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A PRESCHOOL EXPERIENCE WAS PROVIDED FOR LOWER-INCOME
NEGRO CHILDREN, AND THEN THEIR GAINS OR LOSSES IN 1@ AND
SOCIAL INTEGRATION WERE EVALUATED IN TERMS OF THE TYPE OF THE
TEACHING METHOD USED. THIRTY LOWER-INCOME NEGRO CHILDREN AND
17 MIDDLE~-INCOME NEGRO AND WHITE CHILDREN WERE SEFARATED INTO
THREE GROUPS AND EXPOSED TO THREE TEACHING METHODS. CLASS ONE

WAS UNINTEGRATED (ALL LOWER-INCOME NEGRO CHILDREN) AND
NON-MONTESSORIAL IN METHODOLOGY. IT VWAS THE MOST UNRESTRICTED
IN TERMS OF TEACHER CONTROL. CLASS TWO AS INTEGRATED AND
NON-MONTESSORIAL, BUT TEACHER CONTROL AND RESTRICTION WAS
MORE EVIDENT. CLASS THREE WAS INTEGRATED AND MONTESSORIAL.
THE PUPILS HERE WERE THE MOST DISCIFLINED AND CONTROLLED. A
THOROUGH STUDY WAS MADE OF THESE CLASSROOM FROCEDURES;
TEACHING TECHNIQUES, AND PUPIL ACTIVITIES. THE RESULTS OF THE
STANFORD-BINET INTELLIGENCE TESTS SHOWED NO SIGNIFICANT I@

. GAIN AMONG THE GROUPS OR WITHIN A GROUP FROM TEST ONE AT THE
BEGINNING OF THE EIGHT WEEK SUMMER SESSION TO TEST TWO AT THE
END OF THE SESSION. BUT INDIVIDUAL GAINS APFEARED. THESE WERE
FOUND TO BE AN INVERSE FUNCTION OF DISTRACTIBILITY. A WINTER
PRE-SCHOOL SESSION,; WITH NEW PUPILS AND USING ONLY THE
MONTESSORI METHOD, RESULTED IN IQ GAINS. THIS WAS ATTRIBUTED
TO AN IMPROVED CLASSROOM ATMOSPHERE. IN GENERAL, THE SESSIONS
DID INCREASE THE CHILDREN'S READINESS TO BEGIN SCHOOL WORK
AND HELPED THEM TO GAIN SOCIAL CONFIDENCE. ENCOURAGING
PARENTAL INTEREST AND PARTICIPATION WAS A COLLATERAL ASPECT
OF THE PROGRAMS. (WD)
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I. General Description of the Summer and Winter Programs

Purpose of the Eight-Weex Sumaer Project

The'prim;ry»aim of this pfoject was to provide summer preschool
experience for a gruup of five-yéar;qld iower income Negro children who
were to enter kindergarten in two Chicago public schuols in the fall of
1965. The péeschccé picgrain was spunsored by asy carried on’in the Ancona
Montessori School, but only bﬁe Gf the three Classrooms that wére established
was a Montcssori class, although Moatessori materials were available for
use by all. Our three head teacﬁers differed in the nature pf their
experience and their éoa!s for‘tﬁe suimer. Thus we stress our intent
to provide preschool expgriencé jn general rather than to use Montessori
methods in particular. |

In addition to ihe experience given to the children in the
i classrooms, we proposed to"provide tor medical evaluations of the
children and to fallow'up any medical recommendations made. Furthermore,
we proposed to develop a program stimulatin§ current and continuing
participation of the parents in their children's education.

The project alsu aimed gt providing ‘integrated education: in
addition to the lower incoﬁé Negro ciiiidrein, supported_by 0&0 funds, a
number of middie income Negro and wnite children who paid tuition were
enrolled. |

Finally, we conducted a research program designed to assess the
effects of the preschool proyram and o provide a record of our experience.
The purposes of the rasearvcnh, wnicn is> repurted in the foliowing pages,

were (1) 10 provive o reasonabiy objactive nistoricai record ol the




nature of this pféject, its failures, successes and theideas developed
init.

(2) To objectively evaluate éhanges in intellectual and social behavior

from the beginning to the end of the program,

(3) To assess the attitudes and social interaction of _lower Income

Negro children and middie income'whfte children in our two integrated 4
" classrooms. | -

(k) To providg‘some rough assessment of the utility of Montessori
materials in an eigthweek préschbbl program through a compariSon of
c!éSsrooms making much and Iittié use of these matérialé.
Overview of the Summer Proiect, |

The project‘was'sponsored by the An;oné Montessori. School, which
is located in the:Kenwood area of Chicago, Qithin a raéially integratéd

middle income community and adjatént to a lower income area which is

predominately Negro. Thirty iower fncame Negro children were enrolled
for the entire eight weeks, and 17 middie income Negro and white children
were enrolled for four or eight weeks.

L There were three classrooms of 12 to 16 children, two of which

’ were intggréted for race and inﬁome level, and one which was unintegrated,
consisting‘of all lower income Negro children., The composition of these
classes is thorouéhly described iﬁ Sé¢tion il of this report. School
was in session each week-day FromJQ:OQ a.m. until noon.

Adjunctive activities fncluded a medical program and a program

! — for parent ;avolvement.

; Q ‘ l .
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Establishing a Link with the Public Schools

The director of th; summer project was the principal of the
Shoesmith elementary school, which half of the lower income children
attended in the fail. The assistant principal of the Shakespeare school,
which the rest of the children atténded, served 25 o consultant (o e
aroject and directed thérecruitment of children. These men were asked
to join the project because we wiéhed immediately to establish a link
with the publ}c schools which the children would attend, a link which
wot 1d inform the schools of the nature and intent of our program, and
which would facilftate carry-over to the public schools of whatever
parent interpﬁt and participation we might establish. This intent was
realized best in the case of the Shoesmith parents, because a cohesive
group (described in the social wbrker's report) was established among
them, and because the principal of the Shoesmith school was in contact
with the program the entire eight weeks, was acquainted with many of
the parents, and was instrumental in the initial‘formation of the parent
group.

In both puﬁlic schools, the tie we established facilitated our
follow-up of the children in the fall, both for evaluation of the summer
prOgram,\and, in the case of tﬁe Shakespeare school, to enable the
summer preschool teacher to see the éhildrer again and exchange ideas

about them with their kindergarten teachers We furnished reports to

both schools on all children whom we testedﬂf
\

}
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Recruitment of Children for the Summer Project

We ware fortunate to have our recruitment Jdirected by the assistant
' principél of the‘ShakeSPearé School. He is a person known in the neigh-
borhood to botﬁ parents and children as someone ésSociated with the public
school; so he was an ideal per#on to introduce our program to the neigh-
borhood. He and one other person (a research assistant or one of our
teachers) canvassed two aréas near the Ancona School, in the Shoesmith

and Shakespeare districts, respectively, until they found the full
complement; of 30 children. They rang doorbeiis, spoke to people in the
street, and asked for referrals to friends and rel:tives. This face-to-
face recruitment proved veryAeffeEtive. Though some parents were hesitant
and suspicious when the recruiters‘bégan,.each sqpseéuent visit to the
area féund morc parents who had heard about the program and were

receptive to.it. fhe recrui ters succeeded in finding all the children

we could accommodate within a twawblogk area in each district. All

children were within three blocks of the Ancoha School. Schcol and o'ther

parents and children were therefore éiose for each family involved in
our prageam, and communication among parents and between parents and
teachers was enhanced.

Our only test for eligibility for the program wa§ the age of the
child. We did not question parents aéogt income level since the general
character of the‘acga in which the recrditfng was done rendered this
unnecessary. All our families lived within or adjacent to the North
Kenwood area, classified by the Chicago Committee on Urban Opportunity

as ''an area of greatest concentration of poverty,' where the majority
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of residents have an income of $3000 per year or less. In the group of
families from which our childrgn were finaily recruited, two-thi-ds were

father-absent homes. most of which were receiving Aid to Dependent Chiidren.

In the third of the families where the father was present, no father's

occupationél leve! was above that of skilléd blue~collar work. We kept
our questions to the parents to the minimum necessary for the school

and teachers, and focused in our recruitment upon the child, the preschool
program, and arrangements for medical examinations. and the beginning of
school. |

Medical Program for the Summer Project™

S §

In order to fully prbvide the ''Headstart'' implicit in the project
a concentrated effort was made to fully integrate the medical care with
tpe rest of the work. A child psychiafrist at the University of Chicago
directed the medical program. Four local private pediatricians, of
whomthO were approved to treat welfare patients, served as medical staff.

The schooi provided the initfal examination by a pediatrician in
his private office. Each child was assigned a physician who performed
the initial examination the week pfeceuﬁrqp the beginning of schooi.
That same pediatrician was responsibie for supervision of the child's
health dufing the entire session. The.supervision took various forms
since each physician was also assigned to a classroom and teacher and
thus could confer with teachérs, observe a child in class as well as
continue his contact with the child's parents.

Al though fhe schooi provided the initial examination it was not

the intention of the project to give direct medical treatment. The

*This section of the report was prepared by Harold Boverman, M.D.




stated goal was to have care provlded by the famuly physicians or
whatever the continuously respons:ble medical resource is for that
family. (f there was no clear medncal resource responsible for a
family the major effort was to find such a resource. Resources for
special needs such as glasses or specific medical or surgical treatment
were sought. Despite these goals because of thc drastic lack of
continuously available resources |t was neceSsary for the medical staff
to give |mmed|ate.treatment. In these instances we Iost the services
of two of the physicians who were not approved to treat welfare cases.

