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Abstract

This study is a réView'of 159 research documents which were selected

from .the Current Index to Journa]s in Education and the Resources in

ducation indices (1975,1981) on the basis of the following criteria

(a) children of preschool and/or kindergarten age level were the foqus
of the research, (b) the invettigators used observation as one of the
techniques for data collection, and (c) the observational data nere

collectedliﬁ>the natural setting. The studies wer; then sorted accord- -
to the independent variables which each examined and were classified
under three brofid topical headings --the chil\, the teacher, and the

setting. Within both the child and teacher categorigs, the presage

_Characteristics and behaviors were examined, while within the setting

category the 'varjables were further subdivided into specific setting

N . -

aspects.

—.

Y

}rom the review approxihately 30 trends and one.generalization were

gleaned. That is, given a particular independent variable in the pre-
scbsbl setting, it was likely that certain dependent variables would be
affected in a particular manner. wWhile the trends were‘develoﬁed from

either a few studies which indicated similar resufts or from several .

" studies with similar results but one or two studfes with contradictory

results, generaIizations were arrived at when there was unanimity among

- a group of studies with regard to the effects of an independent

variable.

Possiblq:oxp]anctions/for the tack of generalizations h‘;spd within tha

research were put forth and then thquresearch was examined from a

iv



research technique perspective, a comparative perspective and a
curriculum theory perspective fn an attempt to ferret out both overt . {
and hidden meanings within the 11€E?qturei Finally, reflections . -
presented upon what this review has to-offer teachers, and in’ an ‘

indirect way, teacher ed%tars.
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CHAPTER I
INTRODUCTION

Blocks, probably, more than Snylather one kind of play msﬁeriiI,
lend themselves to the child's constructive jnter‘est; and needs
...and afford through their use the greatést opportunity for the
development of cooperative thinking and acting. (Garrison, 1926,
p. 20)

There are other times when a child needs to know that we [téaeﬁers]
are willing to hé1p him .and one whg may not have enough affection
at home or is fn a mood of depressfon or despair may be very much
helped by tﬁe spontaneous expression of affection which is given
by an adult who is sensitive to his neé@#. (Gardner, 1956, pp.
15-16) *

A soft voice is useful in establishing communication with children
and in maintaihing control over-the classroom. (Seefeldt, 1980,

p. 164)
The quotations above exemplify a strong tradition in the instruction

of young children--a traditiop -of knowing what teaching behaviﬁfifare

most successful, a tradition of knowing what curricular approaches are

bést suited to the education of young children, and a tradition of know-

- ing what behaviors may be expetted of young children. As the citations

indicate, thisxtradition in early childhood educaiion has permeated

teacher bduca;ionulite?aturé in early childhood education for the past

century.

From where has this tradition emanated? A glance through Garrison

(1926), Gardner (1956) and some portions of Seefeldt (1980) 'indicates -

1

-
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that, more often than not, this tradition has been based upon the”
accumulated experierices of the individual writers &nd their philosophical
orientations, rather than upon data collected through research. This

~ philosophical orientation towards shaping what goes on in classrooms is
not particular to darly childhood education, but for many years was
characteristic of the educational field as a whgie,

Unlike tﬁe field of preschool education, however, iargé efforts have’
been made over the éast two decadés in the regular school system to con-
duct research in classrooms and to attempt to trangiate the findings of
that research into practice. The basis for sych research frequené]y
stemmed from reviews of studies scatte%ed throughout the Titer;ture, thus
consolidatfng the information which exi#ted and making it available 1n a
more acéessibie form. Exemplars of such reviews are theée found in Gage
(1963), Travers (1973), Dunkin and Biddle (1974), Brophy and Good (1974),
Medley (1977) and Good (1979). With the consistent review-research-
review-research trend, a wealth of information has been and is being
accumdlated deséribingiiife in classrooms. Although many authors concur
that no definitive patterns have been established, inroads have been
made towards estabiishing a foundation for tg{ehér practices. What
becomes readily apparenf upon s:ﬁnning the reviews, apart F;ﬂm short
reviews such as those of Sears and‘Daﬁley (1963) and Beller (1973), s -
that the lower grade limit for studies reviewed s typically grade one
or kind;rgartén and thus, the absence of reviews of research on class-
room interaction in preschool fis notable.

Brophy (Note 1) .has suggested three major reasons for the appafent
ab;ence of research in the prekindergarten area--(a) "University 7
department; concerned W{Eh nursery schools and early childhood education

{ .
have traditionally been driven by philosophy and commitment (particularly
J



the whole child, child centgred; discovery/exploration, etc. fdeology),
rather than by an orientation toward r;sgaﬂ:h and empirical "data
collection.” (b) There is a lack of agreement by society in general on
the goals and purposes of early childhood education--systematic
fnstruction as opposed to the diécnveryiexpigration approach. _(c) There
are many problems inherent in measures for preschool children, 'cognitiée
measures of preschool education...[being] considerably 1es§‘reliabie
than camparab1e cognitive measures for e1der ch11dren and so-called
affective measures...[being] virtually useless, in my fBrophy's] epini@n;i
In view of the absence of any attempt to %maigamate the research in pre-
school education, little can be said to refute or support the rationale
suggested b; Brophy (Note 1), other thaf to counter Brophy's suggestions
with arguments baged solely upon opinion. In order to provide a sound
basis for educa]‘CZal practice in early childhood educaiion and to deter-
mine 1f weaknesses, such as those mentioned by Brophy (Note 1), are an
accurate description of the "state of the art" in early childhood
educat%an, it would appear necessary, indeed imperative, that a review
of literature examining the classroom interactive processes in preschool
education be conducted.

~ Purpose of the Stgﬂy

The purp@sé of this study is to conduct such a review--a review of
'researth literature on preschool eduéaticﬂ which is concerned with the
interactive processes that occur in classrooms. Through such a reyiew,
i; may be possible to characterize the preschool classroom as an entity
distfnct from or similar to regular school classrooms and to identify

the prevailing concerns of early childhood educators.



Procedure
A 1iterature search was conducted which included relevant
research literature from January 1975 to January 1981. The prﬂnaﬁy
source for this literature search was information housed in the

Current Index to Journals in Education and Resourcés in Education. The

literature selected for final review had to meet the following
¢riteria: . <

1. Studies selecfed had to fnclude observation as one of the
instruments used in conducting the research. .

2. Studies selected had, as the sample, children in pre-
kindergarten programs of all types and children in - |
kindergarten programs.

| 3. Studies selected had to have examined classroom fnter-
active processes through collec;ion of observational
~data in the natural setting.

Upon selection of the final sample ofAstddies'for review, the
'Studies~were examined through analysis of the variables which each
investigateq. Through pooling studies with commoﬁ concerns, themes in
earl; childhood education were identified and discussed to determine
if there is a consensus in the literature on these themes and to deter- </
mine if these thEmes are particuTar to early childhood educatfon. |

Significance of the Study

This review of research is gnticipatgd to fi11-a gap in the
compitation of research on classroon interactive processes and may
~ Indicate-areas within early childhoéd education requiring further
research. A comprehensive review would, perhaps,'provide teachers with
research based materfal upon which to base their daily decfsfons in

classrooms. A rdview such as the one proposed would also enable teacher



.

educators to train preservice teachers in ﬂethods‘basgd upon research
evidence. L 4

Plan of the Investigation

Chapter I has outlined the need for research on classroom inter-
active processes in the area of preschool education and has indicated
the criteria to be used in selecting the studies to be reviewed._

Chapter 2 will review the techniques used in conducting an inte-
grative review and wiil.highlight aspects of the sample of studies to
be reviewed.

Chapter 3 will review those studies in which the independent -
variables were concerned with the child, either in terms of child
presage characteristics or child behaviors.

~ Chapter 4 will review those studies in which the independent
variables were concerned with the teacheFT‘E(th:ilgxteﬁns of t;;cher
presage characteristics or in terms of teacher bchaviers

Chapter 5 will review those studies in which the independent
‘variables related to some aspect of the setting.
reasons for the results of the review, and examining the studies
reviewed from severa] perspectives so as to explore the mean1ngs
embedded within the research.

Chapter 7 will reflect upon what the review of research has to
offer practicing clascroom teachers.

The Appendices offer concise summaticns;of the'studies reviewed

according to the independent and dependent variables consfidered.

L



- - CHAPTER II

As thé purpose of this study was to ca;du:t an integrative review
of research litergture dealing with classroom interactive processes in
kindergarten and prekindergarten programs, this chapter describes the
steps and processes followed in conducting Such a review. Also to he‘z

discussed are certain gqura] characteristics of the studieg;as a group,
- thus pFOViding a broad conceptual base from which to consider the

[

. - -
themes and relationships to be presented in later chapters.

Characteristics of an Integrative Review

Although reviews of literature of many types abound, few authors
have actually addressed the technique or methodology used in conducting
such a review. Jackson (1980) has delved quite thoroughly into what
const}tuyes an 1nte§rat1ve review and has suggested that the procedures
ysed are not dissimilar to those used in conducting any piece of primary
research. That .is, Jacksﬁn (1980) has suggestedxthat the following six
'basfc steps be used in conducting an integrative review:

(1) selecting the questions or hypotheses for the review,

(2) sampling the research studies that are to be reviewed,

(3) §epresenting the characteristics of the studies and

their findings, (4) anatysing the Fi?dings, (5) interpret-

ing the results, and (6) rép@rting the review. (p. 441) - i‘g
The purpose of such a procedure ultimately would be to arrive at tenta!!
“tive generalizations based upon the material reviewed. Whether it will
be possible,” in the present study, to genefaté such generaiizationé is,

‘' of course, heavily dependent upon the commonalities er disparities

6
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housed in the sample of studies itself. Perhaps, the most that can be
attained is the construction of formative hypotheses upon which further
efforts aimed at generalization may be based.

Selection of the Sample

Because a review of this nature constitutes 1n§estigat1§h into an
area which is unknown in terms of the briadth and scope of coverage in
‘the researgﬁrliterature. the initial parameters of the study were not
restricted to the érgkindgrgnrtEGISnd kindergarten, but, rather, en-
Eﬂmpassed.the whole area of early childhood education--preschool to
grade three. Because mini-computer searches on the SPIRES data base
containing ERIC material failed to efficiently generate the types of (T
studies required for the révien, a hand searéh was conducted using the
preschool to grade threecriterion as well as the criteria that the

research involve the conduct of observation in the natural setting.

Within this broad frame of reference, the abstracts in the Current Index

to Journals in Education and Resources in Education .covering the time

period from January 1975 through to January 1981 were scanned. This
;pre]imiﬁary search gleaned Gverv?SQ possible items for review. Tﬁese
1tems were then subjected to a check in the arigi}ai document to ensure
that all the criteria were met. Slightiy more than 400 of these were.
excluded from further consideration for the following reasons: (a) the
article gfd not meet the ;riteria outlined; (b) the article was a

- review of Yiterature itself; (c) the document was unavailable; or (d)
the feseérchers did not report the age or grade level of the children
involved in the study. Due to the number of studies remaining which did
meet the criteria, s well as the need for a review of research in the
prekindergarten and kindergarten areas, it was decided ﬁo'iimit the

review to the kindergarten and pre kindergarten area, thus leaving



approximately 160 studies to be reviewed in the final sample.
: Characteristics of the Samplg

Age Range

Hhi]e ft may. be conceived that the age range for a set of studies
ééafing with prekindergarten and kindergarten children should be abvious,
this was not the case. Table 1 indicates the age ranges, as described
by‘the authors of the studies, for the sample of studies to be reviewed.
The lower age 1imit of the studies under réview is 7 months, while the
upper age 1imit is 10 years.” In view of the fact that the review is

supposed to be one of prekindergarten and kindergarten in which the upper

gage limit might be expected to be, at most, 72 months or 6 years, it is

clear that the inclusion of studies involving a sample of children beyond
the 6 year age limit would need some clarification.

Five studies involved children who syrpassed the 6 year age limit--
Strayer, Strayer, Wareing, and Riusech (1977) 3-7 years, Leiter (1977)
4-8.94 years, Plummer (1977) 3-10 years, Hamilton and Gordon (1978)

56-78 months, and Oxford, Morrison,and McKenney (1979) 69-77 months. In
all but Plummer (1977), the d251gnation of “preschoal" provided by the
authars served as the just1ficatian for\their inclusion in the samp]e

In the case of Plummer (1977), kaadren in\the sample were severely

handicapped and developmentally de]ayed and\were being integrated into .
preschool’ prugraqs despite the age ﬂifferE" As well, twenty-seven

studies did not provide the ages of children included in the sample, but

classified the children under study as being in an jnfant-toddler program,

a nursery program, a dayc:arg program, a kindergarten program or a pre-

school program. Finally, upon examin%ng the grﬂuﬁ of studies. as a who?é,

it is evident that all but 13 studies have included as part of the sample

children in the two to five year range, thus giving samé continuity to

the sample as a whole.

A
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Table 1
Age Range of

Sample

No. of A No. of
Age. Studies Age Studies
- — = — i

12, 15, 18 mos.
7-31 mos.

7.5 - 48.5 mos.
12-18 mos.
12-36 mos.

16 mos.

" 17-38 mos.

18 mos. (X)
18-22 mos.
18-24 mos.
118-30 mos.
18.58 mos.

19 mos.

19.2 mos.
20-40 mos.
20-48 mos.
22-49 mos.

2-6 yrs.

2-5 yrs.

28-48 mos-
| 28¢56‘msi
2-4 - 4-5 yrs,

2 yrs.4 mos.-5 yrs.4 mos.

29-65 mos.
21/2 yrs.
30-34 mos.
21/2
2 1/2

5 yrs.
3);62 mos.
31-64 mos.
2-9 - 4-5 yrs,
34-40 mos.

2-16 = 4-1@ yIPSi- )

34-66 mos. -

34-58 mos.

2-10 - 5-12 yrs.
35 ms.(X)
36-47 mos.

3 and 4 yrs.

3-4 y"“_,

36-50 mos.

73-:5 yrs.

36-59 mos.

3 -5.6 yrs.
3-6 yrs.
36-72 mos.

3 and 4 yrs.

™ -~ el ol — [ %] P — — — i —j ™ o+ el — — —

18%
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Table 1 (continued)
Age Range of Sample

Age Studi es Age -

3-7 yrs. 1 48-63 mos.
3-10 yrs. 1 4-6 yrs.
37-54 mos. 1 4-8.94yrs,

3 yrs.2 mos.-4 yrs.10 mos. 1 49 mos.

38-63 mos. : 1 +  49-59 mos. and 3-5 yrs.

38-64 mos. 1 - 8.1-5 yrs,
31/2 yrs. , ™\ 51-60 mos.
42-59 mos. ‘ o , 1-63 mos.

42-60 mos.

31/2 - 51/2 yrs. 2 53-65 mos.
42.8 - 42.9 mos. 1 4 yrs.6 mos.
3-9 - 4-7 yrs. | 1 54-89 mos.
35, 39, 54, 63 mos. ; 1 56 mos.

3.8 - 8.2 yrs. 1 4858y
#4-53mos. - 1 56-78 mos.

3 yrs.9 mos.-4 yrs. 1 4 yrs.11 mos.-5 yrs.

3 yrs.9 mos.-4 yrs.6 mos. 1 5 yrs.

3 yrs.11 mos.-5 yrs. 1 5-6 yrs.

3 yrs.9 mos.-4 yrs. 4 mos. . 1 5 and 6 yrs
47-63 mos. v 1 S.yrs. .

4 yrs. 5 yrs.2 mos.

MNoon
.

4 and 5 yrs. 51/2 - 6 yrs.

4-5 yrs. 1T 66-72 mos'.

L)

10



Table 1 (continued)

Agé Range of Sample

Age Stadles Age Studtes

66.6 mos. 1

69-77 mos. 1 v

Kindergarten 11

K and Preschool 1 p Q
Preschool 9 ) )
Daycare 2

Nursery /S 1

Infant-Toddler 1

n



Instrumentation

Several types of instrumentation were used in the studies to be
reviewed. These were: (a) observation, (b) interviews, ratings and
questionnaires, (c) affective/social measures and (d) ﬁerfnrménce/
achievement measures. Details of their frequency of usage and
characteristics of the instruments themselves will be presen}ed in

the next section.

