiving iutrucfions for an art project,
sitting on 1ap while locking at a beok).

ELEE%EE by S.Hi: (N = 72.583 SD = 33 64)

a;u solitary play (e.g.. ruding, paini’::l.ng at

easel. makiag ebjeets from playaough).
th.:ning: (M = 23.35; SD = 1585) : )
Observing teaehe:s or oElier cﬁﬁarerx w:lthout baing

actively hxvoived (e.g., _watching ether ehnaren

sw:lng, watching teacﬁer pou: out glue).
nny.dmming.: (M = 2.05; SD = 2.99)

Starinq into space wifﬁouE appareatly seeing
anyfﬁing.

13
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In fransition: (M = 7.89; SD = 7.01)
Noninvolved movement (e.g., wa.lkmg frem ael.’;

corner to ease.;s, az.mlessiy circling around the

snack tablesh

Prosocial responges: (M = 8.02; SD = 6.05)
Number of prosocia& responses given.

WW (M = 1.98; SD = 1.25)

Mumber of categories of p:oseeial response given.

MW (M = .81; SD = 1.87)
Number of antisocial responsn given.

mmn m: (M= .33; 8D = .58)
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Appénézx a

Staff-Child Interaction

'1. Staff interact f:equenﬁly with children showing
effection ana snpport.

2. Staff are responsive £o cﬁila:en.

3. 5taff speak with children in a frienaly, courteous

are teaay;

5. Staff use pesiﬁive approechel to help chiiaren
beﬁave const:uctively. Stefi &o not use physical
punilhment or other negetive di:cipline nefﬁoat
that frigﬁten or humiliate chila:en.

6. The overall seuna of the group is pleasent most of
the Eimek

Child-Chiid Interaeticn

7; e&iidren are genetally eemforfasie, :elaxed,
,happy, Ené 1nvoivea in play and othe: ecfivities.

8. Staff encourage ptosoeial behaviors in children
such as cooperation, helping, teking turn:,

. Eaiking to solve problems.

S. Staff expeeteticne of child:en!s seeial beﬁavio:

are aeveiopmentnlly epproprlate.
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10. Chlldren are encouraged to talk about feelings

Physical environﬁént

11, iheré is enough usable space indoors and outdoors
so that children are mot crowéea

12, Activity areazs are éefinea by spat;al arrangement.

13, Space is arranged to accommcdate chlidren
inaivxdually, in small groups, ana in a 1arge
§roup.

14. A variety of age appropriate materia&s and
eqnipment are aocelsible to children.

15, ndividual space is provided for each ch:lld's
beiongings.

16. Private areas; sueh as enclosed book corners,
lofts, playﬁouses, where children can plav or work
aione or with a friend are avaiiaﬁle inéoors and
outdoors. ' ‘

17. The environment includes ﬁan? soft elements such
as rugs, cushions, rocking eﬁairs, soft furniture,
soft toys, and adults who cuddle children in their
laps. '

18. Sound absorbing materiaia, such as ceiling tile
and rugs, are used to cut down noise.

ié. Tﬁe outdoor play area is proEeeEeB from access to
streets or other aangers. A variety of aeEiviéééi

can go on outdoors throughoue éﬁe year.
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