We insisted that parents be present during the initial history
and phys.cal in the private office of the physician. A medical history
form was developed to be used by the parents with the help of project
staff mémbers. These same Stgff members provided transportation when
necessary. The history provided necessary information to*the physician
about birth, growth and deve[ppmoht, feeding, immunizations, previous
illness and known bresent illness andvdéfects fhat might interfere with
learning and combined with other contacts hglped establish contact be-
" tween families, project staff and physician. The physicians completed the
history and examinatiqn and these were then made available for the public
school. | |

The medical program fell short in several respects. The pressure
of the short time available bétﬂeen recruitment and the beginning of school,
and the necessity for fitting the children into the doctor's schedules in

that period of time did not enable us to assign each doctor to a c¢iassroom
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as planned. This could have beenmremedfed by uging a public assemb¥9-
line type of examination, howeva;, our effort was to avoid ''poverty-
medicine' if at all possible. In this way contact between doctor and
teacher was not close, but tendgd to be mediated by the research and
social service staff. Another factor éhat restricted our medical program
were thé unrealistically low allowances for medical care in terms of
both time and money. Wwhere we had }nitially requested two hours of
pediatric time for each child we were cut to less than one. Thus, the’
parents', the staffs' and the physicians' contacts with each other were
too brief and the arrangements for appointmeﬁts too removed from them to
really stimulate the continuing contact and»eXEhange necessary for
productive consul tation.

Neverthéless, the initial examinations were accomplis@ied with ®ew
difficulties and the '‘use of the private physician's office was a good
arrangement. It was in attempting to implement %he broader aspects of
. the project; consultation with teachers, observation of children in
class, follow-up, meetings with parents, that we met with severe
~difficulties. The following is usedpfor illustration: After having
organized and seitled, cnz parent-gruup spuntanevusly asked for regular
meetings with a professional to dzsuSss issges of feeding, clothing and
behavioral standards fur their CEiidren. The ordinary medical allotment
was gone and it was difficult to find tfunds for a good maternal-child
welfare nurse. During the:searching the moment passed and the opportunity
lost. There were other instances of consu!tatf%n, observation arno

collaboration iost.




The difficulties were only partially because of staff limitations
of energy, interest or skiil%and mainly because Qf unrealistic financing
of an attempt to replace ''poverty medicine' with quality care. Other
project staff, social service andvproject aides, made resource hunting,

appointment keeping and‘f&llbw-ub possible.

Social Worker's Report for the SummermProiegg*

A professionally trainéddsocial worker spending part-time as a
consultant constituted the social work staff for the program. The focus
of her work was not pre-formulated but evolved flexibiy as the needs of
the program presented themselves. The worker regularly observed the
thirty children in the classroom and on the playground, followed through
with parents and agencies on recommendations made in the physical examina-
tions, conferred with classroom teachers, and participated in a mutually
helpful interchange with the administrative and research personnel.

However, the major focus of the social work program became a
mothers' group. The initial idea for the mothers' group came from the
director of the program, Sam Ozaki. With his organizational assistance
the worker led weekly group meetings with eight low income mothers of
éight children in the program, selected because all the children in the
group would be going on to the Shoesmith School where the project director
is principal. He conceived that this group of mothers could become a
core group at Shoesmith who might reach out to other low income families
to involve them in the PTA and other aspects of the public school program.

Up until this time Mr. Uzaki had been unsuccessful in involving the low

g - Ny

*This section ot tre repoit was prepared by Lila Gordon.
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income parents who constitute adef one-third of the papulation of the
school. All eight mothers lived in one apartment building adjacent to
the Ancona School which proved to be fortuitous siﬁce it . became possible
for the mothers to come together to the meetings and to communicate with
each other outside of the meetings.

In the beginning the purpose of the group was generally conceived
as an attempt to involve the mothers more closely with the school, its
program and its goals. However, appropriately, the group itself quickly
focus;d on its owh upperawst concerns and needs. The mothers, who knew
each other only sligﬁtly before contact with the school, became a
cohesive working grohp unified around the immediate problem of the extremely
deteriorated, vermin-ridden, 'dilapidated sium building in which they live.
Their slumlord had been completely resistive to all their individual com-
plaints and had ignored the many flagrant code violations which existed
in the building. He had told each of the women that she was the only one
complaining; the mothers realized how he had been manipulating them only
when they brought their collective experiences to the group for discussion.
With the developing invoivement and increasing feeling of freedom to
ventilate their feélings, the womein were able to formulate specific
goals for the group.

The group with the nelp of the worker established contact with the
Department of Urban Renewal in which the services of all code departments
are jointly avaiiable. The acministrative head of DUR and his building
and fire code representatave; attended one ot tne group meetings and

from that time on direct contacl was maintained vetween two of the mothers
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and DUR. At'thqﬁrequest.of PdR,the mothers made door to door visits in
their bqilding.askihg for a written iist of cthlaints from each tenant--
all of whom are low Income faﬁilieé, many, like the mothers, on public
assistance. The mothers were ih{tiélly pessimistic about the success

of this venture so the cooperation of all but two of the approximately

‘/30 tenants spurrad on the activity and enthusiasm and at the same time

//,///’ generated a productive contact among the tenants. The written complaints

§
;
. /
.
;
I

were presented to the director of the DUR office who, in turn, was
rapidly moved into action.

Inspections were conducted, code violations confirmed, and court
action with the slumlord ensued. Many improvements followed, with
continugd supporé and cooperation from DUR. The tangible succegs of the
group's efforts (répaired holes in the plaster, the appearance of an
exterminator, a new refrigerafor. e;c.) had a significant effect on the
group’s cohesiveness and helped to generate a feeling of individual
pride among the w&men.

The mothers' involvement intensified with a projected plan to
enroll younger siblings in a 1965-66 whole year program in the Ancona
School. .The most dramatic development was the mofhers' increasing
solidarity which led to more involvement with each other, giving these
isolated women some mutual support aqd strength. For instance, when
one pregnant mother unexpectedly had twins, the group rallied with a
plan to supply extra clcthing, bed space, and care for the mother's
other children.

The mothers were extremely reluctant to see the regular group

meetings terminate as the summer ended. They planned Sunday ‘"teas'




so that their ''groupness'' would continue.

| The eight week part-time social work program did not allow sufficient
time or service to permit individual caséwork with any of the chilidren or
mothers. However, it was felt by the social worker and the staff that
the relationships that qéveloped among the MOthers, between the mothers
and the school, between the mothners and the commusity, as well as the
heightened interest in their children and their fteeling of purpose and
personal effectiveness were more important achievements than those
accruing from the tradit;oéal case wurk crieatation,

Additional Parent Par:icipation in ihe Summer Program

The mothers' group described in the report of social work parti=
cipation included mothers trom only wwo of the ciassrooms (Classrooms 2
and 3, made up of children in the Shoesmith school district). In addition
to this group, several other programs or events inyited parent participa-

tion.

(1) The teachers in Ciassroom | (Shakespeare district) organized
a mothers' group which met as a group three times during the eight-week
- period. Unlike the mothers' group organized by the social worker, this
group had no community action focus. The group deait entirely with
questions of school activities and the children's reactions to school.

Each child was discussed with his mother, and an attempt was made to

understand and communicate abjut problems which had arisen. !n addition,
the teachers used these meetiilys to explain their program to the mothers.

Ten of the 16 mothers in the class attended at least one of these
AAY

meetings. This mothers' group; lacking both a community action program

%




~ summer sSession was over. However, it did perform its function of

and a continuing interest in the Ancona Sthool, did not meet after the

.stimulating interest in the $chool aﬁd communication with the teachers
during the summer program. Tﬁe primary reason for the amount of
participation in this group lay in the active efforts of the teachers.
Notés, telephone calls, and'vfsits to the children's homes were frequent
‘occurrences, and led to teacher-parent contact which would have been
impossible otherwise. Cohtgét was made with, and participation elicited
from the mothers qf some of the most deprived children.

(2) Twice during the eighf-week session, ﬁeetings were held for
thefparéhts of all the children enrolied in the summer seasion, including
the middle income grﬁup; The intent of each meeting was to provide an
opportunity for the parents to visit the school, to meet one another,
and to learn about the proj?ct. On the f?rst day of school, each child

wessbrought by a parent, who was invited to meet the child's teachers and

to attend an introductory meeting. This meeting was brief, and simply

served to introduce the parents to the program and the administrative
staff, and t0°invttevtheir interest and participation in the program.
At the second meeting, held during the sixth week of school upon the
suggestion of the social worker's mothers' group, each teacher spoke
to the group about the program in‘her é‘assroom.

(3) Weekly trips taken by the|children consistently elicited

parent participation. Each week severa mothers from the different class~

rooms, including both lower income and (riddle income parents, accompanted

the group and helped to supervise other children as weil as their own.
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Parent participation on the’trjps was consistently adequate to the needs

of tﬁe group and was broadly distributed among the mothers. The ~fforts
of the Classroom | teachers, in particular, led sému mothers to partici-
page who might otherwise have had little contact with the school.

() At some time after the middlé'of the elght;week session, the
teachers schedulea individual conference;qwith each mother to discuss
the progress of her child. The number of mothers whévmade and kept
appointments was small. Classroom i teachers made home visits to a
number of mothers to compensate for this, but this was not done in the
other two classrooms.

(5) During the final week of school, an open house and picnic
were held for the parents and chlldren.v During the first part of the
morning the mothers who attended saw displays qf the children's work
and watched or participated in some typical classroom activities. The
rest of the morning was spent picnicing at a local park. This format

for the apen house seemed a reasonabie one in two respects: it did not

require extensive preparation by the children, and it enabled the
mothers to see some of the  things that typically went on in the classes.
Attendance at this final open house and outin§ was only moderately
good, reflecting, perhaps, the fact that this was not a long-heralded
event but only one of a series of occasions for visits to the school.

The general effect of these varied arrangements for stimulating
parent participation was to provide at least brief coné@ct between parent
and teacher in every\case, active participation or atteﬁgfnce at a2 meeting

on at least one occajion for almost all the mothers, and frepeated
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participation by about half of them.t The most active, cohesive group

was the mothers' group established by the social worker. It was apparent
that this cohesion resulted from the group’s dealing with its housing
problems and not as yef from a focus upon the children (although children
and school were discussed as'wéll). The group established by the |
Classroom 1 teachers, which focused only upon the children and the
school; was not as durable_a groﬁp, but the teachers weire able to

stimulate a surprising amount of participation in it.

uuuuuuuuu

Apart from the activities of the classrooms, the children spent
one day each week on a trip. They visited a 200, a forest preserve, the

local fire station, an aquarium; an airfield, a museum of natural history.

The final outing was a picnic for parents and children in a nearbhy park.