'erygticni Observation as a method of instrumentation in a study

can take many forms. The value of observation as a method of instrumenta-
tion is that the abservatiana] technique can capture materiaf which may
escape psychometrdiesting and can be used with minimad infringement
upon the natural setting. While the grﬁup of studie; under review
provides examples of many different types of observational techniques,
it also provides evidence of particular preferences for specific |
observational techniques in the area of prekindergarten and kindergarten
studies. The categories of observational instruments employed in the
studies were: time sampling, event sampling, point sampling, scan |
sampling, ethncgﬁaphié methods, use of video and/or audio equipment,
narrative records, anecdotal records, specimen records, and "pre-
packaged" iﬁstruments. or instruments devised by another researcher,
which might involve one or more of the preceding fechniques. Only
one study (géachei,.isao) did not provide enough information to deter-
" mine which of these methods of observation was used. '
The observational technique most frEQUentiy used by the researchers
was that of time Samplingi Time sampling essentiall} allows for the
recording of the occurrence of a}gdefined behaviors of interest during )
a épecific time period (Irwin and Bushnell, 1980). Of the studies to

be reviewed, 72 used a time sampling technique to investigate the



behaviors under consideration. This technique, while allowing for
controlled recérding of behaviarsithat occur within certain intervals
of time, fragments the behavior into units of time rather than pro-
viding a continuous stream of behavioral descriptieﬁi Intervals used
in the studies ranged from five seconds (Fagot, 1978) to five minutes
(Strain, Kerr, and Alpher, 1979).

Two methods of observation used by researchers which are closely
related to time sampling techniques are point sampling and scan

sampling. Point sampling, Jsed in two studies, is a variation of time

within the interval, for example, behavior would be recorded every
fifth second rather than for a continuwous five second interval
(Twerrien, Note 2). The scan technique is another variation of the
time sampling technique in which the room is scanned for an interval
and behaviors or groupings are recorded in the next interval (Smith
and Sydgii; 1978b). This technique ;as used in four of the studies
“under review.

A method which appeared to be used fairly frequently by

reséarthers was that of event sampling which focused upon the event or

particular behavipr rather than on the number of béhaviors occurring
within a specific timéfﬁeriad. Event sampling, according to Irwin
5§ §1_ (1980) can provide information on the dur;ticn and outcome of a
behavior, thus providing a more cnntinﬁogs flow of information than
time sampling. Twenty-nine of the studies to be reviewed used the

event .sampling technique as one of the observational techniques used

in conducting the study.

x\RA‘technique used by 17 of the researchers was that of video and/or

audio recordings. While this technique has the advantage of freezing
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camera angle and range influence the amount of data collected using

the video technique, while audio recordings often have to be supple- .
mented by observational data to identify the speakers and the contéxt
of the situation. Unlike the other observational techﬁfques which may
require "on-the-spot” coding, the video and audio techniques allow for
coding after the fact and, of cﬂurse; allow replays of behaviors which
ensure stringent collings of the;behivigrs being observed.

The remaining cluster of observational techniques which did not
use prepackaged instruments consists of 16 studies. Techniques used
were quite varied and were uséd infrequently. Narrative records, verbal
descriptions of a behvavior as it is occurring, make up six of the 16 )
studies, while specimen records, quite similar to the narrative record
but consisting of behavior episodes (Medinnus, 1976), Quﬁprfse four of
the 16 studies. “Irwin et al. (1980) have suggested that while both of
these methods provide a ric;!:u data base, they may provide problems in
coding and are not as time efficient as event and time sampling, perhaps
accountiﬁg for their 1imited use by researchers. AHEEthETETEEGTﬂS,
used by gne'resean:heri provide a good supplementary source of data,
but do not provide the detail that event and time sampiingasupplyi
Anécdataj records may also lack a measure of objectivity which may be

found in other observational methods as the time between observation_ o
R

and recording may be an inf?aencing'factsr in what is remembered.
Finally, three studies used a technique requirihg both description and
interpretation as the mechanisms for determfning \the underpinnings of

"the classroem structure--that of participant obsenvation. Wftlfamson,

Karp, and Dalphin (1977) have suggested that, as a research technique,

this method relies heavily upon the fieldworker's observations and



interpretations, however, the technique does provide a different manner

of examining classroom 1ife whd cuses upon the social structures
which are,active #n the cld
A common characteristic of all of the above methods, apart from the
participant observation method and the narrative and specimen record
methods, is that the researchers themselves design&ted the behaviaré
that were to be the focus of éhe study. In some cases coding was done
instantly while in others it was ‘done after the data were collected.
The final group of studies to be presented in terms of "the observational
technique- used is somewhat different in nature for while the authors
may have selected the instrument to study the behaviors of interest,
the instrument was created by another researcher. Twenty-six
researchers used a "pre-packaged" observation instrument in conducting
their research. Table Z‘Erﬁvides an outline of the studies in which
such instrumentagion was ﬁ;ed and also indicates the instrument(s)
selected. As the table indicates, 34 different instruments were used
in the 26 different §tudfés; : 5 ‘ _

. It is evident, therefore, that for the majority qf the research:
which is to b; reviewed,qresearchers conducted the observations with
preformed observational category systems of many different varieties.
Therefore, it is imporfant to note,that, for the most part, researchers
were from the onset imposing a set of ideas regarding what was expected
to happen upon the situations under investigation which by the ﬁature

of the observational categorief were predefined before the-research

was conducted. The extent to 1 such predefinitions of expectations
influenced the results reported 1s nétura!?y dependent on the degree to-

which those definitions departed from the actual occurrences in the
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Table 2

Pre-Packaged Observation Instruments

Author(s) Observation Instrument Used

Becher (1978)

Beehler (1974)

Cochran (1977)

Cooper (1979)

Edwards and Montemurro (1979)
Etaugh, Co?iins,vand Gerson (19?5)

Fagot (1977a, 1977b, 1977¢)
Firestone and Brody (1975)

Jakob and Dickerschied (1976)
Johnson, Ershler, and Bell (1980)

Johnson (1979)

Kennedy (1976)

=Observation System for
Instructional Analysis
-Social Interaction Observation

;;stem

.=Quantitative Analysis Scale

=Caregiver Child Interaction

| Scale

!AFPEIACH Scale

-Coping Analysis Schedule for
Educational Settings
-Fagot-Patterson Scale modification
-Fagot-Patterson Scale

~-Flandegs Interaction System

{(modi fied) |

~Social Behavior Checklist
-Parten's Social Play Categories
-Smilansky's Cognitive Play

Categories -

-Instrument for Quantitative

Analysis of Tasks on Dne-to-Six

Year 01d Children (muﬂjficat%on)

-Clifton (1944) form of the Anderson

(1945) observation system



Table 2 (continued)

Pre+Packaged Observation Instruments

Author(s)

Observation Instrument Used

Kohn and Parnes (1974)

Leiter (1977)

Montemurro (1980)

Morrison and Oxford (1978)

Murphy and Goldner (1976)

-~

Pér'ry (undated)
Robinson (1977)
smpiro (1975a)
“$41berman (1975)

Slaby and Crowley (1977)

Taylor (1975) 7
Travers, Coelon, and Ruopp (1977)

\ ,
Oxford, Morrison, dnd McKenney (1979)

-Social Competence Scale Problem
Checklist

-Social Interaction Profile
-Coping Analysis Schedule for \
Educational Settings

Norms

~-Classroom Ecology- Scale

-Social Interaction Observation
me thod (LeBTanc)

~Schedule for CTassraam Activity
Norms |

-Classroom Ecology Scale
-Flanders Interaction S&sten;
-Fagot-Patterson Scale -
-Classroom Observation Scale
-Infant/Toddler Interaction and
Activity Profile

-Behavioral Observation Scoring
System :

59bse;vatiena] Schedule and Record
-SRI Focus Observation Instrument

*PhysicaIEEnvirnnmEﬁt Inventory

17



18

(/ Table 2 (continued)
P

re-Packaged Observation Instruments

Author(s)

Observation Instrument Used

-Classroom Snapshot
“Five Minute Interaction
-Prescott-SRI Child'Focus Observa-
tion Instrument

Wilton and Densem (1977) -Parten Scale of Social Partici-

pation




classrooms. Furthermore, while for most researchers, those pre-
de%initions also serve as the coding mechanism for the data, for
several researchers, another instrument was used to code the data,
thus further removing the data from the context of the real situation.
Solutions to this dilemma might be provided in the use of narrative
end specimen records, but these methods are fraught with other
difficulties, as has been previously indicated. The alternative,
then, is to consider the research which has been produted in 1ight of,
the shortcomings which have been outlined.

Vi
Other methods of instrumentation. In view of the fact that use of

observation as one of the instruments. for conducting'research was one
of the criteria for selection of the studtes to be reviewed, it, perhaps,
should not be surprising that slightly less‘thaﬁ two thirds of the
studies used no other source of instruméntation in collecting data
The three major types of instrumentation used in addition to 065?::a-
tional instruments were: (a) ratings, questionnaires and interviews,
(b) affective or social measures, and (c) 5erformance or achievement
measures. In general these measures were used to either provide
inftial screening information on the children or teachers to be studied‘.
or they were used to examine the re]atibnship betwéen pbservational
data collected and the measures themselves.

Thirty-three studies suppleme;{ed observational data collection
| through the use 6f questionnaires, ratings or interviews. Q(_Egggg;_,
33 studies, eight also used additional sources of instrumentation such
as affective/social measures or performance/achievement measures. The
rating/questfonnaire/interview measures spanned a variety of topfcs
ranging from teacher ratings of a child's future success (Kennedy,

1976), to attitudes towards integration of handicapped children in



regular preschool classes (Plummer, 1977), to a child's impressions

of what constitutes work and what constitutes play (King, 1979).
Social/affective measures were fairly broad in scope as well.

Role taking measures, measures of sex-stereotypic behaviors, measures

of social competency, and measures of behaviors such as apathy, with-

drawal, task persistence, delay of gratification, and attitudes toward

older adults are examples of the types of measures housed under this

category as Table 3 indicates. ~Of the 20 studies using social/affective

measures, 10 studies uéed other instrumentation in addition to the social/

affective measures and observation.

Performance/achievement measures were used in combination with
another method of instrumentation other than observation iﬁ 13 of the
studies to be reviewed and were used as the sole complement to abserva—g)
tion measurés in 11 of the studies to be-reviewed. Typically, the
performance achievement measures consisted of subtesis of standardized
intelligence tests, were measures of the performance of particular
tasks such as repetftion of Eng]vsh language phéases or drawing tas;s, '

.0r required analytical thinking in the performance of a task. Tabi; 4
outlines the specific performance/éthievement'm235ures used by
researchers in conducting the studies. A measure used in two of the
studies was that of area mapping which is closely tied in to observa-
ti@ﬁaI techniques in that it is the environment which is being observed
and coded rather than people. |

It is interesting t& contrast the percentage of studies using
achievement/performance measures and affective/social measures in 1ight
of the comment made by Brophy (Note 1) that "cognitive measures of pre-
school children are considerably less relfable thanxcahparable cognitive

measures for older children and so called affective measures are

20



Table 3

. Social/Affective Measures

Author(s) Measures Used P

Beller (1974)
Castle and Richards (1979)

Carter (1977)
Deutsch (1974)

Firiestane‘and Brody (1975)
Gottman (1977) ‘
Gunnarsson (1§gs)

Jakob and Dickerschied (1976)
Jennings (1975)

-Trust and Persistence Tasks
-Perceptual Role Taking Tasks (Flavell)
-Cognitive Role Taking Tasks (Mossler

L

et al.)
-Affective Role Taking Tasks (Boﬁhgr
-Sociometric test

-Picture sociometric ‘

-Role taking task

-Primary A:;ad;mic Sentiment Scale
~Sociometric measure

-bDoll puy dilemmas

-Role taking (Urberg & Docherty)

-It Scale o
-Institute for Personality and Abﬂ"

ties Testing

“Irvan and Mdores moral judgement

stories

-Flavell et al. role taking tasks

eDevr*!eg test of role taking skill
-Borkes test of imterpersonal per-
ception e

=Sociometric measure

21



Table 3 (cantinued)

) Social/Affective Measures J
- —
Author(s) Measures Used
Kerschner (1977) ; -Preschool Racial Attitude Measure
| (modi fied)
Mathis and Oyemade (1976) -Thomas Self Concept '\!’;n‘lue Test

-Toy preference test

-Stephens-Dely's Reinforcement Con-

tingency Interview

-Reifer Roberts Response Hierarchy
a o Instmt; ‘

-Matching Familiar Figures Test

Ragozin (1975, 1980) -Strange Sftuation Test
Robinson (1977) © -Adjective Checklist
Seegmiller (1977) =Draw a person test

-Differential Memory for H&?cu’line and
Feminine Items-Nadleman Recall Test

-Delucia's Toy Preference Test

-1t test
: ' -Occupational Preference test
Smith and Sydall (197%) -Role taking tasks

Stachel (19_80') T | -Attitudinal and Interpersonal Re-
lationship measures (not specified)
Taylor k(197'5) !Eehayinrai Maturity Scale | |
Toner, Holgtein, and Heathering- }Sim;;]if'ied Matching Familiar Figures
ton (1977) | Test



Table 3 (continued) -
Social/Affective Measures
Author(s) Measures Used

Travers, Coelon, and Ruopp (1977)

Wishon and Spangler (1979)

-Draw a Line and Walk a Line Test
-Maintenance of delay of gratification
task

-Choice of delay of gratification task
-Resistence to temptation tasks
;Hitching Familiar FiguregATest

-Motor Inhibitiom Test

-Pupil Dbéervation Checklist

-Schafer Day Care Behavior Inventory
!K;hn—ﬁgsman Problem Checklist

-Kohn-Rosman Social C&mpétince Scale

-Vineland Social Maturity Scale

=Sociometric measure

23
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virtually useless, in my opinion." Of the studies to be reviewed, 13
percent used affective/social measures while 15 percent used performance/
achievement measures, thus indicating a somewhat marginal use of both
types of measures in the research conducted involving young children.
While the low predictive value of early developmental scales has been
generally established, thus supporting Brophy's (Note 1) contention, it
has also been asserted that "low scores are more diagnostic than high
ones, since they often result from prematurity or brafn damage" (Vernon,
1979, p. 73). Vernon (1979) has also suggested that early, developmental
scaies measure different aspects of development such as sensorimotor and
language skills, thus accounting for the low predictability of these
measures and has indicated that the predictability of sych scales
improves greatly when the child reaches the age of four. Thus studfes |
including performance/achievement measures ghoqu be considered in terms
of the validity and reliability of the information they may contribute

- to—the overall picture of the child's development. As for social/
af?éctive measures, it appears that these are used even less frequently
than performance/achievement measures, and while perhaps being "useless"
in Brophy's (Note 1) opinion, especia11; in terms of the measurement of
instructional outcomes, they do contribute another fragment which may
help to construct a picture of what goes on in classrooms. P

iﬂatqgélngss“ of Settings

o,

The distinction between what constitutes or does not constitute
a natural setting is a fine one. For the purposes of this review, the
| natural setting has several facets. The sample of studies to be
reviewed ;cuid prima;I]y be characterized as studies in which children

had participated { group setting which was part of a preschool,

kindeggarten, day 2, nursery, or infant-toddler program, or studies



in which play groups, operating for periods of several weeks or more,

had been formed. For ihe*gréater proportion of the studies (91 studies
--57%), this wés the sole characteristic of the "natural setting."

For another 38 of the studies (24%), children were observed in the
natural classroom setting, but had to leave the classroom at some point
in the study to be tested or interviewed. For the remaining 30 of the
studies (19%), interventions, merged into the realm of regular class-
room procedure, occurred within the context of the natural classroom
setting. Common exaﬁp?es of such interventions were manipulation of

the physical environment, manipulation of the ratio of adults to children,
and manipufation of the teacher feedback to children through instructions
given theiteacheri Thus, the cnmnﬁn 1ink between all the studies is that
they were field studies employing observational methods to collect data

in the natural classroom setting.

Variables Included in_the Studies

To get at further salient features of the studies as a group, a
process of variable sorting was undertaken. That is, the key independent
and dependent varfables of each study or the variables of interest in
descrfﬁtive and correlational studies were charted in order to determine
what cemmgnaiities;rif any, existed among the §tudies; After this
procesy was completed, each of the independent variables was then
matched to corresponding dependent variables across studies and minia-
ture summations of the principal results of this across-study variable
matching were charted. Appendix A shows the results of this érngessi

It shaqld be noted that because the studies to be reviewed
involved the use of observation in natural settings, independent
variables were rarely truly manipulated, except in the case of the

intervention studies. As well, summations for correlational or

28
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descriptive studies are included in the tables presented in Appendix A
although no independent/dependent v;riable type relationship is
assumed for the variables considered in these sStudies.

While some variables may have been overlooked in the prﬂdﬁ%s of
va'riab’le sorting, theiab']es in Appendix A provide the principal results
of the amalgamtion of the 159 studies under review. Approximately 85
independent variables have been high1ightedrin Appendix A and, in total,
over 600 relatfonships of independent/dependent variab?eslor deseriﬂtivg
statements regarding a Qariablé are presented in the tables in Appéﬁdix
A. In some senses, the summations may not do justice to each stgdy as
a separate entity, especially when considering that reports of studies
ranged from one to over 400 pages, however, it must also be remembered
that the purpose of the present review is to arrive at themes or to
ferret out the cannnnaiities in the focus of the‘studiés as a whole
rather than to delineate the differénges!

i

This chapter has examined the technique for conducting an inte-
grative review and has outlined some of the processes used!in con-
&ucting the present review. As well, characteristics of>the sample of
the studies to be reviewed were n;tegg The remaining stepf in the .
integrative review prncedurEaireporting of the findings anﬁ anaiysis
and interpretations of those findings--will be presented fn the
chapters which follow.

In general the following trends in thg characteristics of the
studies under review emerged. (a) The age range of the children in
the sample of studies was quite broad--7 months to 10 yea?saibq} .
tended to cluster around the 2 to 5 year age range. Only a few

researchers’' studied the very young--less than 12 months--thus



suggesting a gap in the research literature in this area. (b) Use of
observational instruments was quite varied; however there was a pre-
dominant pattern of preference for the time sampling procedure as an
observational ‘tool. In those studies using prepackaged instruments
for observation, there appeared to be no strong preferences in the
selection of instrumentation used. (c) Most studies use& observation
as the sale instrument for data collection. (d) Little preference for -
vparticular social/affectiQe measures was apparent as was the case for
the performance/achievement measures. (e) Performance/achievement
measures appeared to be used predominantly with children who were three
or older, thus enhancing their chances at predictabi]jty of future
performance or achievement. (f) Typically, researchers kept to a minimum
the amount of infringement that the research might have upon the

setting with the majority of studies involving no other‘infringement

than observer presence or the presence of video/audio equipment.



CHAPTER I1I

THE: CHILD q?i

The three key components in the classroom setg\qg are the setting
characteristic;,thgmselves. the adult and the child. This chapter will
review the studies selected in an attempt to examine ﬁhat facet of
classroom 1ffe'dealin§ with the child. The independent variables that
will be considered are essentially of two types--(a) child presage
characteristics and (b) child behaviors within the setting. These two
ma jor groupings of variables will be considered in terms of the effect
they have upon the teacher's behqv1or, children's behavior and the
adutt-chi]dwinteraction in the setting.

Child Presage Characteristics

Child presage characteristics as characterized by Dunkin et al.

. (1974) are essentially characteristics that the child brings with him to
the setting. While some characteristics such as age or attractiveness
are virtually unalterable, others such as an isolate or non-i%o}ate
;hild,may be able to be altered in the setting. The tables in Appendix
A present twenty different child presage variables each in relation

to from one to over 70 dependgnt variables. This section will discusg
the relationships among the independent and erendent vgriab]es related
to child presage characteristics. .

Sex of Child

The presage characteristic of sex of the child was very f;equentiy
cdnsidered by reéearchers perhaps due fo the ;elatiQe stmplicity fn}its‘A
definition and operationalization. Over 70 dépendent relationships are
indicated by the tables in Appendix A, the majority of which concern the
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child's behavior in the classroom as related to gender. General findings
of the studies and a broad analysis of Hhét the studies have to offer
as a group will be presented in relation to the clusters of dependent
variables which exist. Because of fhe large nurber of dependent variabies!
ﬁaving to deal with the child's behavior, these variables will be further
subgrouped around several broad themes so as to simplify the presentation
- --play, language, operation in the physical setting, aca&emic aspects of
the setting, affective aspects of the setting and social interactions--
whereas teacher behavior and adult/child interaction variables will not .
be subgrouped. While some overlap may exist in the clustering of the
dependent variables, the goal is not to deal with strict categories of
behavior, but rather, is to convey the essence uf the studies by imposing
a minimal framewnrk in which to consider them.

Play. For studies in which a particular type of play behavior was
an aspect of the child's behavior, a strong .trend tended to appear in
which there were few differences between sexes«for the proportion of
time engaged in a specific type of play beﬁaviari Strongest evidence
. for this syrfacg§ in make-believe or fantasy play Yn which stidies by
Brenner (1976), Field (1980), FrieérichiCcfer‘i Huston-Stein, Kipnis,
Susman, and Clewett (1979) and Johnson, Ershler, and Be11 (1980) found \
no differences in the overall amuunt of fantasy play engaged in by
members of either sex. Parallel play followed a similar pattern with
no differences betweep‘sexes noted by Jshnsoﬁ et al. (1980), Fagot (1980),
Fagot (1977c), and Field (1980), however, Feldbaum, Christeﬁson, and
0'Neal (1980) found an interaction effect between gender and newcomer/
tenured status of a child. While the trend for no differences betw

sexes again appeared in the tenured or host children, when negvcomer

children were considered, males exhibited a higher frequency of parallel
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play than females. Similarly, when examining time alone or solitary
ptay, Fagot (1977¢c), Johnson et al. (1980)i Fagot (1978) and Field (1980)
found no differences befueen sexes in the amounts of solitary play while
Feldbaum et al. (1980) noted that female newcomers spent more time alone
than male newcomers. ’However, although these three types of play
appear to have a definite trend towards exhibiting no differences between
the sexes, they should not be considered in isolatfon but shodld be con-
trasted with other types of social and cognitive play; ‘
Differences b;tueen sexes were le3s clear for cooperative play
“which may be considered a higher level of soqid] play. While Field (1980)
and Serbin, Tbniék.and Sternglanz (1977) found that females engaged fn a.
greater frequency'of cooperative play beh?vior, Gunnarsson (1978), whsn
examining the differences between children in home care and center care,
found that males in centers exhibited a greater amount of cooperative
play behavior than males reared at home or féma1es in efther home or
center care. Thus, while it may appear that differences could be setting
specific, it is notewprthy that Gunnarsgon was dealing with a sample

of Swedish children of five and a half years.-Fie}d (1980) was studying

three and four year olds and Serbin et al

. (1977) was studying four and
five year olds. Therefore,/it may be plausible to suggest fhat“age or
cultural factors may account for the differences found in cooperative
play behayiors between sexes. Brown and Peters (1979), however, noted
that neither age (in this case three to five years) nor sex appeared to
accoyntrfor differences in the levels of social play for nonhandicapped
children. : N ‘

“when contrasting yef two more fybes of soﬁial piay behavior, non- \-
involved and involved Tooking, Field (1980) found no differences between
sexes for these two particular play behavior types while Inoff and



Halverson (1977), in examihation of factor scores based upon a factor
analysis, found that, for females, the amount of inactive behavior

or passive watching was marginally related to the total number of
child initiations. The overall suggestion that could be gleaned from
both the noninvolved and involved looking as well as cooperative play
is that other factors impinge upon the variable of sex of the child to
create interrelationships between it and other variables, while for
solitary and parallel play, the variable of the child's sex alone can
account for particular play patterns.

\ Two types of play involving less of a social aspect and more of a
.cognitive aspect are role play and exploratory play éghaviar_

Gunnarsson (1978) noted a higher incidence of role play in females while

no differencés between males and ales were found by Brenner (1976)

for exploratory play. Becadse of-the low incidence of studies involving
either of these types of play, it is not possible to produce any comment
which ﬁight serve to generally characterize either of these two types
of play %n reTation to the sex of the child, however, it is natenqrtﬁ}>.
that the pattern of ﬁe.diffgrenées between the sexes for fantasy play 7
resurfaced for exploratory play. Inasmuch as role play might be con-
sidered a»subset of fantasy play, the higher incidence of this type of
play in females found by Gunnarsson (1978) might be hidden under the
broad fantasy play category and thus could prove to be worthy of
further investigation. 7
Finally, when coAsidering children's preferences regarding seasonal
play, Harper énd Sanders (1975) reported a strong trend.for i:lié.
regardless of season, to prefer outdoor to indoor play, while for
females this pattern was reversed. Once again, with only one study

examining this particular play preference, 1ittle comment can be made



other than to report the results, however this particular play pre-
ference of indoor/outdoor play will be discussed in more detail with

the child's operation in the physfcal setting.
Operation in_the physical setting. Studfes to be reported upon in

this section generally reflect the child's behavior in relation to
specific settings in the context of the classroom or the physical
environment of the éiassmcm as a whﬂ‘le The theme of sex-stereotypic
setting/behavior choices is recurrent through this particular selection
of studies whether the ;fr‘equency of the use of particular areas by ’
children of efther sex was considered or whether the focus was on
behavior that was more typical of one sex than the other.

rms of area use, equipment use, and the use of space within

the classiqom, definite preference trends appear for both males and A
females. The following distinct preferences were found for males:
blocks (Fagat; 1977a, 1977b; Karlson, 1973; Berk, 1973; Tyler, 1975),
“outside play (Fagot, 1975,-1977b; Field, 1980; Harper et al. 1975),
hammer aﬁd saw type construction work (Fagot, 1977a, 1977b; Etaugh,
Collins, and Gerson, 1975; Karlson, 1973), transportation toys (Fagot,
1975, 1977a, 1977b; Harper et al. 1975; Tizard et al. 1976; Etaugh

et al. 1975), wheeled vehicles (Fagot, 1975; Tizard et al. 1976), and
sandbox (Fagot, 1975, 1977a). For females the following preferences were
quite evident: dolls (Fagot, 1975, 1977a, 1977b; Tizard et al. 1976;

- Field, 1980), kitchen (Fagot, 1975, 1977a, 1977b; Karlson, 1973; Harper

et al. 1975; Tizard et al. 1976; Tyler, 1975), indoor play (Harper et al,
1975), reading/puzzles/music afea and art/science/qym area (Field, 1980),
reading books and 1istening to stories (Etaugh et al. 1975) and helping
the teacher (Etawgh et al. 1975). 'Eisenberg-berg, Boothby, and Matson
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[ 1
(19792) 1n a correlational study, noted a strﬁég relationship between
hefght .and weight an& preference for masculine toys, except for young
gifjs, however, the preceding stuﬁies do not shed any 1ight on the
extensibility of this relationship. !For m;;t of the above preferences
no evidence to the contrary existed in the literature, but contra-
dictions did exist regarding the preferences for the use of the
climbing apparatus and for participation in art activities.

Fagot (1975, 1977a, 1977b), Field (1980), Harper et al. (1975) and
Etaugh et al. (1975) a1l found that females made the greater use of
the arts and crafts area while in the case of Tyler (1975), males pre-
dominantly used the easel area whereas females used the other art area
and in a study by Karlson (1973), no differences between males and
females surfaced in behaviar in art or sociodramatic play. In the
case of Tyler (1975) a possible explanation might 1ie in the exi;tencé
of two art areas, howevér not enough information was reported to make
the caﬁparisan across groups.

Another discrepancy éxisting in the literature involves the use
of fixed equipment such as climbing structures. Harper et al. (1975)
 indicated7a clear male preference for the use of such equipment while
Tizard et al. (1976) repﬂrtgdﬁ:hat the preference 1ies with females for
'the use of climbing frames. Ascuunting for such differences may be as
sjmple as attributing the difference to trﬂss§cu1tura1 preference as
the Tizard et al. (1976) study wa§ conducted in Britain, however, much
more research would have to be done to attempt to validate such an
assumption. On the wgéle, the strong preference patterns that have
emerged lend éupp@rt to a somewhat culturally value-laden summary state-
ment made by Lamb and Roopnar{ne (1979) which concluded, based upon

Lamb et al.'s Pesearch “that in general maies exhibited typical masculine
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;abﬁerns while females exhibited typical female aatterﬁs of actfvity
selection.
Not only do patterns emerge for the use of a setting, but Brenner
('1,976) noted that males and females may use a setting for different
purposes. While the male children used the least structured setting
for make believe activities, females used it for exploring. Eson,
Cometa, Allen, and Henel (1977) found that the sétting‘s inherent
familiarity/novelty characteristics or activity/passivity characteristics
did not appear to diFFerenﬂaﬂy affect male and female use of a
setting. Contradictory evidence surfaced over the amount of area a child
covered, with Austin (1971) suggesting that no differenées existed
between the sexes while Harper et al. :(1975) reported that males used N
more area and space. ’
While the selection of ‘a setting may be typified as being masculine |
or feminine, so too can behaviors. High activity level, level of
participation while under teacher directfon, passive/active behavior,
Virand aggression are among the behaviors that may be typified as
—_ AaStuHne oT feminine behaviors. ‘
While Travers et al. (1977) reported no difference between males

and females in active involvement in a setting; Fagot (1978) found that

males received more positive cmts from teachers for Hjgh activit)
levels than females, thus suggesting a definite préfereni for behui;r-
types for each sex from the pnint of view of the teacher. Fagot (1979)
also noted a similar trend. Somewhat related to overall high or low
activity levals is also th: rate af-prticimti@n in high or low .
structure (teacher-led) settings. A disagreement in the research again
_emer—gesg with Carpenter (1979) finding that males participate more >1n

Tow structure and that females participate more in high structure



settings (Carpenter.TgéztansStéin,'and Baer, 1978), while Huston-Stein,

&edri ch-Cofer, and

isman (1977) reported no differences in partici-
* pation rate between the §éxgs for teacher-led instruction.

A clear—pattern is geng#ated by the literature on aggression, with

the preponderance ¢ studiES\ijnding:that aggressive behavior was more
Frequeﬁtiy observed in males (E;egmi1ier, 1977; Serbin, 0'Leary, Kent, |
and Tonick, 1973; Smith and Green, 1975; Tizard et al. 1976; Travers
&?sﬂ t al2.1977; Tyler and Dittmann, 1980; Berk, 1973; Fagot, 1975) and a
smaller proportion indicating no differences between children on aggfesi
sive behavior (Fagot, 1977c; Friedrich-Cofer e et al. 1979; Missikian and
Hamer, 1974; Shantz and Schomer, 1978; Peck and Gﬂ?ﬁﬁan, 1978b). The
:d1v1sian in the research literature in this case may perhaps ]ie in the
B definitiana] area although there would appea% to be a good deal of
similarity regarding what constitutes aggression in the material presented.
Whatever the reason behind the lack of consensus, it is apparent that a
~semi-consensus may be reached inasmuch as the research demonstrates that
aggressive behavior is either more FrequentIy occurring in males or no
differences exist between the sexes on this variable.

In genérai, ihen; strong setting preference behaviors for children
of different sexes are evident while shadows of behaviors such as the
level of partfcipatian are beginning to take shape but require much more,
substance in the form of research before definitive trends can be
established. “ |

Child social interactiens. Insofar as some aspects of behaviors

such ds aggression are somewhat concerned with the interactive process,
they could justifiably be presented in this sectfon, however since these
variables have been discussed in preceding sections, they will be

excluded from further discussion. The socially interactive process
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itself can be broken down into th;ee aspects--the initiations of those:
social contacts, the contacts themselves and responses of peers to the
child's behavior. These aspects will be examined to determine if the
sex of the child might differentially affect the manner in which either
of these aspects is performed. ? ! .