The teachers prepared the children in advance for each trip by discussions
of wﬁat they would sec. In the case of the visit to the fire station,
@ movie about the work of firemen preceded the vfsﬁt. The trips were
followed up in the classrooms by recalling what had been seen-- in
stroies read by the teachers, murals made by the children, and similar
devices.

Though we made some mistakes in the trip planning (the trip to
the forest preserve being too iong, the natural history museum seeming
too static to some teachers), this part of the pﬁogram was quite success-

e

ful over all. The children obviously enjoyed thé trips and looked forward

to them each week. The teachers felt the eviderl expansion of the

i

Chi 'dlenls expel 1ence and the add‘ tions to thei ry v ocabU'al ies were
¢ .
a1

quite worthwhile.
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Weekly movies were another aétivity in which the entire group
kparticipated. Films for children borrowed from the public library were
used. This program was not particularly successful. First, the teachers
did not knoy in advance what the film wouid be, and therefore were unable
to prepépq/the chtldren for them. Second, a number of the films proved
to beﬁse;ond the children's level of comprehenéion, leading more to
lookinrpat one anotﬁer than to looking at the film. A better movie
pr~grem might have been built if the teachgrs had been able to choose the
filmsiwith more care and to prepare the children for them. There

seemed to be no objection to thé use of movies as such; the children were

able to give interested attention to them at times.

Teachers® Meetings During the Summer Program
Each week a meeting was held which was attended by teaching,

- research, and administrative sféff. Thougﬁ these'meetings often dealt
with agministrative matters, their primary focus was upon teaching
activities. An attempt was made to provide the‘teachérs with the
opportunity to exchange ideas and discuss problems, but this attempt was
largely unsuccessful. Some of the teachers who spoke with us about the

- meetings suggested several reasons for their lack of success: (1) Be=

cause the meetings Qere attended by several people besides the teachers

and because the staff members were all newly acquainted, the teachers

were reluctant really to air problems in the group. We noted that the

teachers became more free to discuss classroom matters as the program

progressed, demonstrating how real this problem was initially.
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(2) Because the teachers' philosophies and goals for the summer
di ffered, there was a tendency to feei that a'réal exchénge with one
another would not be useful.
(3) Some of the ;eachers'felt that an eight-week program did not
provide sufficient time for the resolution of stéff differences within
and between classes, and therefore preferred not to confront them fully.

We discuss this issue at length Because it became apparen% to us
that some of the teachers felt é need for consultation and exchange
which was not met by the teachers' meetings. Tne summer's experience
was new in some ways tor most of oui teachers, and all wanted to learn
from their own experience and the experiences of others. The teachers
did find some avenues of exchange in informal contacts with one another,
and tﬁey were able to consult with the social worker about the problems
of individual children, so that in fact some of their needs were met.
That we did not maximize the possibilities forlearning by theteachers
is perhaps thegreatest deficiency of our project.

One important reason for our failure to deal with this problem
is a division of administrative responsipiiity which developed out of a
delay in funding the project and the cunsequent uncertainty surrounding
its beginnings. Adminisirative functions were not clearly defined, but
were performed by wiomever saw ¢ need for action. This div;;ion of
responsibility continued, and led.to an inability to change direction
once the project had begun.

A number of suggestions were made by Lhe teachers for tne en-

hancement of staff learning experiences in futuie projects.
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(1) A period of training and discussion for teachers and teaching aides,

preceding the beginning of school .

(2) A clearly definedupSychological consul;ani with whom to discuss
problems with ihdividual.chiidren.and differences of point of view among
the staff.

(3) More informal contacts among the teachers,

Overview of the Year-Long Winter Prugram

During the year féllowing“fhe summer program, ten 3- and b-year-old
children from fowér income Negro families were enrolled in two of the
regular classes of the Ancona Sbﬁool. .Three children attended the
morning.class and seven attend;d the afternoon class of the teacher who
had been our one Montessori teacher during thesummer program. Seven of
the children were the }odnger siblings of children who had attended
the summer program and whose mothers had formed the mothers' group
established by the social worker. The children are now attending the
regular Ancona School summef sesgion and will continue to attend the 2
school next year.

~ A research program was conducted during the year which at many
points paralled the research done during the summer. Some of the data

collected have been analyzed and are included here.. Descriptions of

- classroom and parent activities are also included in this report, so that

\

they may be compared with those of thé summer program.
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Social Workers®' Report on the Mothers' Group in the Winter Project®

Of the eight mothers in the summer program, seven continued with
the group in the fall. The eighth mother no longer had a child who was
age-eligible for the school program. She was réplaced by a mother who
hkad recently moved into the building and had a child of school age. In
addition, the program was expanded to include two mnre mothers and children
who did not live in the building adjacent to the school. One of these
children was dropped in the middle of the schoé' year because of excessive
absenteeism; his mother had attended only cne group meeting. The other
child was the nephew of one of the regular members of the group. Al-
though he lived less than a mile from the school, his attendance was
usually contingent on bus transportation provided by the school. His
mother attended meetings infrequently. The child was not able to con-
tinue in the program during the subsequent summer session because bus
transportation was no longer available. The lack of bus transportation
for the summer session also eliminated one more child firom the program.

His family had lived in the adjacent building until January when they

were evicted and moved to another neighherhood; he was able to complete
the school year only because of the schonl bus program, and his mother
still attends meetings, although now irregularly. (In this group,
attendance at meetings has been positively correlated with residential
proximity to the school.) The present group, then, consists of seven
mothers: six live in the neighboriﬁg building and the seventh did until

-~ June when she, too, was evicted. Four of the seven women attend the

* , .
This section of the report was prepared by Nancy Marks and Uunna

]
®
s
f "Rosenbush.
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meetings every week, two others attend about sixty per cent of the meetinys,

‘and the scvqnth woman comes to very few of thc meetings at the school but
does atton& the meetings of the blqck club which the women started.

Two graduate social woriors took over the social work aspects of
the program in the fall, repiaciné the summer worker. During the early
 weeks, fn addltf§n to the regular group mecttngs, .ndividual interviews
were held with th; mothers. The women hadldlfficulty making the transition
from their original social worke; to the new workers, which was exacer-
bated by their not having known, untii their final session with the first
worker, that she was leaving. ‘Some of the women who had been active
participants in the summer énoup became the least active ﬁembers of the
current group for reasons which are not entirely clear. A nucleus of
four women who, since December have attended every meeting, did not form
immediately and for several months the group was in limbo. As it had
during the summmr, the group meets weekly for approximately one and a

half hours. The structure of the meetings is informal; the social workers

make coffee, some of the mothers briﬁg their younger children, and the
women sit around a table wnich has been provided by the school in a
basement room, refurbishea and attractiveiy decorated by the school for
the group.

The initial focus continued to be on the continuing problemg of
the building where most ot the gron lives. The workers reestaolished
contact with the Department of Urban Benewél and the group deveioped a
strong relationship with the OUR fiela representative. His interest and

ability to pressure the iandlord to correct buiiding violations wh:.ch

S D L Uy SO N S SR
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’thi group brought to his attention was a source of great encouragement

to them. The landlord was taken to court by '‘DUR in the fall of 1965,

and following this there was a great upswing in correction of vioiations,
but this soon passed. At the close of the school yéir the landlord
continues to need prodding fr&m the yroup, from the DUR, and from the
neighborhood group witn which the bivck club is affnliate&, to get him to
make improvements.‘ At the instigation of the Kenwood-0akland Community
Organization (X0C0) , the landiord met once with Lheir representative, and
with the mbthérs'»tenant groub as a whole, made abundant promises, and
then refused to meet with them again. A setback was felt by the women -
when the old field repreSentaiiQe w;s trangferred to gnother office. The
new field representative was initially seen by them as very much less

~ résponsive to their needs, and not until this man attended a mothers'

group meeting did he become sufficiently motivated to actively and force-

fully seek improvements on their behalf. It is interesting to note that
the first DUR representatiée_h;d been white and the new representative is
Negro, and the women's initial reSponsé to the new worker was to transfer
to him the same feelings about ''educated Negroes'' that they have demon-
strated toward some punitive public assistance workers, toward :heir

precinct captain, etc; i.e&., that these men depreciated them and were

less tolerant of their unmarried, ADU status than a wnite person would be.

The social workers have seen.these perceptions as fairly accurate, and it
should be mentioned that tﬁe women do not feel this way about a Neyrc
minister who works with them in KOLU and who does treat them much more as
his equal than do some of the other People in authority with whow uney

have contact.
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An important step was taken by the group early in the winter
when they expressed interest in forming @ block club. A non-Headstart
mofher, who has a child attending Ancona,'volqnteered to help start the
club, and through her efforts contacts were established between the group
and the KOCO, a nefghborhood éna community self-help organization.
Membership in this organization consists of a number of small local groups
~and block ciubs (""patches'') in the community who, like our Qroup. raise
funds for KOCO's support and send representatives to larger meetings.
The members of our group have been the Ieader§ of, and a cohesive force in,
the thirty-member block club. KOCO, in turn, has given continuing help
in solving housing and welfare problems. The two social workers have
attended the block club meetihgs following the group's request that
they act in an advisory capacity.
The relationship with KOCO has meant a great deal to the group.
Although initially the block club was formed with the idea of improving

the one block on which the members live, their outlook has now broadened

to include some desire to participate with the larger community and, in

a moderate way, the cause of civil rights which KOCO espouses. The lives
of several of the women have been pérticularly expanded through association
with KOCO. A number of them regularly attend meetings with represen-
tatives of other patch groups, who are members of the larger Hyde Park-
Kenwood-0akland community with whom they would otherwise have Iittie
opportunity to come in contact. The most involved is the president of

the block club, a regular school meeting attender, who has been the

liason between KOLO, the olock club, and the mothers' group. it s
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_this woman who does much of tﬁeninitiating’bf group ideas and who is

the innovator of new projects for the group!in addition to reguiarly
attending at least two funcﬁ}oné"a week sponsored by KOCO, an involvement
which she has found most gratifying. :

The block club stiil has as its central unsoived problem the
integration of the mothers' group and some other tenants of their
building with the tenants of neighboring buildings who are their fellow
block club mémbers. These other women are primarily low income Negro
women who are not receiving public assistance. There exists a subtle
dist{nction in the mind; of these women between themselves and public
assistance recipients which fg keenlygfelt by our mothers; i.e., the
other women refer to howrhard they work all day at their jobs (when asked
to contribute time to Bloék clhb projects), they emphasize that our
mothers have more free time than they do, etc.