In terms of the initiation of sacia]“interaﬁtiqns, the literature
reviewed had little to offer except conflicting suggestions based upon
individual research efforts. 1In FEPOFt1n§ the results of a correla-
tional study, Inoff et al. (1977) noted that for males the tnta1 child
in1t1at1ons was positlvely related to peer involvement but Far females
was marginally related to inactive passive watching. Berk (1973) found
that males tended to be cnercivngin dealing with peérs in general,
for example they would initiate attacks, whereas girls were more ]ikely .
to send out more requests to children. Field (1980) reported that
males initiated contacts significantly nnreigiien than females and noted
a classroom by sex %nteracticn in which girls in an open design room
kwith a 1:4 ratio initiated contacts less frequently than girls or boys
in the high or Tow ratio for partitioned‘cTassr@ams and those in the
open classroom with a 1:12 ratio. Upon séaﬂning the three studies,
it is evident that in each case the authors are dealing with slightly

differing aspects of the child social initiation process, thus making

. literature. ‘ s
Field's (1980) work indicated that children typically inteMacted
with tho.sane sexvclassn:tes; Mays (1974) also gives further evidence
for same sex preferences in social interactfons among young children
andvnarcus (1977) reported that reciprocity or mutual helping behévior
tended to be given between children of the same sex: Socfial ?ZZZF- |



actions themselves appeared not to differ between sexes according to

et al. (1978b), Howes

Brown et al. (1974), Oxford et al. (1979), Peck et a
and Rubenstein (1978a) and Rubin (1976). Fagot (1977c) also indicated
that no differences existed in the amount|{of positive or negative
social interaction contacts between the sexes. Unfortunately, from
the point of view of gleaning consensus from the 1iterature, rep;rts
of results at variance tﬁ' those previously cited wev*e_'evidentﬂin the .
Titerature for both social interaction in general and for positive/
negative social interaction contacts.

Travers et al. (1977), in reporting the results of a national study

done in the United States, indicated that feMles showed a slightly

greater amount of social interaction while Field (1980) and Murphy

al. (1976) found that males were involved in more socfal interactiaﬁs.
Gunnarsson (1978), although not contrasting males and females directly,
noted that males in daycare centers wgre invailved in more social
interaction episodes than males in homes, but for females, no differ-
ences were found in the amount of social interaction in homes as
opposed to the centers. ‘

Yet, in a slightly different vein, Berk (1973) reported that the
methods used in interactions differed Qetween sexes, with males using
Few'er; verbal methods than females and males receiving more blocking
behaﬁors from other children. This grea;ter number of b;ﬁlacks received
by males from other children could be related to their tendency towards
aggressive behavior as alluded to previously and also to a tende}icy to
engage in more negative interactions on the whole as contrasted to
females. Studies done by Reuter and Yunik (1973), Tizard et al. (1976),
Tyler et al. (1980) and Berk (1973) would tend to support this suggestion,

t
yet no differences in prosocial behaviors were found to exist between the

=
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sexes by Eisenberg—befg and Hand (1979¢c), Fagot (1977c), and Friedrich-

Cofer et al. (1979). Shantz et al. (1978), in probing the area a

little further, found that the composition of the group was a contribut-
ing factor in negative interactions for children. According to Shantz

et al. (1978) more conflicts would occur in mixed sex or a'ﬂ—giﬂ dyads

than in all-male dyads. To add a final piece to the p 1zzle, Eisenberg-
berg et al. (1979a), in a correlational s-tud,y. reported that while the
amount of interaction differed from males and females who were four
years old, this was not the case for yaungér chi%dren The F}ndmgs
of Howes et al. (1978a), and Murphy et al. (1976) would lend credence

- to Eisenberg-berg et al.'s report, however, Oxford et al.. (1979)

and Peck et al. (1978b) found no differences for older children of
kindergarten age as well. For the remaining studies--Brown et al. (1979),
Field (1980), Gunnarsson (1978) and Travers gﬁg?faji_ (1977)--a comparison
cannot justifiably be made because these researchers generally used a
combined age group to conduct research.

In an attempt to examine the overall pmpenéity for children to -
relate to and interact with people as opposed to objects, Jennings
(1975, 1977) found no differences between the sexes. No difference
between the sexes was reported for sharing/defending behavior in ;
young children as well. Because of the exp’licitngss of the natur{af
the two studies, and the fact that they are the sole studies in a ‘
specific area, little in the way of a group analysis can be conducted.

The :H"na] aspect of the child's social interactions -to be con-
si;jered is that of responses made by peers to the social behaviors of
children. The pattern here is Fair'lj clear. Peers tend to reinforce
males for masculine behaviors (Fagot 1978, Lamb e_;i. 1979) ‘while

criticizing or negatively reinforcing males for opposite sex behavior



(Fagot 1977a, 1979). Peer punishment of behaviors was rare and no
differences between males and females were observed either as a dispenser
or a receiver of peer punishment. The E@r;eiatianal work done by
Eisenberg-berg et al. (1977a) receives some support from these findings
in so far as while, for females, preference for masculine toys was

related to higher incideﬁge of interaction with boys, it was marginally

negatively—{orrelated with interactions wi;h girls.
As\ a group, then, theistudies involving“child social intgractions
ation to the sex of the child begln to offer some insiﬁinto i
interactive processes in the classroom but few definitive patterns
emerge‘éxczpt for the reinforcement of sex-stereotypic behavio# patterns
Language. An aspect closely allied to social interatgive skills in
the classroom setting is the use of language. For examgzzf Deutsch
(1974) found in a correlatfonal study that communicative egocentrism
was related to the amount of social interaction in females. Interest-

ingly enough, Peck et al. (1978b), and Rubin (1976) found no differences

in the amount of egocentric speech communications between the sexes,

thus bringing into piay_the question of why the relationship existed

only for females. -
While Cooper (1979) reported no overall.differences in the

language used by either sex, Borman (1977) found that the type of
program (traditionatl or open) interacted with the sex of the child to
produce varying patterns in varying settings. In a descriptive study,
Mays (1974) found a fairly equal propertiun of high male and fema]e
verba1izers and a distinct trend for children to talk to the same sex
pairs. Lovinger (1974) noted no differences between male and female

performance on the verbal expression subtest of the ITPA, however, with
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aduit interyention in sociodramatic play, boys became superior to

- girls receiving the same intervention strategy. |

( ~With regard to vocalization to the teacher, Berk (1973) reported
no overall eifferences in the frequency of vﬁcaiizatian for either
sex while Cooper (1979) found that males tended to vocalize more in
adult presence. Cooper (19?9) also noted a significant tendency for
vocalization to peers to drop off and vocalization to adults to
increase in adult preséhce. .

. From this assortment of work, there is a pattern for no overall
difference in language use between the sexes to surface, however, when
examined on a more detafled level, differences worthy of further
investigatory pursuit appear. |

Affective behavior. As a whole, the studies dealing with affec-

tive aspects of the child's behavior in the context of the classroom
generally are a widely dive;se collection of studies with few commonali-
ties other than the fact that they can mutually berciassffied as affec-
tive beﬁeviors. Because of the diversity contained within this group, .
the studies will be reported but no attempt will be made at analysis
or synthesis. 1

No differences between sexes were reported fcr'aﬁathy/withdraﬁET
(Travers et al. 1977), 1nterest/partic1pation'(Travers et al. 1977) or

the Primary Academic Sentiment Scale '(Firestone et al. 1978). Travers

et al. (1977) reported that’females were higher on cooperation/com-
pliance while Seegmiller (1577) reborted no difference between the
sexes. Males were found to be higher on anger/hastility (Travers et al.
1977) and females on se]f—control (Toner et al. 197?) ‘Finally,
Sherman (1975) noted ;9ht the phenomenon of group glee was more often

in evidence in mixed sex as opposed to same sex groups.
'\



academic related behaviors of children. Highlighted will be behaviors
relating to task performance whiéh may be considered an attitude
towards performance, and performance will also be considered.

Al though task performance was found to be either higher in females
(Travers et al. 1977; Krantz and Scarth, 1979) or no differences

favoring either sex were found (Oxford et al. 1979) it is interesting
‘to find that only males were rewarded for ﬁigh task interest (Fagot,
1979) or for engaging in complex tasks (Fagot, 1978). Whether this
reward pattern by teachers is geared toward 1§éreasing_these behaviors
in males because of their low frequency is, of course, mere speculation,

however, the lack of encouragement for females to engage in such

behaviors is notable. Feldbaum et al. (1980) also found an interaction

effe;t occurring for non-synchronous task behaviors in terms of the sex
of the child and the child's newcomer/tenured status. According to
Feldbaum et al.'s (1980) report, newcomer females engaged in non-
synchranaus'oﬁitask behaviors for a longer period than males who
changed more quickly to synchronous on-task behaviors,

In terms of performance measures, no diffe}ences were noted between
the sexes on performance on the ITPA (Lovinger, 1974) the WPPSI
(Karison et al. 1973) or on quality of drawing tasks (Turmer, 1978).

No significant differénee between sexes was also reported by Firestone
et al. (1978) on IQvar the Metropolitan Achievement Test except for the
reading subscales in which tﬁ% females perfafmed better than males. In
both motor testing and the completion of a Piagetian task, females
showed gains with increased teacher support (Larsen, 1975), however,

Geller, Geller, and Serbin (1975) found that all children increased
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attending behaviors except for girls who had beenvexpnsed to a contin-
gent social reinforcement cohdition. Perhaps the slight Eantradictfan
here may be due to the nature of the task to be performed, nevertheless,
it would appear that teacher contingent reinforcement may be operating
differently fbr mles than females. This topic will be addressed °

more directly in the next section dealing with teacher behavior.

Teacher behaviors. Teacher behaviors directed toward children of ;

different sexes may be as varying as the child behaviors which have
been previously outlined. Behaviors will be discussed in two broad
groupings--those behaviors which the teachers direct towards the
children and those behaviors which involve a response on the teacher's
part to the behavior emitted. .

As with the precedih jiterature on child behavior, literature on
teacher social contacts ?:%:Zt in total agreement. While Appleford,
Fralick,and Ryan (1976) reported a higher frequency a?ﬁteacher contacts
with girls, Serbin et al. (1973) and Murphy et al. (1976) found that this

conducted their research, no &1 fferences between the sexes were found
for the number of contacts boys received, as was also the case in
Cooper's (1979) study. Fagot (1977b) reported that both the sex and
experience of the teacher interacted with the sex of the child to
produce varyinq results, however, in general, teachers tended to join
the play of boys more. A‘'similar pattern was also in evidente for
instructional, contacts with App]eford et al. (1976) and Fagot (1973)
.reportjng a hfgher frequency of contacts with girls, Gunnarsson (1978)
and Cooper\£1979) reporting more contacts with boys,.and for other
classrooms in their studies, Appleford et al. (1976), Cooper (1979)
and Fagot (1973) reporting no difference.q Again a pattermn of different



kinds of contacts with béys and girls was established for differ:ent
types of teacher behavior. '

The following patterns of behavior have been noted for teacher
talk to Femies: more questions asked of girls, more information
given to girls (Fagot, 1977b), more verbal acknowledgements to females
(Cherry, 1975), more requesting and commanding to girls (Eunnarésan,
1978), wore pasitive reinforcement to females (Gunnarsson, 1978), more
- favorable comments and more initiations from teachei'—s toward girls
(Fagot, 1973). Behavior patterns of teachers toward males were of the
following types: more teaching and small talk to males (Gunnarsson,
1978), more extended, detailed, and brief directions, more praise,
attention and hugging to males (Serbin et al. 1973), more verbal
fnitiations -and interactions with maies, and more attention marked
utteram:es with males (Cherry, 1975) C—cc;»per (1979) noted an inter-
actipn between sex and age,with adults more likely to talk to older
children than to younger children and to older girls than to older
boys. No differences were found for teacher fluency or rate of
interac.tion initiated (Cherry, 1975), Fagot (1977c) and Oxford et al.
(1979) found no differences in interactions. j Thus, whereas males tended
to .receive :Instructfiena”lstype contacts, and females tended to receive
somewhat affective/querying éontacts, individual studies in the sample
contradict this trend.

For teacher discipline and control contacts made by teachers, it

seemed as though teachers were more inclined to have more of these

types of contacts with males (Appleford et al. 1976; Serdin et al. 1973;
Murphy et al. 1976; Berk, 1973). Possible factors influencing this
trend could be the pattern for males in some classrooms to exhibit more

aggressive behavior, as was the case in Serbin et al. (1973), however



no strong justififcation for this suggestion was in evidence in the
literature. For exaﬁﬁle, Just the oﬁposite was the case for the study
conducted by Huffine, Silvern and Brooks (1979) in which females ﬁeée
responded to more often for agoression while males more aften!?or
disruptive talking. In terms of teacher initiation of contacts,
conflicting reports were also in evidence with Fagot (1973) reporting
more teacher initiations towards girls and Fagot (1977¢) reporting no
differences, however the differences found by Fagot (1973) tended to
be a school effect rather thah an overall effect.

The response types made by teachers to children of different sexes
varied from general Rraise and positive reinforcémeat or criticism, to
reinforcement of sex stereotyped behavior, to patterns of touching
behavior, to that of overall responsiveness. Each of these response
types tends foloverlap with others to a ;ertain degree and where possible,
pooling of dependeﬁt variables will be attempted. |

Reinforcement patterns of sex stereotjbic behaviors in children are
fairly exp]icft. Males tended to be reinforced for masculine behavior
(Fagot, 1977a..1977b, 1978, 1979) and females for Féﬁinine behavior
' (Etaugh et al 1975; Fagot, 1977b, 1978). Males were also reinforced for
- opposite sex behavior (Etaugh et al. 1975; Fagot, 1975, 1977a, 1977b,
1978). However, as was the case for peer reinforcement of sex stereo-
typic behavior patterns, none of the studies gives evidence of femgles
being reinforced for opposite sex behavior. In fact, both Fagot (1977a)

and Fagot (1979) reported that females were criticized. for opposite sex

behaviors while there is only one instance of this reforted for males
(Fagot, 1977a). This pattern tends to suggest that feminine behaviors

are more compatible with the process of schooling.



Touching behaviors of teachers, while providing no distinct trends,
also is a specific category of teacher behavior. Tyler et al. (1980)
indicated that more positive touching behaviors were evident in ’
teachers interactions with females, whereas, Serbin et al. (1973) noted
that this was more likely to occur for males, and Fagot (1973) also found
differences in the iouching behaviors of teachérs towards children of
either sex. Perdue and Connor (1978), in a study dea]ing specifically
with the. touching behavior patterns of teachers,' noted that differences
in this behavior were also influenced by the sex of the teacher.l The
specific details of Perdue et al.'s (1978) study will be considered in
- more detail in the section of Chaptér IV dealing with teacher presage
characteristics. |

Overall, there were either no differences between males and females
in thé amount of positive comments or positive reinforcement received
(Fagot, 1977c, 1978) or female children tended to be the recipients of
more favorable comments (Fagot, 1973; Gunnarsson, lQ?B); A marginal
difference of béys receiving more negative comments was reported by
Fagot (1978). Criticism of children, on the whole, tended to be Tow
and no differences in ten;s of sex were noted regarding recipients of
critical responses (Fagot, 1973, 1975, 1977¢). |
| While Fagof (1975) reported that males and females received equal
amounts of teacher response, the kinds of responses children received
varied according to sex. Fagot il§73) indicated that teaéhers ;isﬁﬁnded
more to girls' questions than to boys' and in 1977(5)‘aisa n@teé that
teachers asked more questions of and gave more fnformation to girls.
Gunnarsson (1978) noted a similar trend with teachers more likely to .
use requesting and commanding behaviors with girls. Girls were also

reported as receiving more positive feedback for passive-withdrawal
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behavior (Fagot, 1978). Experienced teachers were also reported as
befng more 11kely to respond to females than males (Fagot, 1977b) and,
1}1- homes, females were more 1ikely to receive justification responses
from caregivers than males.. In considering responses to males, whereas
‘Fagot (1977b) indicated that teachéts were more Tikely to join in the
play of male children, in an earlier study (1977c) found no differences
between the sexes in this regard. Gunnarsson (1978) reported that
teachers used more teaahin§ and small talk with males as opposed to
females. Thus, on the one hand, it would appear that female children
are getting a large share of teacher responses with regard to feedback
fnvolving questioning behavior and in terms of favorable comments in
general, it is also apparent that males appear to be involved more often
in direct teaching experiences. In sﬁart; it'seems likely that teachers
in preschool classrooms interact differently-with children of different
sexes, :

Adult/child interaction. In discussing both the teacher behaviors

and child behaviors, many of the variables that could have been included
in the realm of adult/child interaet?an have been covered, however, a
few specific to this area remain and will be dealt with in this section.