As outlined in the summer program report, one of the intended
purposes of the mothers' group had been that of forming a group which
would continue to function when the children left Ancona and began to
attend public schodl; When their chiidren first began public school in
the fall of 1965, most of the mothers oi1d attend PTA and work projeci
meetings, but their iqterest'and'attendance decreased when the public
school principal diminished his effofts to invoive them.

The groub has not,moved freely in contacts with the non-Headstart
mothers in the Ancona School. The sociai workers and project leéaers
aétempted to involve the Headstart motﬁerS’with other mothers whose

¢children were in the same classes. Projects related to classroom needs
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were suggested as a possible mutual meeting groynd. The non-Headstart
mothers sent invitations to the Headstart mothers to come to meetings at
their homes but the Headstart motsers continually failed to attend for

a number of reasons which seem to have had a basis in reality but which
appeared to indicate an underlying proolem in mixing with the middie
class mothers. |t soon became apparent that the invitations and the

home meetings represented an artificial and conirived situation for both

groups to which the Headstart mothers responded'by tailure to attend.

The situation which finally eiicited their aftendance and participation
was a request by the school tu all parents to meet a real need: planning
and working at a school feir. Headstart mothers now worked side by side
with non-Headstaht parents in planning and in carrying out assignments
for the fair;ntogether they.enthusiastically attended a post-fair party
for all the workers. All of this took place in the school or on the
school grounds immediately adj;cent to the building in which most of

the mothers 1ived.

One of the viher originally stated purposes of the group had been

that of working on individual probleirs in the group setting. We have found
that at the times when th: reaiity living and housing problems have been

at a more manageéble ievei, then tue wothers have had more energy

available and have feiv froer cu look at, and share with the group, their
personal problems. The women have been able to discuss problems in

their own childhood and family situations and have shown some insight in
relating these prcbléms to current prablems with their own chiicrea.

Another productive area ui group dis.ussion has wezn the workiiiy Lirough
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of nég;tlve feellngs toward f{garés of authority such as caseworkers,
Jandlords and medical clinic personnel. They have expressed their own
feelings about the attitudes of the gede;al public toward ADC recipients,
and as they have become more involved in the group, in the school, and
in the community, thé women have begun to feel less depreciated
individually. |
,//// The group members havé demonstrated increasing self-reliance and
initiative. Attendance at group meetéhgs is voiuntary and a child's
eligibility for attendance at school is not contingent on his mother's
attendahcg, We mention thfs becau;g it has been called to our attention
that this connectién does exist in some Headstart programs. We feel
strongly that in'order forour group to cope effectively with personal
and community problems, independent—&ecision making is necessary. Since
most of the women's previous céntacts with figures of authority had been
either punitive or paternallstic, the socialworkers believed that there
was validity to this approach, -and our experience has borneithiiscsat,
Our belief.in encouragfng the women to proceed autonomously and
at their own rate of readiness has meant involvément in areas of their
own choosing which have not necessarily been ours. As they feel less
depreciated by others and develop ai awarenes$ ot their own effectiveness
they seem to be incieasingly comfortable with new situations and new
people. Hopefully, in the com;ng year they will be abie to move into
greater»involvement with the school, the rest of the parent population,

and the larger community.
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i1l. Descriptions of the Classrooms

Sources of the Data

Our descriptions of the three classrooms are composite pictures

obtained from a variety of sources.
RN
: The description of the childrin for each classroom is based upon

vt

application forms fillad out by our recruiters upcﬁ initial contact with
the children's parents, initial test resuits, and incfdental information
about the homes and fami!ies obtained throughout the summer in our cone-
tinuing contacts with the parents.

The teachers' goals were derived fron direct statements of purpose,

attitudes toward specific tvpes of behavior in the children, and comments
upon class progress, in our weekly staft meeting and in tape-recorded
conversations with a research assistant, The recorded conversations, which
lasted from two to four hours for each class, covered a variety of issues
in passing, but focused on discussion of test resuits and of classroom
behavior for each of the children included in the research. In classes

| and 2, the assistant teacher as well &< the teacher participated in the
conversation. Class 3 had no asvistant teacher. Teachers' goals were

also derived from reporis or logs written by the toschers during the
summer,

The classroom descriptions are based almost exclusively upon

two full days' observation in each classroom during the sixth and seventh
weeks of school. Each of two observers spent one day in =ach ciass. During

these observation, they focused upon the teacher uhd her assis®ant




teacher, observing the teacﬁer forvlS-ﬁO minutes, and then the assistant
for a similar perlod, then returning to the teacher, and so on. They
took detailed noteslduring thelr observations, noting the teacher's
activities, her social and instructional interact(ons with the children,
and the general classroom context.. These notes wére organized into a
report based on the outline included in the Appendix (""Categories for
Describing Classroom Observations“).

The three major areas we cﬁose for this outline were suggested
by categories used by Fhilip Jackson (196;} to: codec tedthdripupi T -fnter-
actions in elementary school classrooms. Qur categories of order, struc-
ture, and instructional and emotlonal-socfal a;tfvities bear a rough
correspondence to Jackson's categories of control, management, and
instructional interactions. They differ from Jackson's in that we in-
cluded in them descriptions of the classroom as a whole, as well as
individual teachef acts. A second source of ;he categories used in this
outline was the classrooms themselves. We were already somewhat familiar
with the classrooms at the time thése observations were made, and had
formed some opinipns of relevent‘dlmensions along which to compare them.
Fina!ly, an attempt at balance and competeness guided our choice of
sub-categories. We used these categories Ioosel*, and simply to suggest
to the observers the aspects of teacher and child behavior that should
be considered. In the following descriptions of the classrooms, we will
not present the reports with their fairiy exhaustive categorizations
of aspects of classroom behavior. Instead, we will select from the
reports those elements which can best provide an integrated picture of
each classroom. We include here the outline we used simply to indgicate

the range of individual and group behavior categories that we considered.
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We have combined the descriptions of the two observers here, and
also expanded them sf!ghtly, where this is Indicated, on the basis of our
general impressions of the classrooms obtained in frequent, brief contact

throughout the eight weeks of school.

The listfng of activities 1g,tﬁe classroom was not systema;ically
obtained, and so should be considered suggestive only. It was culled
from notes taken during classroom observations and observaflons of peer
interactions, and from teachers' nofes and comments upon the children

and their activities.

Description of Classroom.l

Description of the children

This was our one unintegrated classroom: all 16 children were
part of our lower income Negro group.. These children lived in a neigh-
borhood and would attend a pubiic school which was virtually all Negro.
All of the children lived within g‘block of oné‘anothér, on a crowded

street which included many run-down slum buildings as well as a few which

were reasonally well-maintained. Though within three blocks of the
Ancona School, they lived just across a busy street which tends to
separate the racially integrated, primari!y middle income4community
surrounding the school from a lower income community which is almost
entirely Negro. Only this classroom group was drawn from the latter
community; the children in the other two classes lived adjacent tc the
school, in the few buildings of poor families in the predominapaty;

middle income area. In this group there was a wide range of hone
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conditions. They included the most éomfdrtably furnished and the most
impoverished-looktng homes we saw in our initnal contacts with the families.
Tabriaulslz lists the's;x, age, |.Q. Ievel, and family descraptlon

data for the children in the three classrooms. This classroom had the

lowest mean !|.Q. of the three claSsrbbms,. Prd‘portions of fathe r-absent
and father-present homes were roughly equal in the three classrooms.
All but two of the 16 chuldren attended throughbutt the 8 weeks:

one girl dropped out after the thirp week, and one boy moved during the

final week.

Teaching Staff

The head teacher in thus classroom had served as an assistant

teacher in a nursery school for mlddle class children; she had also been
one of the dlrectors of a study center for lower income Negro elementary
school children. The assistant teacher had worked with deprived children

in England, Two teenrage girls served as aides; one of these had had

some experience in working with children. .
Teachers' Goals |

Asked to describe her goals in one of the early teachers' meetings,
the head teachar in this classroom said that ﬁer goals were emotional
support and helping the children to enjoy school. In discussing during
the research interview what kind of experience was important for these
children she said that she_felt it was{important that the children be
allowed to express themselves and ahd hat their ekpressed feelings be

met by understanding and acceptance. Ep example of this general
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attitude was se;n in a.discussionjabout handling aggressive behavior i
that occurred in one of the teachers' meétidgs. This teacher felt that
the aggressive chfld needed to express and then to understand his feelings.
it was the teacher's role to take him away from the graqup, encourage him %
to talk about his feelings in order to undergténd them, and then help |
him to find other ways of dealing with sitﬁations in which he tended to
act aggressively toward others.

in the research interview the assistantAteacher offered a
rationale for the way in which the class was conducted which stressed
freedom of expression. She did not refer to expression of emotion per
Se, as the head teacher did, but rather to creative expression. She
felt that it was important to allow the children the freedom to play
out the things that were troubling thém, in the hdpe that their working
ihings out through play and creative activities would enable them to
handle the situations they would meet in public school. Implicitly in
this statement and explicitly in a statement by the head teacher in a
teachers' meeting discussion, there was no intention to prepa;e the
% children for the public school social order by giving them directly
- analogous experience; the head teacher feit that the children would recog-
nize that public school was a different place and would learn its
expectations. Both teachers agreed during the interview that during
these eight weeks they did not want to dilute the experiences of freedom
of expression and acceptance which they #elt the children needed, gnd

- which was therefore the best preparation for meeting pubﬁic school,
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Description of the Class - b

Classroom order:
There was quch activity and movement in this classroom, and the
noise level was high. The teé;hers tended.th to spend much time in con-
trolling the children, with ihérgsult that behavior which was aggressive
(e.g., hitting another childf‘or harmfui to equipment (e.g., stirring a
puddle of water with toy brooms)anry frequently went unchecked or
reached some intgnsity betfore it was checked. A frequent occurrence was

a child complaining to a teacher that another child was bothering him.