In terms of teacher Eaﬁtacts, Feldbaum et al. (1980) reported no
differences between males and females, and} as previously mentioned, no
difference between the sexes was found for the amount of teacher
attention received (Fagot, 1975, 1977b, 1977c, 1978).

Serbin et al. (1973) noted that while the rate‘cf proximity to the

teacher responses to proximity, however, teacher responses were higher
to paies who were not in close proximity ta the teacher than to females

who were not proximal. This proxfmity relationshfp for females could,



perhaps, also be found to surfacte in adult depeﬁdent relationships 1in

which both Seegmiller (1977) and Travers et al. (1976) reported a

tendency for females to. exhibit more dependent behaviors. In reflecting

upon the affective type responses frequently given to fema]e; by

teachers and the likelihood of receiving a teacher response when in

close proximity to the teacher, it would appear as though teacher

behaviors might be reinforcing dependent behaviors in young female

children.

Summary. The studies which included sex of the child as an

independent variable, as a collection, do not provide any overwhelming

patterns from which generalizations can be formulated. However, the

following trends were noticed: (a) For fantasy play, parallel

play,

and solitary play, no strong differences be tween sexes were noted. (b)

Male cﬁiidren tend to exhibit traditional sex stereotypic area prefer-

ences within the classroom, as do female children. (c) Aggressive

behavior 1s more characteristic of males or no differences appear

.between children of different sexes for this variabieg (d) Cgi?drEn

tend to interact with the same sex classmates but findings regarding

social 1nteract1ve behaviors do not appear to offer definite trends

except for the 1ikelihood of peers to reinforce children for sex

stereetypic'behavigr patterns. (e) Language use, while on a surface

Tevel, seems to indicate no difference between the sexes, at a

deeper

level of analysis, differences!begin to appear. (f) Few definitive

trends can be found for affective behaviors for either group.
While females tend to be higher on task persistence, males are
for high tasf\interest and for engaging in complex tasks. (h)

differences on performance measures were noted. (1) Teachers

(g)
reiﬁforced
Few

use more

dfscipline and control contacts with males. (J) A1l children were
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reinforced by teachers for feminine behaviors while only males were
refnforced by teachers for masculine behaviors. (k) Teachers interact
differentially with children of different sexes. (1) A propensity
towards adult dependent behaviors existed in female children which may
have been reinforced by teacher responses.
Age of the Child |

The independent variable, age of the child, is somewhat similar to

the variable sex of the child in terms of the relative ease with which
1t can be defined and operationalized. Thus, several researchers have
includgd age of the child as one of the indeéendent variab]ea to be
studied. It is notable, however, that the majority of researchers
1ﬁvestigat1ng this variable focused primarily on child behaviors to the
near exclusion of teacher behaviors. |

Play. Field (1980) reported no reliable age effects for parallel
play, solitary play, assaciatjve play or éﬁopérative play, whereas
Johnson al. (1980), in a correlational study, found that both

parallel and solitary play were negatively correlated with the age of
the child. Unlike Field (1980), Tizard et al. (1976) reported a higher
frequency of solitary play fn younger children. Contradictions in the
literature are also noted with regard to children's preferences for
indoor or outdoor play, with Harper et al. (1975) reporting no age
differences and Tizard et al. (1976) @béerving that younger children
spent a greater proportion of time inside. A possible explanation for
this latter discrepancy could arise out of the fact that Harper et al.
(1975) were reporting the behavior of the sape group of children one
_year later, whi1e Tizard et a] (1976) were Fepartiﬁg the results of

a cross-sectfanaI type study. It is plausible to entertain the notion
that particu?ar play preference patterns may have been establfshed by



the children in the Harper et al. (1975) study which carried over
into the following year, whereas in the Tizard et 21. (1976) study
this would not have been the case.

¢ ]
Operation in the physical setting. Although Karlson et al. $1973)

reported that no activities in the classroom under observation were
totally age dependent, Berk (1973) did observe differences in the
activity preferences of older and younger children. For the‘uider
children in the Berk (1973) study, more time was spent in activities
such as b}cck bui1d1ng,'dramatic play, arts and crafts, eating, washing,
d;auing; making, performing, acting out, large muscle actiiities,
small and total class groups, and activities requiring reciprocal co-
.ordination of activities. Yaungé} children, however, spent more time
in sinigle child activities, teacher initiated activities, manipulative
activities ind in transition. In terms of the activity level of the
chi]dren'in the settings, Toner et al. (1977) reported no age differences
and the mode of privacy seeking employed also did not reflect age
differences among children (Jacobs, 1977).

Afféééive,bgggyiars. Castle et . (1979) reported that role

taking skills were higher for older children. In 1nvestfgating delay
of gratification behavior thrnﬁgh means of a correlational analyéis,
Toner et al. (1977) reported that only male performance on one of the
tashs presented supported the hypothesis that resistance to temptation
increased with age. |

!AQQngjc,pghavior;, The behavior of task persistence was noted by

Krantz et al. (1979) to increase for young females in contrast to other
groups under various combinations gfrtea:her proximity, reinforcement
and prompting. In terms of performance on achievement-type QEQSures,

young children in their first year of attendance at preschool made

M -



sfgnificant gains on the Stanford-Binet (Karlson et al. 1973) and Larsen
(1975) reported that older children ciitperfnmed younger children on
conservation tasks and motor tasks.

Child social _interactions. With regard to the initiation of

interaction, while Field (1980) reported no r—el‘iab‘le age effer:téi Berk
(1973) observed that older children tended to use more coercive methods
for initiating contacts than younger chi'id;‘em Several findings which
s’:iusteé together, but yet which are somewhat unrelated, were \aisa
reported for child social interactions. Field (1980) again found no
reliable age effects for social interactions and Murphy et al. (1976)
_corroborated this inasmuch as no differences were reported between age
groups. However, Finkelstein, Dent, Gallacher, and Raney 1978), Eugl!r
et al. (1973) and Berk (1973) all reported a higher™ Incidence of child
socfal interactions l'ﬁ:n- older children and Kerschner (1977) observed
a higher incidence of conflicting social interactions in two and three
year olds. When !h;vci:]ved in sgciai interactions, the tendency appeared
for older chi]dren tn use more verbal responses whereas younget children
used more non-verbal responses (Berk, 1973). A similar pattern exhibitb{
itself in vocalization to peers (F1nke’l§te1n et al. 1978, Tizard et al.
(1976), except in the study by Field (1980) in which no reliable age
effects appeared. ‘Eisenberg-berg et al. (197%) indi«:ated't;hit an age
by sex interaction was in effgct resulting in the amount of interaction
with the same or opposite sex differing for older but not younger
children. - “ »_

As for general prosocial behavior, Eisenberg-berg and Neal (1977)
~reported no dffferences between age groups but in lgter studies,
Eisenberg-berg et a‘l (1979c) indicated that sharing increased with age,

but helping/comforting behavior did not; that older girls used defending

3
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behaviors mare than the same sex younger children (Eisenberg-b&g,. Haake,
Hand, and Sadalla, 1979b); and that older children shared more when

shared more under the condition of no instructions (Eisenberg-berg et al.
1979!3), Finally, Sherman (1975) observed that no age differences were
apparent with respect to g’rﬂui’é glee.

Lanquage. Cﬂﬂpgr (1979) investigated the verbal behavior of children
of different ages in the presence and absence of an adult and noted the
“following results: (a) older it:l'ui‘lutjv‘en utilized their verbal skills when
making thr"eats;i (b) older children gave more information to younger
children in an adult's absénce. but when an adult was present, only
younger girls continued this procedure; (c) older children made more
suggestions in an adult's presence; (d) older boys tended t.n talk more
while the teacher was absent; (e) older girls were more verbally
inquisitive; (f) older girls gave more canfi:r;ning responses, and (g) a
decrease in conversation was noted for all children except young boys
when a teacher was present.

Adult/child interaction. While younger children exhibited more

attachment behaviors towards mothers in the Strange Situation Test, no

differences between age groups appeared in the natural setting (Raé@z’in,
1975, 1980). Reports for the overall amount of adult/child interaction
were conflicting. Tyler et al. (1980), Reuter et al. (1973) and Finkel-

stein et al. (1978) all reported that younger children were fnvolved in

more social teacher/child interaction contacts. In contrast, Field
(1980) reported no reliable age effects for interaction between adult
and child and Berk (1973) indieat‘ed that ﬂﬁer, children were engaged in
more adult/child interactions. Compliant behavior was observed. by
Kerschner (1977) to be more frequent in younger children who were in a
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multigenerational daycare (care involving the use of Q]d;; adults as
assistants), while in traditional daycare both younger and older i
children exhibited compliant behavior. The higher d_eg'ﬁee of compliant
behavior of younger children in multigenerational daycaréicou;'ld be
attributable to the fact that older adults tended to give more care

to younger children, thus, perhaps, tndicating a rec{procal relation-
ship between the two. '

. In verbal interaction with the teacher, Cooper (1979)' reported
that adults talked more to older children and Berk (1973) and Tizard
et al. (1976) indicated that older children in turn talked mre‘td_
adults than did younger children. In fact, Kerschner (1977) noted that
older children talked more to adults than to p;er‘s. In their communica-
tions with teachers, older children were observed by Berk (1973) as
being more erly to use coercive methods. Field (1980) repdrted no
relfable age effects for verbal interactiopn¥ith the teacher and Tyler
et al. (1980), in dea_Hng with a much youé: age group--infants and
toddlfrs--found that adults tended to chat spontaneously to babies
rather than toddlers. .

Summary. As was the case for the variable, sex of the child, no
strong trends appear for the variable, age of the child, however, for
the latter variable, this "no strong trends" pattern is accentuated.
Contradictions within the 1jterature abound and it is evident that this
area is in need of further research geared towards common research
hypotheses.

Attractiveness of the Child
Only one study (Appleford et al. lw976) dealt with this variable and

the following resul ts emerged from that investigation.



Child behaviors. Low attractive males, when compared to all other

children, receided fewer social contacts while low attractive females
réceived more.

Teacher behaviors. Teachers initiated more social contacts with

low attractive chiléreﬁ;

Adult/child interaction. Both children and teachers tended to

initiate more disciplinary contacts with low attractive children, in

particular low attractive/low socioéconomic status children. If,

however, a school happened to be of all one spcioeconomic status type,
?3.

in this case, low, there were no differences of any sort noted for

teacher/child interactions.

Social Competency

Two stué?es included social competency and deve]aﬁmenta? Tevel as
independent variables and related them to active social interactions
within the classroom with somewhat conflicting results.

' s
Child behaviors. While Brown et al. (1979) noted that little or

none of the variance in active social interactions was /accounted for

by child characteristics, two of which were social competency and

developmental level, Connolly and DoYle (1979) reported that 41 percent

of the variance could be accounted for by social status and develop-
mental Tevéii

'Tigf@@kiﬁﬁﬁﬁgj&Eﬁ@&;hﬁﬁafﬁﬁﬁﬁi

Birth Order; Number of Days in the Classroos’

These child characteristics were examined by>Br§wn‘§£§gLa (1979)
and, as alluded to eirlfer, were reported to have accounted for little

or none of the variance in active social interactions.
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Stable/Referred Child

A study by Carter (1977) was the sole study dealing with the
independent variable of a child being either.stab1e or referred (having
emotional or learning problems). The dependent variable examined was
that of choice of classmates for social interaction.

Child behaviors. While Carter's (1977) sfudy concluded that

overall there was evidence to support the notion that social interaction, .

in the form of choice of a classmate for an activity, occurred between
stable and referred children, examination of the frequencies of such
choices reported by Carter (1977) reveal that both stable and referred
childeen were more inclined to choose stablegchildren rather than ’
referred children. Although Carter (1977)cusing a chi square analysis
technique reported that there appeared to be social interaction between
the groups, it would appear that‘it is also slightly more than noteworthy
that stable children chose other stable children twenty-four times more
than referred children.

At Risk/Normal Children

v é]aser aligned to the independent variable of stable/referred
child is that of at risk/normal child. In this instance again, few

studies were undertaken using this independent varfable. Cavallaro

issue and}ancé again the predominant focus was on the child behavior

aspect.

Child behaviors. If the analysis of Carter's (1977) study is

correct, a partially similar pattern surfaced for Cavallaro et al.'s
(ipso) study inasmuch asinormai children interacted significantly more
with other normal children in parallel play. However, unlike Carter

(1977), the at risk children interacted more with other at risk
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children than with normal children. Similar patterns for the children

in the Cavallaro et al. (1980) study were also noted for gaze behavior. ‘,
While normal children gave more proximal and total gazes to other

normal children, at risk childre d?d so towards other -at risk children.

A slightly different pattern féi#gazgs received was reported with normal
children receiving equal amounts of gaze behavior from nGP%%TS and at
risk children, but at risk children receiving more gazes from other

at risk children. | |

Teacher beha&igf§f Forness et al. (1977), in a correlational

analysis, -reported a high car?e]at%an between on task behavior and
whether the child was normal or at risk. Normal children, who by
definition were high in on task behavior, received higher teacher

. ratings than did at risk children who, by definition, were Tower in
~ on task behavior. ) 3

Abused/Nonabused Children

This category of independent variables he?dgx%nme 51m11aritigs to
both the at risk/normal.and stable/referred categories of independent
variables. Again, only one study (George and Haig, 1979) has dealt
with this independent variable and therefore no attempt at analysis
will be made, but the results will be reported.

Child behaviors. George et al. (1979) found that while there were

no differences between abused and nonabused children in apprﬂa;@es to
peers, abused children were four times as Tikely to avoid peers, twice
as likely to be éggressive toward peers and 100% more 1ike]y‘ta exhibit
an approach/avoidance behavior to friendly overtures made by peers.
Adult/child interaction. While George et al. (1979) reported no

differences in the number of times a caregiver approached peers, abused

children approached the caregiver only half as often as nonabused
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children, were more likely to use an indirect approach in response to
a friendly caregiver approach, were three times as likely to avoid the
caregiver as nonabused children and were four times as likely to

exhibit aggression towards the caregi@eri

Isolate/Nonisolate Child

Another category dealing with atypical children which was in-
vestigated by researchers (Scarlett, 1980; Wishon et al. 1979) was
that of isolate/nonisolate child. Again the majority of results fall
into the child behavior category.

Child behaviors. Isolates were more frequently observed in un-

occupied activity, onlooker activity, and solitary spacing while non-
isolates spent more time in peer oriented behavior, associative play,
integrative play and imaginative-dramatic play (Scarlett, 1980) -
Scarlett (1980) alsa reported that isolates and nonisolates spent the
same amount of time invgjyed in independent or parai1e1iplayg While
Wishon et al. (1979) iédicated that social interactive behaviors of
isolates could be increased through the use of peer reinforcement,
Scarlett (1980) reported thai the change from a large group setting to
a sm511 one was ﬁarked by an increase in the social interactive
behavior of _jsolate children.

Adult/child interaction. Both isolates and nonisolates were

. reported as spending more time in prniimity to peers than to adults
(Scarlett, 1980) although the absolute differences within each type
of proximal behavior were not reported.

High/Low Apdthy/Withdrawal or Anger/Defiance in !

Kohn et al. (1974) were the only researchers investigating this
Tndependent variable and, much 1ike the other variables dealing with
atypical children, this varfable was examined in velatfonship to child

behaviors.



- Child behaviors. As the terms themselves might imply, children

who were rated high by teachers on aﬁéthy/withdraual exhibited higher
solitary behavjor, while children rated high by teachers on anger/
defiance exhiﬁ?ted higher negative/hostile behavior (Kohn et al. 1974),
A tendency for children high on anger/defiance to defend themselves was
- noted in contrast to children high on apathy/withdrawal who exhibited
fewer defensive behaviors when they were target of hostile behavigrs
(Kohn et al. 1974). Again, almost by virtue of definition, children
who were high on apathy/withdrawal were low on peer interactions and
initiations, while children who were high anger/defiant had a greater

frequency of peer interactions (Kohn et al. 1974).