Methods of control were diverse: they included setting down a

prohibigién which was then explained, diverting the child's attention,
attempting to engage the child in another activity, tﬁking the child

out of the classroom and talking with him, or general admonitions to

the group. A method whi ch was almost completely absent was setting down
a rule for which no explanation was made. When this method was used,

it tended to be used Iﬁ controlling the group rather th;n an individual.

'n general, control was quite gently administered; diverting a child's

attention was the most frequent method used, and the children were aimost
never reprimanded. Attenpts at control were sometimes ineffective, due
to a teacher's only making a gesture at control, and not really following

through wit h what would be necessary tu gain control. For example, one

teacher attempted to control a group of fs who were bbtherlng another

boy by directing them toward another actf’ity group. However she did not
-~ stay with them and really launch the newlactivity, so the boys wandered

i
away immedijately. : \;
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Rules Seeméd’to be announced only in conjunction with individual
acts of misbehavior, and seldom generalized. The only rule which was
consistently (though not always strongly) upheld was: don't hit or in other
ways bother another child. The'coﬁsistency of this rule seemed derived
from the fact that'itt dealt with an area of concern to the children, and
they would thereforé call the teachers' attention to infractions.

The level of control éxpected differed somewhat between the two
teachers: ‘the assistant teaéhér tended to place more restrictions on the
children's behavior, and to follow through whén she asked @ child to do
something; the head teacherarestricfid the children less and sometimes
did not follow through where she did restrict them.

Classroom structure:

Typically, the teachers in this classroom brought the children
together as a group twice during the mornlng: ohce, soon after the morning.
began, for such activities a%s songs, games involving learning colors,
numbers, and names of objects, and bther simple, more motoric games; the
second activity of the entire group, late in the mbrning, was snack time.
Each day there was also one special crafts activity (one of the days we
observed, making ashtrays), énd often another, more familiar activity
(such as painting or working with clay) which was not specially planned.
It was only rarely that the entidengroup was engaged in a given activity.
At times the structure encouraged division into smaller groups: each
teacher might be directing a different activity, and usually one of the
aides remained in one section of the room, héﬂping children with puzzles

and the séveral Montessori materials which wele available. Even when
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the teachers were foéusing upon a single activity for the entire group,
there were always a few children engaged in individual aétivlt?es on the
fringes of“the group--they were left free not t6 Join the group, if they
preferred not to. Thus the classroom structure was qulté fluid, and
children moved in and out of groué and‘individual activities as they
wished. The toys in the room (dolls, balls, toy dishes, blocks, etc.)
were always availablé to them if they did not want to engage in group

activities.. The group activities (espe&ially the crafts) did draw the

children's interest, however, and éll seemed to participate in them at

some point during the time in which they were available.

Both teachers were central figures in this classroom, but much
;ocial interaction took place among the children which was not directed
toward the teachers. Because the children were able to choose among
acfivities or to choose their own activitirs, a child rather than a
teacher was able to assume leadership in an activity. In one group
of three boys, for example, one cf the three often assumed such leader-

ship, and led the other two intoanU activities. More typically, havever,

the children organized themselves around interesting activities rather

than around one another, and social interactions were fleeting ,

Teachers' instructional and emotional-social behavior
Prolonged toécher attention seemed to focus primarily on in-
dividual children, usually the active, aggressive ones or those who needed

to be directed into activities. Both teachers showed great consideration

~ of the children's wishes, problems, and individuality, and physical and
verbal expressicns of affection were frequent. (We learned that ear'y

in the summer the teachers had each been assigned half the children as
ﬁ \
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their specfal objects of attention.) lﬁdividual problem§ and individual
instruction were concentrétedly and warmly dealngtth, but‘as a result
of this concentratidﬁ upon individuals, grbhp activities and group
order fell apart. For examble, during oae of our obseryatidns the head
teacher spent a periodiéf time in a variety of group ac;ivitles. In this
period she shifted the gctivity several timbé,ineQef reélly getting one
launched, stobﬁing frequently to fécus upoﬁ an individual. Eventually,
most of the children had»left the group to join« another activity or were
wandering about %nhe room. ‘  |
The children were rafeiy‘helq regponSible~for their behavior: they
were not eiﬁectéd'tO*conform to sbghific rules of social behavior or of
classroom procedure (hittfng anotﬁﬁ; childiwasvprohibited, bht minor
infractions of this fule were often.lgnored, and major.inffactions were
| not dealt with as if a rule h;d been violated); they were not expected
to'élean up after activities or care for equipment; and they were not
encouraged in self-care ﬂsuch as dressing themselves). They were en-
couraged, however, to iﬁitiate their own activities. Few ac;lvit!es
were prohigioed by a general rule, and there‘wés almost complete freedom
to move about and to shift activities. As a consequence, the children
did choose, begin, and end activftieé"at wili. The activities they
"designed themselves (with soﬁe notable exceptions) tended to be less
complex and less prolonged than teacher-directed activities.
Self-expression was coﬁélstently encouraged in this class,
by the teachers' warm interest in the éhildren and théir own relatively
frée expression of emotions to the children, by the liack of limit-setting,

and by the Yack of ritual. As a result the children arely seemed tc
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hold themselves back from expressing some idea or emotion. Anger at another
child or at a teacher was expressed openly; the teachers sought and
received the children's frank opinions; humorous teasing and sarcasm

toward a teacher were seen.

Both teachers spoke frequently, and on a wide variety of topics--

mostly to indivﬁdpal children. They spoke in short, simple sentences to
which the child;en generally responded with understanding, by words or
actions. The teachers did not speak at length to a child, but tried to
encourage him to respond, often by directing simple questions to him.
Thus the children were ied to cohment on their activities, to express
their feelings, to answer questions of fact, and to 5péak before the
group. (Some examples of these ekchanges between teacher and child: (1)
E. has just drawn a picture, and the teacher asks him “é., is it anything
special?" E. replies "A big old giant." The teacher repeats this, with
emphasis, as she writes it on the picture. (2) R. is being pushed in

the block carrier by another child. A teacher passes, says 'Where are

you going, R.?7" R. replies "Church.” (3) While the chjldren are seated
before her in a circle, one of the teachers. asks questions of each of
them, such as ''What is different aﬁout tha weather today?' and 'How

many eyebrows do you have?"' (4) R. is making an aéhtra? of clay. A
teacher says to him '""Your mother will like that, won't she? Does she
smoke?! No answer.  ''R., does your mother smoke cigarettes?' R.

replies '"Yes." Teacher says '"Does she? Shecan put the ash in there."
]

R. asks ''Real cigarettes?' Teacher answers {Yes, real cigaretts.")
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Eliciting ideas from thé children met with varled'measures of success,
depending upon the complexity of the iaea required, and the'familiarity
hofkthe topic.

Because of this emphasis upon elncuting the children's own .
ideas, the teachers did not often gnve |nformatlon or structure activities
~ for the childrer. They did emphasize certain simple concepts, such as
those described below (see Nature of Activities), and when they did
structure problems forkthe children, they were both fairly successful:
they gave simple directions, sometimes couéled with demonstration, and
always encouraged the child to act. (Examples pf problem structuring by
the teachers: (1) A teacher shows E. how to turn up the edges of a
clay ashtriy,by demonstration and simple, dire;tlng words: 'Dra-aw it
up. Dra-aw it up.' She'lets him work at it a while, then sees that
he is having trouble, and returns to demonstrate again. (2) A teacher
is asking two children questions aﬁout‘a book she is reading: '‘Can you
count three bees on a page?' The children lean over to look and count,
and the téacher clarffies: "This iS a page and this is a page.")

Nature of the Activities in the Classroom

Teécher-direCteg;acnivities. A number of concepts were emphasized
throughout the course of the eight weeks, mostly through group games of
fiﬁding or naming things, but often through questjons to indiQidual
children In the context of other activities. The concepts inciuded identi-
fying geometric figures (circle And‘triangle were mentioned), names of
objects, names of colors, counting, learning one another's names, scunds

of different animals. Often there were references to what was seen on

|
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the weekly trips. Tﬁroughout most of tﬁé eight weeks, the teachers
brought fruit for the children to examine and eat each morning, and
talked about the characteristics of thé different fruits.

Each day a Specéél crafts activity was introduced by one of the
teachérs. These included making ashtrays of clay, pasting cloth on human
figures, Q-tip painting, pasting paper collages, potato ﬁrints, and leaf
rubbings. Coloring, painting, and dfawing on the blackboard were fre-
quent activities.

A variety of games was used. In fhis classroom as in the others,
Lotto was used as a small group game to develop vocabulary, and was very
popular. Simple group games includeq Jéck-in-the-Box,'Doggle, Doggie,
Where's your bone?, throwing beehb;gs in a pall, marching and dancing
to music.

The teachers found that reading a story to the entire group was
not successful. A few stories were told by the teachers, with actions,

and these were well-received. Occasionally a teacher would read to one

6r two children. There was extehsive story-telling by the children,
with the teachers writing the stories down for them, and the children
providina illustrations.

Songs were always ernjoyed, and were genérally well-handled. They
ofgen~COnsisted of a number of verses, with references £o specific children
in each verse. The songs used b9 the teachers tended to differ somewhat
from standard nursery school songs, in style if not in content: they
were often louder, more active, and less gentael than is usually the case.

They .impressed us as the sort of songs that the boys might find especially

appealing.
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One of the éides,'begihnﬁgg about hélf—way through the summer,
directed the children's play withlﬁuzzlés and wi;h some of the‘Hon£;;;ori
activities, including stringing beads, sorting’beans of different sités

* énd shapes, placing a series of wooden cylinders of increasing size in
the correct holes in a block of wood, and bhildiﬁg a tower of cubes of
decreasing size. Thése Qere recurrent activities for most of the children.
A few indfvidual caretaking tasks were introduced by the teachers,
inéluding watering plants, watering and feeding pet micé, and helping
the teacher to clean fhé room, upon individuai reduést._
Unsupervised activities. A doll corner was often a center for
activity of one or two children{ occasionally with obsetvers and commen-

tators. Toy soldleré and toy furniture were also available for play,

though we did not see them used. Many of the children enjoyed washing

dishes and mopping the floor. Oiber toys which were extensively used
incldded blocks, toy cars, and a peg-pounding board.
We saw simple, flieeting actsAof dramatic play, as well as a

few extended draﬁatizations, the latter initiated and directed by one
~ child who would then draw others inio the play. Motor play, which was
prominenﬁ, included running, climbing, playing with a ball, pushing
one another in a cart, punch‘ing'a’ Yogi bear pundihg, doil. Books were
available for the children to look at,ihougﬁ we did not see them used
by children without a teachers help. A full~lehgth mirror and photo-
graphs of the cﬁildren were popular initially, and were occasionélly

- returned to later.
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Description of Classroom 2

‘Description of the Children -

This classroom had the smallest number of children of the thtree
classrooms. |t was an integrated classroom: 7 of the children were

in our lower income Negro group, 4 of the children were middle income

white; and | child was middle incdme Negrﬁ. All chiidren remained in
the class for the entire eicat weeks, except for the‘middle i ncome
Negro gir!, who was enrolied for only the first four weeks, and two
children who left after ihe sevenih week.

The lower income Negro children lived adjacent to the Ancona
School in a group of apartirent bufldings which hodse socme of the few poor
families living in this predominately middle class, racially Integrated
community. The public schocl they would attend drew upon this community, <
and was therefore integrated for both race and iacome level. The build-
ings in which these children lived w;re in disrepair, but the apartments
themselves were often weli=kept, though sparsely furnished. In the

immediate area of the buiidings; there was much space for outdoor play.

The middle income children in this classroom had all previously
attended the Ancona Schoo!, in a Montessori classroom.
Tablacllc]’ lists the sex, age, |. Q. and family description data

for the three classrooms. The 1.Q. level of the lower income children was

mid-way between that in the other two classes. As in the case of the
other integrated classroom, the middie income children whom we tested
had a higher 1.Q. level tran the lower income group with litile ovarlap

‘n the distributions of scores. In the lower income group, the propurtions

of father-absent and fathep~present homes were roughly equa! to thuse in

the other two classes,
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In the réséérth interview with the two teachers in this classroom,
one of the teachers mentioned that she found the entfre group an es=
pecial!9 shy one, that didn't,ﬁegin t§ feel comfortable until about the
ihird weék of school. Tre lower income Negro chiidren were less inhibited .
than the middle income white chjldren, and it was the former Qho made the
first overtures of friendship in the group.

Teaching S£aff

There Qgre two teachers and one teaching aide. The head teacher
was a public school teacher who taught a third-grade class in a pre-
dominately lower-income Negro .school. Her assistant teacher was a nursery
school teacher who had taught middle ciass children. The teaching aide
.was a teenage girl who had had no preQious expérlence in working with
children. |
Teachers' Goals

The major goal of thé Head.feacﬁer in this ciassroom was the
preparation of the children ior public school. In the research interview,
she stated that she‘had5pokeﬁ to some kindergarten teachers prior to the
beginning of the summer, tp determine what the children should have when
they enter kindergarten, and that she used this as a rough guide in planning.
A written description of her goals |ngocated that she conceived of
preparatién for school as & muiti-facpted endeavor which included
broadening the child's interests, cir{le of friends and feeling of confi-
dence’in himself. Har goals, as she listed them were 'To prepare children
for public school. To give edch uniiﬂ @ feeling of worth and pride about

himself. To increase sccialization ang verbalization. To teach the child

3
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to think and to do‘for~himseif; T0¢prepare children for being away from
home.' In a discussion of goals at an early teacher;s meeting, she
had fdcdsed particularly upon verbal Iearnihgﬁ helping the children to
learn about the things around them and promoting verbalization in
general and the use of sentences in particular.

In accordance with‘these gbals,”some activities were plénned
which were similar in.nature tdyactlvities the childrén would find in a j
kindergarten class; in particulaf the_teacher mentioned in her written |
'report group activities which included conversation, songs an& stories,
and which were designed to teach th¢ children to listen to others and to
Speak before the group, as well asito give them the feeling that their

own ideas were important. Another refiection of the focus upon preparation

for the kindergarten experience was the head teacher's attempt, described
in a teachers' meeting late in the session, to begin to wean the children
away from all the individual attention the teachers had given them initially,

in preparation for the more impersonal atmosphere of the pubiic school,

Description of the Class

Classroom order:

) The general tone in this class was relaxed and unpressured. There
were limits, but within these the 9ﬁlldren functioned freely. For example,
on returning from a walk to a nearby park, the children were allowed to

straggle down the street, walking along a raised curb stone, but when

f several children wanted to run ahead, they asked the teacher for permission

-~ and assured her they would stop at the corper.
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:Though'mush of the teachers' activity was related to control, it

‘was not obtrusive in this classroom. For the most part it was firmly but

. gently admfnistered with no trace of anger behind it. Both teachers

tended to give a firm, clear statement of rules, one of the teachers also

appended an explanation each time she prohlbuted some behavlor. Once a

rule was stated or a request was made, compliance was expected, but the

teacher was usuaily willing to wait for.that compliance, and to repeat

the rule or request if necessary. (For example, one of the teachers was

alone in the roem with M., who began to turn the'light on and off repeatedly.
The teacher said "M., |'m not finished here so leave the lights on." M.
continued, and the teacher repeated his name several times, increasingly
loudly as f he hadnit heatd her. Finally M. stopped and the teacher said
"Fhank fou.") |

Control of the group was vested primarily in the head teacher.
lt was generally she who gave the few necessary directives to the entire
group, and it was she who. defénedvthewlimtts,of ‘the permissiblei: These
outer limits were defined by.a definite change in tone which suggested
tc the children that fmmed}ate conpliance was expected. This tone was
not used frequently, and was almost exclusively used in situations where
the children's actions seemed tc threaten their physical safety: e.g.,
running out to the street to see @ machine, ci@mblng on a fence, hitting
another child. Apart from this sharp, commanq;ng tone, and the patient

A

repetition mentioned above, control was dlso athieved by separation of

g

o} ,
a child from the group; when someone was beingficontinually disruptive,

the teacher would take him out of the room forja while. in addition,




“ L‘&\ ‘ \s‘ ‘!

42

examples of desired behavior w&re~praised by the teachers.

iThrge types of rules were identified, each type being associated
with a differeng method of cqntrbl. Rgles rélatlng to physical safety
were given in the coﬁmanding tone mentioned above. Rules concerning taking
care of property and consideration of other people's comfort were given
in simple direct statewepts, sdmétimes wi th éxﬁlanatjon. Iimmediate com~
pliance was not demanded, an& the teachers would repeat the digective and
wait patiently for compliance. Rules concerning orderliness in the class-
room were in effect ét points of transition in activities; a general
statement was made to the group, snd then this was backed up by direction
of individual children, fairiy patiently moving them toward the necessary
cleanup of materials and arranging for the next activity.

The order which was expeéfed in this classroom seemed to be
thoroughly understood by the children; First, they reacted appropriately
to the changes in the head teacher's tone describzd above. Second, the
generally good order which existed in the.ciass with no evidence, at ‘

least-at the time of observation, that the teachers had to work stren-

wously to achieve this order, Endicated ttt the children did know what
was expected and were willing to comply.
Classroom structure:

We observed in our occasionél visits to the classroom, and the
teacher described in a written report, a classroom routine that was
fluid but consistent. Generally the Tirst part of the morning was spent
in individual and smal ) group activities using matericls which were
available daily, such as do!is, trucks, puzzles, peints, sewing cards,

etc. At this time the two teachoers and occasionally the aide tended to

be the center of small group activities which began and ended as &
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functnon of the intorcst of the chlldren. There wés much shifting among
the groups, though the children did tend to remain with an-activity for
fairly long periods, and to find new activities when they had left others.
Tht early period was o¢casionally used for actlvitles des’gned for the
entire group; we observed a day on which the entire group nade and flew
kites and one oﬁ which the group b!anted seeds. During these activities
deslgnéd for the en;lée group, children who did not want to participate
were allowed to pursue individual activities with the materials which
were always available for play. in her written report, the teacher men-
tioned that the children also occés]onal!y played outdoors during this
period. | |

After this earlf long berlod of activity the children, directed by
the teachers, cleaned up the room and put materials away, then gathered
in a circle for songs, stories, or conversation. On the days on which we
observed in this classroom, thé only activity at this time was singing
which was directed by the teacher. However, the head teacher's report
mentions convérsations about trips planned for the week or about things
that children had brought from home to show the others. During the
singing we observed, a few chuldren were generally allowed to continue
with other activities. Following the singing, all the children gathered
on tk= circle for milk and crackers, a quiet time in which there was
generally some ;onversation among the children. More small group
activities or occasionally a story read by ? teacher to the group

followed milk and crackers; then the last p'riod of the day was spent

in play outdoors in a nearby park.
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Thus, in this classroom, the children were iypically in small,

shifting groups formed on the basis ot interest in an activity. Large

% v

groups were the next most typ!éai fOfmftlon. and included most or all

of ‘the class. !n most cases even the large group was fiuid. The

teachers tended not to be strongly directing in this class, but their

presence in ¢ initiation of an activity seemed to entice a number of

children into that activity. Ambng the éhildren themselves, groups were

} " formed on the basis of interest in an activity. There were discernible
leaders among the children but no cligques.

Teachers' instructional and Emotional-Social Behavior

Most of the teachers"attentioneWas directed toward individual children,
usually in brief interactions. ‘The content of their in;éractions with
the children inc,uded supervision, fnstruétion, cohtrel, and general con-
versation, in roughly equal proportions. The head teacher tended to

be pleasant and considerate, but not oriented toward the individual
emotional needs of the childrén. For example, she would occasionally

respond to comments which expressed rather personal concerns with answers

which focused away from, rather than toward the emotional content of those
concerns. (E.g., when one child said she didn't want to drink her milk
the teacher simply said “lt‘s good for vou.") She did not tend to
initiate conversation with the children, but they often directed con-
versation and expressions of physical affection toward her, and she met
these with interest and enjoyment. The assistant teacher seemed more

- oriented toward individual emotional needs: although she also did not

focus upon emotions in her conversations with the children, her actions




‘of these two teachers in the classroom was a pleasant, relaxed atmos-

ks

seemed to take Info account the chfldren‘s more personal reactions.
For example, it was this teacher who often tried to“dréu the ﬁore shy
children into activities, and it was this teacher who evidenced under-

standing of the needs of one quite disturbed child. The combined result

phere where extremes of emotion were not often seen, and where the focus
was upon the activities of the classroom. Though most of the children
in this elass spoke freely to the teachers, they did rot frequently
challenge the teachers' authority or become teasing or boisterous. Thus
it seemed that the freedom of expression we saw occurred only within
limits set by the authority of the head teacher and her pleasant, easy-
going, but relatively impersonal manner of relating to tﬁe ch{ldren.