Handicapped/Nonhandicapped Children

Several Eesearchers investigated the béhavinrs of handicapped (HC)
and nonhandicapped (NHC) children in the classroom setting. While some -
researchers studied éhese two types of children in a general manner,
othe% researchers further delineated the term handicapped (HC) into
three subgroups--severely handicapped (S), moderately handicapped (Hn)i
and mildly handicapped (Mi). As was the case in previous studies of
atypical children which Have been reported, the primary concentration
of this group of studies is in the area of the child's Behaviors.
Because of the numbers of dependent variables within this area, these
bgpaviars will be subgrouped in a manner similar to that used for the
independent variables of sex and age of the child.

Play. While Guralnick (1978) reported that ﬁC children engaged in
more ﬁneccupied time and onlooker behavior than NHC children, Plummer
(197?) noted tﬁat the amount of time spent in subhgbéﬂavior deerea;ad
over time when HC children were integrated with NHC children. F{E]d
(1979) also indicated that a greater Tncidence of. non-dfrected looking

60



was prevalent in S children and Mo children in contrast to Mi and NHC
children. Solitary play behavior was also noted as being more fre-
quently observed in less advanced children (S, Mo, Mi) than i; NHC
children (Guralnick, 1978). 'In terms of parallel play behavior,
Gyralnick (1978) noted that this was the predominant play mode for NHC,
Mi, Mo, and S children an{i, according to Plummer (1977), although HC
children did not use this wode as frequently as NHC children when
initially integrated into a‘classroom with NHC thi]dren.;use of this
mode of play increased dgver time for HC-chiIdren; Guralaick (1978)
further reported than NH and Mi children used less parallel play
behavior with S children and more with Mo children. In a scmewﬁat
simflar vein, Montemurro (1980) found that NHC and HC children mutually
~used parallel play and appropriate integrative play in interacting with
one another but differed in the amount of directing and sharing of
information in those fnteractions. Plummer (1977) reported that for
associative play, as for paraiiei play, this f@ﬁ% of ﬁlay behavior
increased in HC children over time when integrated with NHC children
while Guralnick (1978) noted that all groups of less advanced children--
.S, Mo, and Mi--engaged in less cooperative and constructive play
behavior than NHC classmates. Furthermore, Guralnick indicated that S
and Mo children played more constructively in a mixe& condition while
for NHC and Mi children an unmixed condition was more conducive to
;onstructive play. Thgs, in general, a developmerital sequence of play
behavior for HC children is apparent and this sequence appears tafée

-enhanced for HC children when integrated with NHC groups.

Child social interactions. MNon-directed behaviors such as smiling, ,

vocélizing, movement and touching oneself were reported by Field (1979)
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to be more characteristic of the S and Mo groups than the Mi and NHC
groups. Somewhat similarly, Field (1979) indicated that S children
exhibtted less looking at peers than Mi and Mo groups who exhibited

less than NHC children. An almost identical pattern was also established
by Field (1979) for children's proximity to peers, with S and Mo

children exhibiting less proximal behavior than Mi children who in turn
exhibited less than NHC'children. Field (1979) also noted that the
social behavior of sharing a toy could more commonly be found in NHC
childreﬁ than HC children.

Shores, Hester,and Strain (1976), in a study involving only HC
children, found that child/child interaction could be prompted more
within that group through the use of teacher structured free play
which produced more'of this type of interaction than no te‘achef ihvolve-
ment. Active teacher involvement, according to Shores ggjgl. (1976)
was the least productive setting for promoting social interaction among
HC children. Plummer(1977) also‘observed that levels of socfal partici-
pation for HC children 1ncfeased over time when HC childrén were placed
in a preschool program with NHC cﬁildren. (/

In terms of interactions among;NHC children and different types.
of HC dg:ld;en, Guralnick (1978) noted several patterns. In accordance
with ‘the criterion of availability, S and Mo children interacted with

‘ ’all_types of children as frequently as would be expected while NHC and
Mi chj]drgn ten&ed to interact more with each other than with the Mo
and S groups. Thus,—as in the case of play behaviors, integration of
HC and NHC chiTdren in preschool would appear to be bemeficial for HC
children, but does not appear to afféct, to a great extent, the inter-

actions of more advanced children.
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Teacher behaviors. Plummer (1977) reported that teacher attitudes

toward 1ntegratign of HC children tended to be positive and Guralnick's
(1978) study would lend some support for a partial carry over effect of
positive teacher attitudes into the classroom inasmuch as teachers
tended to give more prompts and positive reinforcement to the less
advanced children, however the absolute differences tended to be small.
As only two studies give information on the nature of teacher behaviors,
Athe inference drawn from the two studies should be considered of a
speculative nature.

Adult/child interaction. Adult dependent behaviors tended to be

the predominant behavior type of both NHC and HC children (Edwards et al.

1979). Thg tendency for HC to be non-responsive to adult direction

decreased over time in Plummer's (1977) observations. Also notable was

the fact that NHC children were more vocal to the teacher than HC

children (Field, 1979), however, this may be by virtue of abiiiﬁy
rather than ptedispasitieﬂ_

| Affective behaviors. Pastor and Swap (1978) reported that HC

{ggptionaiiy disEU?be&) children exhibited more disruptive behavior
in the regular class than in a special class.

Language. NHC exhibited more vocal behavior toward peers than HC
(Field, 1979), however HC children tended to move away from behaviors
such as sﬁakiﬁg their heads or nodding to the use of single words or
phrases éver time when i‘ﬁte_grated with NHC children (Plummer, 1972’).}

summary. While the total number of studies dealing with HC and

NHC children is only six, trends do begin to emerge. Play patterns in
HC children appear to folloy a developmental pattern and al though HC
children tend not to be as socially competent as their peers, integra-

tion with NHC children -tends to enhance development of social skills



Tn HC children while not deterring social growth in NHC children.

The pattern of Qﬁthin and across group lines established in the study
of Carter (1977) involving stable/referred children and Cavallaro
involving at risk/normal children seems to reoccur for the NC/NHC
groups.

Socioeconomic Status of the Child

Surprisingly, this variable was not utilized a great deal by the
researchers included in the sample of studies under review. While the
socioeconomic status (SES) of the child may aften have been noted, it
was not frequently considered in subsequent analysis. Of the 159 studies
under review, only six considered this variable in their analyses,
however, within these six studies the variable of SES was related to
over tweﬁtygfive dependentkég?iQBTEs.

Play. No differences among social classes were found by Tizard
et al. (1976) for solitary play, level of social play, complexi ty/
length of games, or frequenéy of dramatic impersonations. Also,
while Tizard et al. (1976) noted that children from the working class
‘were observed as having a 1qwer level of symbolic play, no differences
among social class groups were noted for the themes used when chifaren
did engage in symbolic play. Beller (1973) reported that dramatic
play occurred with a higher frequency in heterogenéous §E§;grnupsg

Operation in the physical setting. In terms of physical use of

play materials, no difference -between SES groups was noted for
appropriate use of play materials or original combinations of play
materfals (Tizard et al. 197E)i:nhi1e lower class children exhibited
a greater tendency to make partial use of play materials, tn:prefe}
playing with transportation toys, and to engage in outdoor, rather

than fndoor, play (Tizard et al. 1976). '



Differences were noted among children of different classes for
behavior in thesghysiﬁa1 setting. Book related activities, animal and
plant care, exﬁiaring, manipulating, watching, waiting, transition,
listening and wandering were observed§b§£;erk (1973) as being more
erquently engaged in by middle class children while children of ]oﬁ SES
spent more time in eating and readying activities. Lower class children
werg_obs§ryed as spending dess time in child initiated activities, more
time in taté] class groupings and more time in noncoordinated peer
activities, in contrast to middle class children who were reported by
Berk (1973) as tending to spend more time in child initiated activities,
in single child, cluster or dyad groupings, and in reciprocally/
simultaneously coordinated péer activitiég_ Tizard et al. (1976) also
noted that social class differences were less noticeable in middié class
schools.

Child social interactions. Appleford et al. (1976) noted that

female children of ﬁidd]e SES received more social contacts than efther
Tow SES females or middle or low SES males. Partially supporting this
finding, Berk (1973) reported that middle SES children were more 1ikely
to seek help from the other children than their low SES counterparts.
Interestingly enough, Berk (1973) also reported a sfmilar finding for
'fema]es, however no interaction effect was reported.

Language. Lower class children were reported by Tizard ggig;.i
(1976) as having lower language comprehension abilities than their
midd1é class peers. i

Academic behaviors. Secial class effects were not in evidence

for either the WPPSI or the Stanford-Binet, however Head Start (lower
class) children did make signfficant gafns on the Merrill-Palmer after
having been enrolled fn a preschool program (Karlson et al. 1973).

i
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Teacher behaviors. Appleford et al. (1976) reported that teacher

social and instructional contacts were given at a higher frequency
to middle class children, whereas Kennedy noted no differences in the
frequency of these types of contacts and Berk (1973) reported that
more single, as opposed to multi-unit contacts were given to children
of the lower classes. Thus, ng clear trend is in evidence. Appleford
et al.(1976) also indicated that lower class children recefved more
dis¢ipiine and control contacts, however, no other researcher in-
vestigated this area. Despite the variance in reported teacher cantacts,?s;s
Kennedy (1976) indicated, in a correlational analysis, that teacher ’
ratings were not related to SES.

In terms of teacher directedness, Berk (1973) found that lower
class children spent more time in teacher directed activities while
middle class children were.more inclined to be involved in activities
that did not include teacher involvement.. Yet, in spite of this '
aspect of teacher inva1vemen£ and SES, teachers were observed as gfving
a greater proportion Ef verbal responses to middle ¢lass children and
nonverbal to lower class children (Berk, 1973).

Adult/child interaction. No overall differences were found between

the SES groups on the amount of child talk to teachers or peers
(Tizard et 31. 1976) or on the coerciveness or verbalness .of methods
used by children in teaéﬁer/child canfacts (Berk, 1973).

Summary.- While it appears noteworthy that different factors may
be operating fai children of varying SES backgrounds with regard to
specific aspects of classroom 1nteractiun§. due to the 1im§ied number
of studies in the area and their‘specificfty of focus, no trends are

b)

identifiable.



New/Tenured Student

Only one researcher (Feldbaum et al. 1980) investigated this
aspect of the new student entering a classroom as contrasted to his
or her host or tenured classmates. EEFHEF; in discussi:;g the fwpact
of sex of the child, several references to the interaction between sex
of the child and the new/tenured status were rep-nrtéd, andti;lhus will
not be included in this section. The results of this study are
primarily concerned with child behaviors and w'l| be reported under
that category. . _

OChild behaviprs. Behaviors most l1ikely to occur in new children

w
were: off task behaviors, r;onsynéhrﬂmus on-task behaviors and spatial

isolation, while cooperative play behaviors, synchmnized parallel play
beh“inrs. verbal 1nterm:tiaﬁ with other chi’ldren Inde»initiatinn of
teacher interactions were more typical of host or tenured children

(Feldbaum et al. 1080).

High/Low Social Intersetors . o

Two researtterks (Tremblay, Stfain, Hendrickson, ind Shnras, ‘1980;
Castle et al. 1979) were prndu;ed considering the variable of chi‘ldrgn °
who were high or low social interactors. Both investigated the
variable in relation to the child behaviors which were affected.

engaged in more mutual behavior and fantasy behavior (Trej)'lay et _El
1980) and scored higher on role taking tasks (Gastle et al. 1979) while
low social interactors englged in mre sa'Htary and parallel play
behaviors (Tremblay et al. 1980) No differences were noted b_y Tremblay
et al. (1980) regarding the Play behavior of children. C‘.astle e_; al.

(1979) also found that the amount of peer interaction in which a child

o
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§ $pfect his or her :_ui;icit’lvi-
. r §

High/Low Intrinsically Interested Children

Loveland and Olley (1977) pursued the_questian;cf the differences
which might resul$ in the drawing behavior of children who were either
high or low on observed natural intrinsic interest in drawing behavior
and the effects that rewards might have on subsequent behavior. .

Child behaviors. Loveland et al. (1977) found that for children

who were high on intrinsic interest, an expected reward caused them to
1ose interest while, with no reward expected, the high intrinsic
interest was igintained;' For children low on intrinsic interest, an
‘expected reward served to increase interest when given for the first
fime, however this interest was not énintained in a second reward-
condition trial.

Race of the Child

’pite the relative ease in which this variabig could have been
defined and operationalized, few studies included it in analysis of
data. Authors generally referred to the racial characteriétics of the
sample when éESCfibing the sample but did not extend their examination
of this characteristic any further. Only two authors included race of
the child in subsequent data analysis. | '

Child behaviors. Forness and Esveldt (1975) found that task

persistence was higher in ﬁhite children than non-whites Hathis et al.
(1976), ™ a study 1nvo1v1ng all black children, in :nn@fgst to other
studies in the sample which tended to prinnrily include white children,
found that black children were high én;iatency time and on leaving the
field. Mathts et al. (1976) also noted through a correlationel analysis

that IQ was positively related to self-concept and ijﬂ;iisinl for
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black children.
Ethnic Herftage of the Child

This variable received even less study than race of the child and

was included in a correlational study undertaken by Huston-Stein et al.

(1977) as one on the variables to be considered.

Child behaviors. Huston-Stein et al. (1977) found that classroom

size-ethnicity was highly related (r = .83) to teacher warmth and
attributzd the higher task persistence in low structured classes to
ethnic differences.

Summary .
As a collection, then, the group of studies dealing with presage

characteristics of the child have few strong noteworthy trends other

than those noted for sex of the child, and for handicapped/nonhandicapped

strong. In short, the studies tended to be too specific in individual
focus to be able to be utilized in deriving'generalizations. The stﬁdies
althgugh broad in scope, in many cases, were "one-shot" type studies
which although coniributing an individual fragment of information about

a particular setting did not provide the quantity of information needed
for generalization purposes. Therefore, the fragments remain just that,
fragments which unfortunately do not fit together to pr@v{de a pict;re
of the contribution child presage characteristics make to the interactive
processes in the classroom.

Chi1d Rehaviors

While child presage characteristics are concerned with the character-
istics that the child has prior to entering the classroom setting which
may impinge upon his or her behavior fn that setting, child behaviors are

" those behavior patterns which are emitted while the child s {n the
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setting. Typically, these child behaviors have been dependent variables

in the studies reviewed, however in some cases they may be considered

as operating as independent variables in some of the studies undér
review. It is those studies that will be considered in this sectijon.,
Also to be considered in this section are child behaviors which have
~been examined in descriptive studies or correlational research works.
Eight variables regarding child behaviors will be reviewed in this
secfion. |

E

Peer Reinforcement/Peer Reporting

Peer reinforcement was manipulated in the natural setting in two
research studies (Grieger, Kauffman, and Grieger, 1976; Wishon et al.
1979). Both groups of researchers investigated the consequences that
increased peer reinforcement had upon behaviors of other children

within the group.

Child behaviors. Grieger et al. (1976) combined peer reporting
and peer reinforcement in one part of their study to determine the
effects that it would have upon the aggressive behaviors of children
"in the classroom. Children were to report as part of their daily routine
about one child who had been friendly to them in the course of the day.
The praise that naturally resulted from peers, when cnmbinéd with the
peer reporting served to decrease the number of aggressive incidents
within the §1assrogm: Wishon et al. (1979) rewarded children for
praising the play behavior of a socially fsolate child. The praise
that children gave to their classmate resulted in an increase in i
social {nteractions for that child. Grieger et al. (1976) also re- .
ported that cooperative play also increased through use of peer rein-
forcement when combined with peer reporting. Thus, the merits of



encouraging children to praise each other with regard to socially
acceptable behavior seem apparent.

Child Awareness of Classroom Societal Structure

This variable, although not strictly an independent variable, dealt
- with whether the child showed awareness of the societal structure of

"his or her classroom through either being able to communicate to others
how the classroom operatgd in terms of appropriate or inappropriate
interactional aspects or in terms of the child's actua1;operat%an within
the setting. King (1979) investigated this variable through the use of
interviews with children based upon observations of the classroom.
Wallatt and Green (1979) used a stimuiated recall technique with children
and Black (1980) used observational data to make inferences about the
child's awareness of the classroom's societal structure.