In this classroom the teachars expected the children to clean up
after themselvee and to put materiale away,; each child was theoretically
responsible for the things he had used, and the teachers set aside a
period of each day when they expected the children to exercise this

responsibility. Initiative in choosing activities and in social

interaction wes rende(ed possible by the general freedom of(the classroom
structure end by the responsaveness of Lhe teachers. Though the teachers
encouraged the children to engage in sume “constructive' activity by
invitation or suggestion, they did not push the childree into activities.

if they did not want to join. Most of .the children did in fact initiate
their own activities, and their participation in teacherwdirected activities
seemed based on interest su that they felt free to leave when theijr

{nterest waned.
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The head teacher spoke fairiy frequently to individual children,
ir short, simple declarative sentences. Instructions and orders tended .
to form a large pirt of the content of her speecﬁ, though brief responses
tc questions were also presént. When shtie spoke to the children, their
reactions--verbal or motor--tended to be almost immediate, suggesting
that the children found her communications easy to understand. (E.g.,
when a child began to enter anothef classroom, she said simply '"Don't go
ir there, J.h J. asked ‘‘Why not?"’ She replied 'There's no one in there.”
- J. immediately came out of the room.) The assistant teacher also spoke
fairly frequently, but her communications usuaiiy included long explana-
tions, and led more often to hesitation, confusion, deliberation, and
delay of f;sponse. (E.g., Two girls were throwing sand into the basement
entrance-way. The teacher said to them ''Girls, you can dig the sand but
don't throw it down there, because it has to be swept out.'" The girls

looked at her hesitantly, then stopped.) Though the children apparently

@ had some difficulty in understanding this teacher, they generally

f responded appropriately tu her, atter a delay. Her mode of communication
tended to inhibit verbal response by the children, but it is possible

| - that it provided them with practice in understanding of speech.

t " The children were never pr&hibiied from speaking in this
classroom, and the teachers responded with inferest to the children who
spoke to them. For the most part, there were no directed attempts by

éhe teachers to get the children to speak, phough we did observe a few'
occasions when the head teacrier directed questions to the gfoup in the

context of a group activity. (For exampie, she eiicited the cniidren's
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ideas aboqt the growth of plants in the seed planting activity we observed

~ one day.)

We did not observe a great deal of directed verbal instruction in

‘this class, but each teacher presented some items of simpie information as

they came up in the context of activities and otservations. (For example,

when the children were gathered around, iooking at something on the sidewalk,

 one teacher approached and told them it was a caterpillar. On another

cccasicn, a teacher toid the children who were singing a song that ''spine'
meant their backbone, and suggested that they fee! it.) In each case thec
information was presented s.mpiy and clearly, and the children seemed to
register what was said, or at leastffo tocus upon what was referred to.
instruction In motor activities such as drawing, cutting, and stapling,
was also presented in the context of an actiéity.

~ The teachers in this classroom were often engaged in structuring
small group activities and games. The cne activity whicﬁ we observed in
detail, that of making kites, was structured in a very satisfactory manner.
It was broken down into manageable steps, eacﬁ involvlqg both decisicn
and motor activity for &he children. When each child finished his kite
he was able to take it outdoors and fly it.

Nature of the Activities in the Classroom

There was much overlap in this classroom between sunervised and
unsupervised activities, since the teachers typicaily spent the early part
of the day in small group activities using materials which were available

also for unsupervised play. For example, one\teacher made a group game ot

sorting beads which were aisc available for infsividual use. And agdnnk a

child might work on a puzzie with a teacher's nelp or by himsetr, ‘\\
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A number of the Mdntessdri materials were available in this class-
rbom, including a tower cf cubes of graduated :4p#e,a ''staircase' of
wooden blocks of graduated'lbgmgit, a graduated series of cylinders set in
a wooden block, geometric figUreS for tracing, and bead sorting. Class=
rcom materials 81so included more standard nursery school equipment:
trucks and cars; dolls, touy dishes,'ﬁuzzles, a Léggc set, a pegboard,
beads for stringing, sewing card;, and blocks. All ¢t these materials were
used daily by the child}en. Painting, under a tegcher's supervision, and
coloring were frequen; act‘vttieg, Cutting and pasting paper were seen.
Books, were avatgable,.and fhe teachers were seen reading from them to
smal i groﬁps of children. Lotto was a popular game in this classroom
as in the othér two.

Activities for the total group which used materials not otherwise
available were infrequent in this ciass. We have mentioned making paper
kites and planting seeds, the two activities of this nature which we
observed.

The head teacher planned a few activities designed to écquaint
the children with their less immediate surroundings, including a Qalk to
a nearby demoliticn site ard & visit to a number ot different kinds of
rearby stores. She sometimes addresseu tocmuents and questions to the
group about things observed on their waiks to and from the park, and
crossing streets provided the occasion for learning safety rules.

No particuiar concepts were emphasized in this classroom, though
~- both teachers frequently naped or explained things for the children. in

the reseérﬁh interview, théiceacnets mentioned some attempls 1o teach the

children colors and said thiy hoped to teath the childrer to read their rames,
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.'Dessrigtﬁqp?of Classroom_3

Description of the Children

in this classroom,'tﬂere was a shift in pobulation at the middle
cf the session. The middie income children, all of whom attended the
Ancona School during the schoél year, were enrolled tor one or Both of
two four-week sessions. All of the lower-income children were enrol led
for the entire eight weeks. Thus, during the first four weeks, the class
consisted of 7 lower income Negro children, 5 middle income white children,
and 5 middie income Negro children. During the second four weeks, there were
7 middle income children (6 white, 1 Negro) and 7 fower income Negro
children.

The lower income Negro children lived adjacenf to the Ancona
School in a group of apartment buildings which house some of the few poor
families living in this predominately middle class, racially integrated
community. The public s:thov: they would attend drew upon this community,
and was therefore intégra;ed for both face and income level. The build-
ings in which these chiidren lived Qere in disrepair, but the apartments
themse'ves were, with one exception, weli-kzpt. In the immediate area
of the buildings there was much spdte fur outduor play.

The middle income ihildren had ail previcusiy attended the
An-ona Scheol, in a Moniessu. 1 ¢lassroom.

Table E-R lists the sex.‘age, i.Q levél, and family descfiptbon
data for the three classrooms. The lower income chiidren in this Class
had the highest mean H.Q. of the tnree classrooms. However, their 1.4,
level was iower than that ot the three me&die income children we testad

in this class, with no overiap in the two acistributions, In the [we:

RPN A




. .«..f.‘..m-.z.. e e el eyieeemem e b e ie iy e Sfembe S ek s

M S | 50

incoine group, proportiéns of father-absent and father-present homes were
roﬁghly‘equal to those in the other two c¢lassrooms.
Tedaching Staff |

This classroom had one‘teachew and three assistants. The teacher
was a trained Montessori téacher, who had received her training in the
Ancona Schoo! during the previous yedar. Fricr to that time, she had
taught kﬁndefgarten and nursery ciasses in private schools. The assis-
+ants Included one woman who had previcusly worked with-children in
Sunday Schools, and two teen-age giris, who had ro previcus experience in
wo-king with children.

Tea&bers“ Goa!'s
R —

This was our ore Mortessori class. The teacher supplemented the
Montessori materials wiih ciher preschuol activiﬁies, but the structure
of the classroom was Montessorian.‘ In the research interview and in other
conversations with the research assistaﬁt, the teacher indicated that her
purpose was to prepare the ciiildren tor public school, working from
#ithin the Montesseri approsci. Lﬁnséstent with this approach, we felt,
was the teacner's focus 1n che interview upon certain bruad areas of
deve]opment which che acged to turther, and her deta:ling of specific
elements of classroom procedure and Ciassroom materials which were in-
tended to support this wevelopment., UP the three riead teachers, it
was this teacher who had the most specific rationale for her classroom }
activities. |

First, she emphasized the goai ot promoting the child's ind:vidual

learning, according 1o his wwin inlerests and levei ©1 attainment, Jliwosing
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from tﬁe activities available fd.hlﬁ with the teacher as obse:ver and
guide. Second was the maintenance of an order in the éiassroom, designed
to build the child's confidence in his abilify to funétion there. In
a&dition, sheﬂfelt that foliowing instructions given by the teacher in
presenting new materials to the children would provide good practice for
the demands of public school. She desC}ibed the Montessori materials
which she was using in terms of three broad categories: (i) the practical
life activities were intended to dévelop competence in self-care and
self-direction; (2) the sensorial materials were intended to'develop
sensorlé! discrimination; (3) coﬁdepts of proportion and number were to
be developed by other méterials. in a discussion of goals at a teacher's
meeting, she mentioned that she planned to modify the Montessori individual
learning approach by‘initiating some group activities in recognition of
the fact that the children would participate in group activities in

public schoo) She mentioned another addition to the Montessori approach
in the mesearch interview: instead of waiting until late in the program
to introduce langwage concepts for the Montéssori matefials, she intro-
duced them early, in recognition of the fact that this was a shortened
program, and that the putlic school experience to come would lean heavily
upon language. Furthermore, she introduced a few extra activities

designed specifically to promote varbalization.
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Description of the Class =
Cfass?oom order:

In this classroom the prevailing atmosphare was one of activity
and industry. There Qas aﬁ abundance of rules, and an established routine
for mosf activities. Rﬁles designed to maintain genéral classroom order
included avoiding actions which would bother another child, replacing
équipment iﬁmediateli after the child wés finished using it, taking
turns with materials thch couldn't be duplicated, maintaining neatness
and cleanliness in the classroom, handiing equibment quietly and carefully.
Rules félatlng to the children's work habits included finding some activity

to engage in at all times and finishing activities once they were begun.

Specific rules governed the use of much of the equipment: in particular,
vie noted that cieéning materials had deSignated functions, and that the
Montessor| ﬁaterials-iere to be uﬁed only in certain ways. All the teachers
censistently enforced and demonstrated the rules. Statements about rules
as well as leading a child thfohgh the prescribed actions were frequent
occurrences. | | |

. In general, the children sgemed to accept the rules and to try to
conform to them. They did not seem to be unduly fnhibited by the rules;
rather, they performed their responsibilities as they knew them or were
reminded of them, but continued to maintain active interest in their
activities and in one anothe;. In some cases the children seemed to have
learned the rules, especially those surrounding daily routinés, and those

general rules which concerned work habits; the more specific rules about

hahdling equipment required frequenf reminder.

P
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The teachers enforced rules by reminders or admonitions, which
freqdently contained only such appéals as ''That's not what we do,' but
occasionally included reasons. (Only the ﬁead teacher was observed to
give reasons for her directions; the assistant we observed simply
stated the rule in a firm tone;) We saw no occasions when it was
necessary for the teééhérs to speak tb a child about an action such as
hitting another chiid, thoﬁgh weidid note one occasion when a teacher stopped
an interaction which it seemed might end in conflict. The head teacher had
mentioned in thhﬁresearch interview one occasion when a child hit another and
she required an apqfogy of the child who had done the hitting.

Classroom structure:

ln_this classéoom,'the first and longest portion of the morning was

spent in individual or small group activities using materipls which were

available dily for the children's use. For the most part the children ' ;

chose their own activities, though the teachers might suggest things for
them to do. The teachers.ofteh started children on activiti?s and
frequenﬁly.cal)ea their attention to things they should do, but we saw no
instanc;s of continual teacher direction of an activity. Typically the
children engaged in individual activities, fhoqgh there was much parallel
play. Tihus grouping with others tended to result from sitting at the

same table and/or engaging in conversation. Despite this dominadt tendency
to individual play, there was some group play (for example, we saw three
boys playing Lotto together,.and two girls wasﬁlng dishes). There tended
- to be less shifting of groups in this classroom than in the other two:

activities were of fairly long duration, and children tended to return

to their own glosen places at tabies for their activities.
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Milk and crackers followed this early long bériod of activity. There

was no clearly demarcated clean-up timeﬁ the teachers simply spent about 10

minutes moving among the children, getting them to finish the activities

they were engaged in and to sit down at their tables. Thus the transition
was generally handled smoothly. In this classroom there was a certain

amount of ritual surrounding the eating of milk and crackers: the teacher
choie from volunteers several children to pass napkins and crackers to the
children, and another child to call their names for receiving milk. The
children sat at their tables, and were expected to remain there quietly

unti) their names were called. The teachers supervised this activity closely.

On one occasion we saw one of the assistants read a story to the
entire class after this early period. More typically, the children went
directly outdoors to play for the remainder of the'morning, as in the other
two classrooms.

In this classroom the head teacher was a strong social center.
Whenever the remained at her desk, she was frequently approached by the
children for conversation or for help in an activity. There Was, however,
a social structure which existed quite apart from the teacher: in a number
of cases social interaction~seeme6 based upon ipdividual friendships, and
was sustaingsd in coomon activities. in particular, three middle income
white children formedka smail friendship group which frequentiy engaééd in
conversation across activities, and three lower income Negro boys were
frequently seen to form group activities. These groups were more stabie,
and more clearly friendship groups, than those we saw in the other

classrooms.




55

Teachers' Instructional and Emotional-Social Béhaviqg

In this classroom, ésrin“theuother two, the teachers' attention was
difécte& primarily toward individual children. In the case of the head
teacher, this attention mosi frequently took the form of instruction which
was often qUit? extended; partiéujarly when she was giving a lesson using
the Montessori materials. P;olonged individual instruction was more
frequent and more wiaaly‘distributédmin this classroom than in the other two.
It §eemed that the teacher's ﬁriméry«oriéntation was to instruction, and that
other constderationsﬁwere secondary. Even in the context of general con-
versation, instructionélta;‘i,n.nfs were frequeﬁt. (E.g., E. had been
talking about bathing kittens. Tke teacher said, "It's not a good:qd%a sometimes
to give them a bath.? E. asked "Why?'' The teacher answered, ""They clean
themsel&és.") Characteristicallytthfﬁ téacher was warmly supportive of

the children and responsive to their‘bids for -attention, though she did not

encourage a depenyent attitude or physical expressions of affection. (in

a typical interacticn, one girl, Qaiting in line to go outdoors, said, '"Mrs.
D., I'm reaqy.“ The teacher looked down and with a pleasant expression
mouthed the words,''| know.!) The aides also directed their attention
towar& individual children, but brimarily for purposes of control or
reminders of unfulfilled responéibilities? When an aide approached a child,
it was typical for her not to comment upon what the child was doing, or

to ask him about it, but rather to reinforce a rule about how it should

be done. (E.g., one aide spoke toﬁE. who was play{ng with a tea set.

""No water over here. You're not supposed to bring water over here.'')
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In contrast to this classroom behavior, the aides were more actively and

warmly involved with&the children's activities on the playground.

ways, the most important of which was the independent carrying on of
activities. Beyond that, there was the stress onvf%nishing.takks,putting
away equipment, and keeping the"rdom orderly, all of which the children
were expected to do themselves. Reminders were often necessary, but the

children did carry out these activities.. In addition to this responsibility

:,For individual activities, children volunteered for, or were assigned,

jobs to help in carrying out routines, such as having milld and crackers.

The children were encouraged to choose their own activities, but

»thex exercised initiative primafily at this point of initial choice of an

activity, and not in the manner of“carrying out their choice. Rather, the
activities they chosevwgre often to be carried oqtin a mannee prescribed
by the teachers. (E.g., M. was told that ghe sﬁbject of his painting was

i nappropriate for paiﬁﬁs. K. was told to Wipé tﬁe dishes with a cioth
towel rather than a paper one. E. was told to wipe up some water she had
spilled by using firstj# spongé and then a paper towel.).

Similarly, bedguse thé setvof activities designed for the children
was so clearly prescribed, the teachers tended not to éncourage seif-
expression, or at least to set limits upon the manhner in which it occurred.
(?or example, one child, who wanted verquuch to play with a kitten visiting
iﬁ the classroom, was not allowed to do $0 by one of the assistants. The

head teacher let her join some other children in play with the kituien, but

The aides did engage in some instruction as well, but this was less frequent.

Personal responsibility was fostered in this classroom in a number of
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asked h;r to move hd; chair a?dﬁééitﬁe table*sé thgi she couid be seated
‘while she did so.) |

~In this classroom, the"teachers all spoke quite frequently, and
almost always to individual children. Their speech tended to consist of
short sentences, consciously adjusted to the chiidréﬁ's level of understanding.
Rarely did a child seem unable toaunderstand what a teacher had said. (E.g.,
During milk and crackers, the teachér said to a child who was coming to her
éesk for Milk: 'You have to come around the other way. We'll have too
much traffic.' The child lmmgdiatejy.turned and went around the other sidé
of the desk.)l | |

The heéd teacher was.;hé only person whoéconsistently encoﬁraged

the children to verbalize. She diy”this through convﬁrsétions with chiildren

at her desk, and through the function she served of directing activities

(so that the children frequently came to her with requests). Even the head

teacher, however, fended to dodinétgthe conversations she engaged in with
the children, possibly as a function of a strong orientation to instruction
of the children. (E.g., Three children»were holding the kitten. The
teacher asked them to bring it tq}her, tuok it and held it as she talked
with them, ‘'He fas outside this ﬁorning. | brought him in and gave him
some milk. See he's frightened. You pat him gentiy."* One child said,
'We have a cat.'' The teacher replied, ''We have two,'' then went on to
describe her cats.)
The children were asked.to Speak before the group in the process of

carrying out routines: for example différent children each day calied the

names of the other children to receive their milk during miik and crackers,
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Horé extended spéech“beforg the dtﬁér children éas not seen, since there
were few actlvifies for the entife group.

A few cases were observed of the teacher's atgempt to provide
situations for verbalization among the children. For example, one child
was asked to instruct another in an activity and the Lotto game provided
a setting for verbalization. Furthermure, conversation among the chiidren
was going on continually, and was rarely prohibited. The teachers ashed
the children not to speak oniy at the tines when they were addressing the
entire group, as, for example, when the head teacher was calling the
children's names as they formed a line to go o the park.

Both giving’infgrmation and structuring probiems were quite success~
fully handled in this class. Items of inforsation were given in the context
of activities the children were fﬁterested in. (For example, when a group
of children were blaying with the kitten, the teachef spoke to them about
how she had ftund it, and showed them how to handle it without frightening
it. Latér. she showed some books about kittens to a few of the children.)
Problem-structuring was seen in the severai lessons which were given with
Montessori materiais. In these lessons, verbalization was kept to a
minimum, and was quite simple, and it cluscly paralieied the actions of the
teachers in demonstrating to the'chi[dren how to deal with the materials.
(E.g. Demonstration of tiie use of thermic bottles for comparison of
temperatures: H. was seated before the group of botties, began to litt
and shéke them. The teacher told him he didn't need to shake=-just feei
them. ''Take one and find one that's just like it. Then give them to 1.

(apother child) and she can test them. YThe teacher moved away. H. ieid up
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“tuo botiles. addrcs§§d{fhé.teachéF, "Thi§>the same?' . The teacher took the

- bottles, said, "is it? You try it, T, Are they? [. took the bottles and
‘felt them, said, "No." A moméﬁt later, H. heid up two more bottles.jééid v
"Tals the,same?' ' The 'teacher repiied '""What do you think, H."? She took
the bottlgs, said "That's right.” H. continued toi a while without consuliting
the teacher.)

Nature of the Actlvitiés 1n the Classroom

There was a wide variety of materiais in this classroom, most of which
were designed for individuai use. Montessori materisls which involved the
ordering of sensory dimensivas inciuded thermic bottlies, sound cylinders, a
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