Child behaviors. ng (1979) emﬁned the child's concept of what

constituted work and what canstituted play and contrasted this to what
the teacher considered work and play. Based upon the interview con-
ducted with children, King (1979) concluded that children considered
play as voluntary and under their control. While teachers held some-
what similar views, they also included fun and creative activities under
the realm of play. Black (1980) noted that children showed inter-
actional competence in settings 1n which they exercised control.
Wallatt et al. (1979) found that, in settings in which the child may or
may not have exercised control, children showed an awareness of what

was occurring and what was expected. Furthermore, Wallatt et al. (1979)
noted that children could communicate to others the cues that the
teacher gav; which enabled social contexts to be mafntained. Thus,
perhaps by nature of having to survive in the system. children exhfibit v*)

a conscious awareness of the classroom as a social structure



Disruptive/Nondisruptive Group Glee

Group glee could perhaps best be described as contagious hilarity
and buffoonery. Sherman (1975) stqpied this variable and, among other
things, noted the teacherlresponses to disruptive and nondisruptive
group glee.

Teacher'bgn.giori. Disruptive group glee, glee lasting lTonger

than ten seconds, and precipitated by satiation on task, was most likelj
to receive a suppressive response froq‘teachers. Suppressive responses

on the part of teachers were least likely when the glee was nondisruptive,
lasted Tess than ten seconds and involved a combination of laughing/
screaming/and intense physical involvement.

<.
Child Sociometric Status .

This variable was examined in terms of children who had received
high or low ratings on a sociogram. Marcus (1977) and Gottman (1977)
both studied this variable in re]aéion to child social 1ntéractinn

behaviors.

Child behaviors. In the Gottman study (1977), there were several

rankings of children with regard to sociometric status and behavior in
the c]éssroom. Gottman (1977) used the following categories to

describe children: sociometric stars, low peer interactors, sociometric
rejects, disruptive to the teacher, and tuned out children. In ‘terms of
hqvering behavior, Gottman (1977) observed that low pegr interactors

And sociometric rejects exh{bited less of this behavigr than socio-
metrically neglected children (tuned out children and disruptive to
teacher children). Tuned out children were also observed by Gottman
(1977) as bgtng less accepted by peers than the child who was dis-
ruptfvg‘to the teacher. Marcus (1977) found that an interesting re1atf¢n—
ship exisééq between low and high sociometric status children fn terms
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of helping behavior. Low children wete observed as giving more help
than they Peéefved and high status children received more help than
they gave. .

Although not elucidating in any great manner the relationships
‘that may exist in terms of sociometric.status, the results of these
two studies do provide some highly interesting findings whidh are worthy
- of further research pursuit. | |

Role Taking

Because the studies investigating role taking were of a correla-

tional nature, no cause-effect relationships can be assumed. Both

Strayer and Christophe’ (1978}-and Jakob et al. (1976) examined role
777777 -

Child behaviors. Jakob et al. (1976) found that overall, role

——

taking and social competence were highly related. Support for this

finding is prav',ed;by a study by Castle et al. (1979)

taking was the depdudent yvariable. Castle et al. (1979)

high social interactors scored higherson role taking tasks than did
Tow social interactors. Strayer et al. (1978) noted that while empathy
received upon request correlated highly with perceptual role taking
and-doﬁatigns, empathy spontaneously given correlated highly with
affective role taking. ) !

Thus, some indications seem to be provided from the above studies
which Tend credence to the notion that children who have high social
interaction rates are better able to take the perspective of another.

Child's Mode of Attachment to the Teacher .

Houston (1978), in a descriptive study, examined the predominant

modes of attachment to the teacher fn an attempt to make statements



about attachment bonding between teacher and child.
Adult/child interactfon. Houston (1978) found that the vocal mode’

was most frequently used, followed by the gestural mode. The mode
least used in adult/child interaction was the physical mode.

Child Social Initiations ,

Child social initiations and their consequences were studied by \
five research groups (Strayer et al. 1977; Strayer and Strayer, 1975;
Corsaro, 1978; Pellegrini, 1980; Strain et al. 1979). The primary
focus was upon child behaviors, however, Pellegrini (1980) did examine
teacher response.

Child behaviors. Strain et al. (1979) found that when a positive

child social initiation contact was made, it was generally followed by
a positive response on the part of the recipient of that initiation,
whereas when a negative initiation was made it tended to be followed

by a negative response on the part of the recipient. 'Strayer et al.
(1977) noted that no response was given to over half of the child
initiated actions, and that low status children were the target of half
.of the agonistic interaction contacts. In examining the agonistic A
contacts further, Strayer et al. (1975) found that in very few cases .
was the response of a child to such a contact one of seeking help from
the teacher, rather, children receiving such contacts either gave no
response, ‘'submitted or suffered the loss of an object which they had

in their possession. Corsaro (1978) observed that when a child wished
to gain access to a group the following combination of strategies were
employed abaurpercent of the time: nonverbal entry, circling the
grﬁupi é]aimi,g an object in possession of the group, making a disruptive

entry, or producing a variation of the ongoing behavior.

=
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Jeacher behayiors. Pellegrini z:gao; found that children generally
repeated the topic introduction to é sociodramatic play §§quence in
order to get the attention of an adult. |

Few trends can be generated from this group of studies due to their
diverse nature, however it would appear that, as with many of the other
variables under review, there are aspects of child social initiati@ns
which are in need of further research.

Summary

While the studies reviewed under the 111d Behaviors category of

independent variables have neither a large group of research studies to
draw upon nor a large number of dependent variables to examine, the

disparity that existed in the Child Presage Characteristics group of

studies is not as apparent. The studies examining Child Behaviors

tended, as a whole, to be complementary rather than'canfiicting in
their Feporfs of research finéfngs and because of their small numbers,.
rather than providing information upon which to base generalizations,
these studies provide a good foundation upon which to base furthe;
research and provoke stimgiating quéstions for further research. The
following trends, although based upon only a few research studies,
were ngted: (a) peer reinforcement can be effectively used to enhance
positive social behavior in the classroom; {b) chi]drenrdemnnstrated

an awareness of classroom societal structures, and (c) high social

Summary
This chapter reviewed the studies, from the sample of studies
under review, which were concerned with child presage characteristics
or child behaviors. Wben it is considered that about 100 of the 159

~
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studies have been included in this group, it is surprising to find the
lack of consensus in research findings by, which this group may bé
characterized. Because of this lack of consensus in a partféuiar

area, or because of a lack of research studies in a particular area,

no generalizations can be drawn from this body of literature, however,
trends were noted regarding several variables. It is interesting to
note the high frequency of times in which an investigator listed a
presage characteristic, but did not consider it fn subsequent analysfis,
or did not report the findings regarding that variable. Furthermore,
while the child presage group of studies may be characterized by overall
disparity in research findings, the child behavior studies tend to
complement one another. The most apparent, and in some senses
devastating, implication that can be drawn from all of this Ts the need
for research with a common focus in the preschool area with ‘regard tﬂ

the presage characteristics and behaviors of the young child.



CHAPTER 1V

THE TEACHER

classroom setting. This chapter will review the studies from the sample
deaiing!with teacher presage characteristics and teacher behaviors to
determine what relationships these variables have, if any, to teacher
behaviors and/or child behaviors in the classroom. Unlike the research
work reviewed on the child in which the preponderance of variables were
concerned with child presage characteristics, the studies which
investigated teacher characteristics or beh;viars were primarily con-
cerned with teacher behaviors in the classroom.

Teacher Presage Characteristics

Only five teacher presage characteristics could be identified in
the literature under review. These variables were considered in
relation to over 25 dependent variables. The results of a cross-study
KanéTysis of the ééacher presage characteristic }ariabies will be pre-
sented in this section.’ |

Sex of the Teacher

The presage characteristic, sex of the teacher, was examined in
relation to three dependent varfables, all of which were primarily con-

cerned with teacher behayiors... Although this variable is relatively

t§1!

easy to aper’atianaﬁzé and def‘l'ﬁg only five researchers (Etaugh et al

1975; Fagot, 1977b; Perdue efea!. 1978; Robinson, 1977; Serbin et a

1973) conducted research upon this variable. This, perhaps may be
accounted for by the fact wpat theré has been a strong tradition 1;1
preschool education involving the use of female, rather than male,

77
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teachers, thus reducing the chances of obtaining data on this teacher

A

presage characteristic.

Teacher behaviors. In terms of reinforcement of sex-stereotypical

behaviors, a fairly clear picture began to develop regarding the sex
of the teacher and the behaviors he or she would reinforce. While
Etaugh et al. (1975) and Robinson (1977) found that there were no
differences between male and female teachers regarding the reinforcement
oé feminine behaviors in children, Fagot (1977b) and Robinson (1977)
also noted that male and female teachers showed no differences in
responding to feminine behaviors. In fact, both male and female
teachers responded more frequeﬁt]y to feminine behaviors rather than
masculine behaviors reg;;dless of the sex of the child according to
both Robinson (1977) and Fagot (1977b). Robinson (1977) also noted
that both male and female teachers dispense more punishers for
masculine behaviors.

Overall, however, Etaugh et al. (1975) found that male teachers
did dispense more rewards to males for masculine behaviors than did
female teachers. As well, Fagot (1977b) also noted that male teachers
gave more favorable comments, joined in the children's play more fre-
quently, and demonstrated more affection towards children than did
female teachers. _ —

The patterns of touching, in some senses, produced a similar
pattern to that of reinforcement of sex stereotypic -behaviors. Perdue
g&_gl. (19?8)‘reportea that male teachers touched male children more
frequently than female teachers and were more likely.to give a helpful
touch to girlk than to boys. Furthermore, male teachers were also more
inctined \to give a friendly touch to boys than to .girls and were more
11kely to Yo so than female teachers. Perdue et al. (1978) found that,



patterns of touching used by female teachers and Serbin et al. (‘1973)
also Feported that there were no overall di fferences in the rates of
touching used for either sex child by female teachers.

Adult/child interaction. Interestingly enough, it would appear

as though patterns of touching by teachers were reciprocated by children.
Male children were reported by Perdue et al. (1978) as being more likely
to touch male teachers more frequently than female teachers and more
Tikely to do so than female children. Both female and male children
tended to touch the male teacher in a friendly, rather than an incidental
‘ manner. Perdue e et al. (1978) also noted that while female teachers had
shown no d;Fference in the patterns of touching male or female children,
no differences were also evident in the rate or patterd of either sex
child in touching the female teacher. ‘

Thus;i it would appear that, overall, no differences exist between
either sex of teacher for reinforcing feminine behaviors for either sex
of child thus strengtheningrthe pattern presented under the varfable
sex of the child. Male teachers do apparently reinforce male children
more often than female teachers for masculine behaviors and generally
appear to ‘be more pﬂsitivé toward all children than female teachers.
Somewhat similar patterns surface in regard to theitsuching behaviors
of teachers toward children, which appear to be reciprocated by the
children's behavior.

!Igééher Experience .

In attempting tc partial out what factors may influence teacher
behavior in the CIassrnnn, Fagot (1975, 1977b) and Brown et al. (1979)
have examined what part teacher experienee may have to play in deter-
mining how a teacher will act in the classroom setting. Fagot (1975,

L™
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1977b), who has extensively studied sex differences in both teachers
and children, has hypothesized that teacher experience, rather than

the sex of the teacher, may have greater import with respect to

teacher behavior, while Brown et al. (1979) have examined this varfable
_ with respect to differential interactive patterns of handicapped or
nonhandi capped children. N\

Téacherﬁbghaviorg} In terms of response to sex stereotypical

behavior patterns of children, the recurring trend of a higher respunse
to feminine behaviors regardless of the sex of the child emerged for
experienced teachers, however, Fagot (1975, 1977b) also found that
inexperienced teachers were more likely to respond to feminine behavior
patterns for female ¢hildren and masculine behavior patterns for male
children In addition, Fagot (1977b) reported that experienced teachers
more frequently responded to female children than to males. It is
Tkely that this latter finding is closely related to the tendency for
experieﬁced teachérs to respond t? feminine behaviors of the child
regardless of sex of the child.

The fﬁi]owing behaviors were found to be higher for experienced
teachers: teacher direction, a higher frequency of asking questions,
a tendency to give more information, a tendency of hef;ing children
to learn more (Fagot, 1977b), a higher rate of initiation of behéviars
(Fagot, 1975),"and a higher 1ikelihood of giving favorable comment
(Fagot, 1977b) with Fagot (1975) indicating that this favourable comment
was more Iikely to be directed toward females. Although in both the
1975 and 1977(b) studies, Fagot reported that there was a higher 1ikeli-
hood of inexperienced teachers joining the play of children, Fagot (1975)
also reported an interaction effect, with both experienced and in-
experienced te:;hers tending to join the play of males more often thiq
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females. Inexperienced teachers were also noted as having a Tower
overall rate of interaction with children compared to that of (
experienced teachers (l’;agﬂt, 1975, 1977b). A differential effect was -
also noted in terms of the reaction of teachers to the activities of
the children, with inexperienced teachers reacting equally to all types
of activities and experienced teachers reacting to -art and fine motor
.activities more frequently (Fagot, 1977b). L
Child behaviors. Brflin et al. (1979) found that the combination of

teacher experience, teacher attiYude and teacher tr—aiﬁing accounted for
19 percent of the variance in the active focfal interactions of handi-
capped children, but reported that this effect was more highly related
to the interactions of nonhandicapped children.

Although only a few studies actually examined the variable of -~
teacher experience, when it is considered in 11ght of other variables
which have been presented (Such as sex of the child and sex' of the
texache:r’)i, some interesting patterns beg%n to reoccur such as the
tendency of teachers regardless of sex of the child and .sex of the
teacher, (but né:t’ the experience of the teacher), to reinforce fsinfné
behaviors in children independent of sex of the child. Interesting
parélleis also begin to appear regarding \thg- sex of the teacher and the
expeﬁen:e: of the teacher which are worthy of further ﬁvestigztinpi |

Teacher/Teacher Assistant

One research group compared the behaviors of teachers and teacher
assistants. Townsend and Zamora (1975) examined these behaviors in
the contexts of a bilingual English/Spanish program. !
pcher behaviors. ; Townsend et al. (1975) reported that tn:hirs)

more student response, in contrast to teacher assistants who used more



teacher talk in dealing with children and were édre prone to switching
languages during the presentation of a lesson. Also teachers were
observed by Townsend et al. (1975) as using a greater proportion of
combined positive nonverbal responses to children whereas teacher
assistants were more Iikeiy Ea use more negi!ﬁve'nanverbal behaviors.
No differences between Egachers and teacher assistants were reported

by Townsend,eg al. (1975) \for the behaviors éged in each language.

- Effective/IneffectiveAjeaihérg

‘ Scott (1977), the sole researcher investigating the.variable of
-'effecttve/ineffective teachers;'used ratings of supervisors to
categorizexghe teachers %ﬂéthe sample used. as effective or ineffective
| and thean proceeded to conduct observational wurk to attempt to djscern
if any differences existed between teachers rated as effective or

L

Teacher behaviors. The fallowing behavior patterns were noted .

_

ineffective.

by Scott (1977) as being more characteristic of effective teachers than

1ndiv1duals in a large,group activ:ty, episcdes of longer duratfon,:

mo re self directedness[ a higher participation 1eve1, and more frequent
;L521}J[ or more methods (e.g. verbal, signal, physica1 cantaet)

~ during behavior episodes. | E

Teacher Traini;g’

&« -
Three research teans (Friedrich-€ofer et 1. 1979; Stachel, 1980'

o3

Brown et al. ]979) 1nvestigated the effects of teacher training upan
child behaviOrs in the classroom or upon Leacher behavinr

Child behaviors. As reported earTier. Brown et al. (1979) fnund

Athat the combination of teacher tra1n1ng, teacher experience and
teacher attitudes accounted for 19 percent Qfgthe variance in the active

A
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social interactions of handicapped children, hawever,)this combination

tended to be more highly related to the interactions of nonhandicapped
children. Friedrich-Cofer et al. (i979) reported that when teacher
training regarding promotion of prosocial behavior was combined with
in-classroom fi]ms and play materials on prgsgéiai behavior, ther
1nciﬁence of prosocial behavior was greater than with the use of Fi]msi
and play materials only, the use of films only, or a neutral ﬁanditianr
which involved the use of mone of the fgreg?ing techniques.

Teacher behaviors. Stachel (1980) observed that teachers given

teacher training and on-site instruction in the implementation of a
science program in kindergarten demonstrated a higher rate of program
jmp{ementatioﬂ than teachers given no instruction.

Due to the varying nature of the studies involving teacher train-
ing and the fact that teacher training was often combined with other
variables in subsequent analysis, it is difficult to draw any consensus
from the literature regarding this va%iableg

Susma ry

The variables dealing with teacher presage characteristics, although

»

few in number, do begin to generate a pérti:u]ar pattern of behaviors

which may be associated with those characteristics, especiaii}rthe
variable, sex pf the teaéheri As previously indicated, a trend for
reinforcement of feminiﬁe behavfors; regardless of tﬁé sex of the child,
was evident for experienced teachers and was also the case for §11 |
teaéhers regardless of sex.. Both inexperienced and male Eeécﬁers %1so
appear to reinforce males for masculine behaviors. As well, male
teachers tend to be more posftive in affect towards all children, how-
evér, the same parai?é? could not be drawn for fnexperfenced teachers.

k)

The remaining variables in the teacher presage characteristics group
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tend to involve on]} one study or several studies examining the same
variable 4n different uay%, therefore trends could not be identified.

Teacher Behaviors

While the variables reviewed under the general heading of

TéazthVErgsage Characteristics tended to focus primarily upon the

re]ationship of thpse Eharaeteristi;s to the behavior of the teacher -
in the classrobm, this section will deal with the teacher's behavi@rs’
and the impact these behaviors have upon child behaviors and the adult/
child interactive processes in the classroom. Approximately 20
1ndependent variables will be exa!!:ed in reiaticn to approximately 60
dependent variables. As a certain amount:of overlap exists among thef
independent variables to be reviewed, thesg Qariab?es;wfII be reviewed

tn clusters where possible. | '

Teacher: Feedback . \

One researcher, Becher (1923) examined teacher feedback in relation
to child beh#vigrs through use of a correlational ana1ysis technique.
. Child behaviors. ‘ Becher (1978) found that teacher €eedback regard-

ing the carrectnesT of a response was nega;ivg]i related to hathematics
achievement. -

Although this studygis a curreiatinna1 one and is the-only ane in
the sample having to do with teacher feedback in general when con-
sidered in the 1ight of other var1ab]es to be presented regarding speci-
_ fic types of teacher feedback, #111 add another viewpoint from which
those variables may be considered. ; ‘ E

Teacher Praise and Positive Reiﬁfqzcemgﬁt

The use of teacher praise and posftive reinforcement has been
investiéated in relation to a number of child behavior variables and

by a large number of researchers. Furthermore, unlike all of the
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variables reviewed to this point, a consensus appears in the literature
regarding this varifable.

=

Child behaviors. The ’Ecﬂ%lawing variables were investigated by

researchers in relationz_t? teacherf praise and the use of posftive
reinforcement : attending (Geller et al. 1975); learning, as measured
by the number of cérrécf responses, (Geller et al. 1975); task |
persistence (Hamilton et al. 1978; Krantz et al. 1979); child social

interaction (lﬁ'lmberg, Thémson and Baer, 1972; Strain et al. 1979);

student participation (Reft?, 1979): cross-sex coaperative play.

(Serbin et al. 1977); cleanliness behavior (Taylor and Kratochwill>
1978). nd prosocial behavior (Wusterbarth and Long, 1977 In all
cases, except Strain et al. (1979) in which marginal effects of an K
ingrease in social interaction were reported, the behavior ;gward

which the teacher praise or positive reinforcement was directed was
observed as increasing. Thus it would'be fairly unpresumptuous to

state based upon the research Evide;ceiprﬁvided that teacher praise

and positive reinforcement serve to increase the behavior toward

which they are directed. In reflecting uppn the correlational study
conducted by Becher (1978) in 1ight of the foregoing evidence. it ¢
could be likely that the correiatiéntr'egaédiﬁg mathematics achievement
and teacher feadback may have been different had the teacher feedback
been partia’l’ied out into feedbéck for correct responses and feedback

d

for incorrect responses.

Ed

Hamilton et al. (1978) examined this variable in relation to task
persistence in both the classroom situation and an exper-imental situa-
tion. The findings tend to EQMpTETIEﬂt those regarding the variab’le of

teacher praise and positive reinfnrcement .



Child behaviors. Hamilton et al. (1978) found that children .

‘who received teacher criticism in class not only demonstrated lower

|
in- c]ass on task scores but also lower experimental on task scores.

Teacher Pr1mes

The pattern of studies considering teather primes glosely parallels

that of teacher praise/reinfdrcemeni. Several researche 1n§estigatéd
'fhis variab]e. a]1 in relation to child behaviors that are™

. Chi]d behav1ors ’ 1;e following variables were investigated n

re]atvon to teachér pr1mes mo tor behavior (Hardiman, Goetz, Reuter,

and LeBlanc, 1975); child social interaction (Holmberg et al. 1972;

‘Keogh, Miller, and LeBlanc, 1973; Peck, Apollini, Cooke, and

1978a; Wishon et al. 1979 Strain et al.' 1979); and task persistencei~.~ o

(Krantz g&_gl, 1979). Al re{?archers, except for Strain et.al. (1979)
who reported marginQ] increases in the social interactionsisf children,
LT }fodnd that the use of primes by teachers-served to increase the
behavior toward which they were directéd Krantz et al. (1979)
found that the combination of proximiﬁy/re1nforcement/prompting was the .
most successful, followed by proximity/"omtmg, and proximity/rein-
forcement. All of those combinations wera observed by Krantz et 1.

(1979) as being more effective than a condition in which none of these

. was decreased and‘;hen decreased teacher verbalization Qas combined
_ with teacher primes. Rintoul (1975) also found that chtld to adult
vverbalization decreased as a result of the above meésures.
In a somewhat different vein. Guralnick (1978) reported that
teachers tended to give more primes to less advanced children, however

the absolute differences between the number of primes given to less
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and more advanced children proved z_taslize small,
Thus, once again, it would a?éear that there is a consensus 1ﬁ
the literature regarding the use;rof,jtegcher primes which wr;uid allow
one to conclude-that the use of tea‘crher primes serves to increase the

‘ )

[ )

behaviors towards jich-they are directed.

Teacher Attention -

Hardiman et al. (1975) and Yawkey and Jones (1974) investigaped
the variable of teacher attention to determine what effects it had, if
an'yf upon child behaviors. These studies further complement thé '

[

resulf:s of the set of varwb‘les presented on various types of teacher

%

feedback. }J ,
. .V
Child behaviors. Hardiman Fg%nd that teacher attention did have,

_the e““- - of increasing a child's performance with respect to mtor &

behaviors, however, Hardiman et al. (1975) also ﬁ@ted that teacher

pi-.'imes,pmvé%i;: to be more effective than teacher attention. Yawkey et

al. (1974) also reported that the attention of the teacher served to

promote an increase in task completion by children,

feg her Attention to Cooperative/Aggressive Verbalizations = -

of Chiidren
Slaby and me’ley (1977) studied a ver_y specific type of teache\‘%
attention--attention given by the teacher‘ to the cooperative or /
aggressive verbalizations of children“tg determine the effects of i:hat
differential attention. |
Child pe;h;y?iags. - Slaby Qa_ (1977) found that not only glid

cooperative behavior increase when teacher attention was given to
cooperative verbalizations, but aggression decreased. then a teather
attended to aggressive ve?ba”ﬁzaﬁens, Slaby et al. (1977) observed

that cooperative behavior gecPegsed-but there was no oferall change fin



aggressive behavior.

The findings of Slaby et al. (1977) serve to indicate that teacher
attention to positive behaviors of children may be more effective over-
all than attention toward negative behaviors. When combinegsﬁiiﬁ_?he
findings reported on teacher attention in general, the findingsgof the
study conducted by Slaby et al. (1977) serve to reinforce once again -

* the positive effects that teacher feedback of a positive n;ture can
have. ¢ |

Provision/Nonprovision of Reward; Task Diffjgy]ty/ﬁewafq

These variables will be dealt with together because of their

Similarity and because of the féw studies done in the area. SacksJ
A X
Woxley, and §alls (1975) and Loveland et al. (1977) Studied the effects
Pad <y .

of the provision or nonprovision oF a reward by teachers while Bucher
and Okovita {1977) examined the effects that task difficulty and the
provision of a reward wou]d have‘upon task completion.

Child behaviors Sacks et al. (1975) reported that the chiid/

child and adult/chi]d interactions of children could be increased through

maintained in the non-reward condition phase of the study Bucher et al.
found that when hard tasks were rewarded, easy tasks were also HE11 done,
" however performance on the non-rewarded hard task was iawer than for tha
rewarded one. As well, Bucher ret al. (1977) observed that when. easy
tasks were rewarded, performance on both the rewarded and non-rewarded
'tasks‘waa lower.” In a somewhat similar study, Loveland et (1977)
noted that fbr~chi1dren_who-were high on Intrinsic interest, reward of
tasks served to lead to less interest, whereas no reward Ted tq ' -
maintained high interest, but for children low on intrinsic interest.

a reward served to inftially increase the interest of the children,



however this interest was not rraintained.

Thus, the results of the effects of rewards on children's behdviors

ake somewhat conflicting. While it would appear that Fewards f:an lead
to a maintenance ch the behevier desired, as in the Sacks et al (1975)
study, the study by Lavelend would appear to contradict this. It would
also appear xéehﬂdren weigh the benefits of the performance of a |
task and then™perform accordingly, as in t? Bucher et al. (1977) study.
However, these speculations are based only upon the reeeits of a few
studies in which no consensus was reached and therefore no generaiiiza;
¢ ' tions can be made. ‘ > |

Teacher Proximity

rei; group (Krahtz et al. 1979) investigated the

Only pne res
effe&ts?( the pmximity ef a teacher upon the ch.ﬂd 5 behavior in
this study, the 1nvestigation of teacher proximity was also cambfned

. with that of reiﬁfaﬁ:ement and prompting to detemme‘the effects it
-wou'ld have upon the task persistence of children.

. Child behaviors. _Krantz et ad. (1979) found that teacher proximity

’ ;l was effective in 1ncree51ng the task persistence of young fema'le pre-
ischool children, however the most effective technique in increasing .
task persistenee‘wes the combindtion e} verbal reinfer;:ement, prompting
and pv;ﬁximity

Aéult Interact‘lon in Saeindramatic P’lay

Adult interaction is, 1in some senses, another facet of tem:her
attention. Lovinger (1974) examined the adult interaction in a child's
sociodramatic play in re‘l_etinn.tr;: two specific child ,behaviers-icmi%-
'p'lix*ity of play and language. !

Cﬁﬂd,_behavifar;. Lovinger (1974) found that noi:ﬂ only did the com- |

plexity of play increase, but the number of words emitted during socio-
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‘dramatic §eqﬁénces also increased. An increase was also evident for .
boys on the ITPAi Thus, the attention a teacher provides would again
appear to have a beneficial effect 3% the behav1ars of children,

'PTay/SHﬂS Tutnring

In a study whiq:h is related to the Lovinger (1974) study reported
above, Smith et al. (19733\ 1978b) attempted to discern if merely the
adult intéractmn yhvo]véé in play tutoring served to increase the
fantasy play of ;hﬁﬂr‘en, To do so, a slﬂisé tutoring group was con-
trasted with a play tutored gﬁ:up'\;m several measures.

Child-behaviors. Smith et al. (1978a, 1978b) found that all

children improved on the pe;‘fgrmancexach:ievglent measures administered,
while fantas_y activity, group activity in free play and role talnng
were higher for the play tutored group. -
Teacher attention, therefore did have the effect éf 1ncr§a§ing
both.group’s performanceé on the achievement measures, while the specific {
attention gfven to play did tend to have an ‘impact on the play behaviar(
of children. Therefore, the findings of the Smith e;ti (1978a, 1978p)
_ .

studies do lend ﬁ]rther support to those of Lovinger (1974).

Verbal Instruétions;;” Training; Mode] 'Hggi e

These three variables will be considered together due to their
simiTarity. Eisenberg-berg et al. (1979b) investigated the effects
that instruétions had upon the sharingf&efending behavior of children,
while Zahavi énd Asher (1978) attempted to determine the effe«:t of
instructions upon various aspects of child/child interactions. Haskett
- and Lenfestey (1975) and Har,dfman et al. (1975) were interested in the

effects of training or model1ing upon a skill behavior of children. i
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Child behaviors. Efsenbergiberg et al. (1979b) found that sharing

behavior increased with age under the condition of instructions, but
decreased with age under the condition of no instructions. Zahavi et al.
(1978), while not interested in determining an age effect; observed . -
that instructions regarding the effects of }ggrES§tnn upon others had °
the efféct of decrgasing aggressive behavior, increasing positive active
beha;igr, and not affaetiné'the inactive behavior of aggressive
children. Hardiman 1 et al. (1975) also indicated that training, in motor
skills did improve the skill 1eve1 of children. Finally, Haskett et al.
(1975) observed tﬂg% the deelT1ng of reading behavior served to incre;se
the reading behav1or nf children exposed to such teacher behavior.

Despite the vﬁfﬁatioﬁ within this group of studies, a trend ﬂces
seem to appear indicating that teacher instruction of var1gu$ sorts does -

appear to enhance the behaviars toward which 1t is directed.

Teacher $tru§tqtgd/Ups;ructu;Ed Activity

A variety of dependent variables were fnvestigqtéd by researchers .
in reiafion to teacher structured/ynstructured activity, however little 7
commonality existed across studies in the deperdent variables 1nvestigated
Thus, what results from an exaninatinn of these variables is a broad
picture of chﬁ}d behaviors and adult/child interactions in each of
Athese'settings! ‘

Child behaviors. Emmerich (1977)i Huston-Stein et al. (1977) and

Connolly and Smigh (1978) all faund that fantasy play was higher in un-
structured (non-teacher directed) settings than in structured (teacher
directed) settings. While Emmerich (1977) reported that cooperation,
complfance, and aff{liation with peers was higher in unitruc;ured
settings and Connolly et al. (1978) ubsarved_thiikgpere was a higher

rate of social interaction in unstructured settings. Shores et al. (1976)
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indicated that socfal interaction was at its highest in a teacher struc-
tured ﬁ]ay situation as opposed to a no teacher involvement sfituation
and an active teacher i:§aivement situation. A]thouéh the novel use i
of mterials was low in gengré]. Carpenter (1979) found that it was.
higher in_a low structure situation ihan in aémedium_;trugtured situa=-

, , \ , ,
tion. Autonomous achievement and gross matnr.activity‘(ere observed

by Emmerich (1977) as increasing over time in the unstructured setting.

An' interaction- effect was noted by Carpenter et al. (15?8) 1tﬁ niigs'
partfgipéting-mnre in high structure activities, however in a later {
study, Carpenter (1979) found the c;;asite, that 1s malesd participatéd
more in the low structure setting whi]e fema]es participated more in
the high teacher structure condition. Becher (1978) also noted that
an indirect teaching approach was more effective in fncreasing mathe-
matics achievement in young children.

Compliant behavior was found to be higher in the structured

~ situation by Carpenter (1979), Carpenter at al. (1978) and Huston-Stein
et al. (1977). As well, Emmerich (1977) noted that cognitive activity

increased over time in the structured situation but decrgased over time
in the unstructured setting. In relation to cognitive activity,

Connolly Et al. (1978) faund that the attention span of chi]dren was

@

higher for eH?TE?EQ in a structured, rather thaﬁ an unstru:tured o
setting. Unlike Connolly et al. (1978), Huston-Stein et al. (1977)
reported that task persistence was more evident in children in the low

structured setting, however, Huston-Stein et al. (1977) attributed

“this finding to the ethnic differences between the grbups ﬂf!children"
- under observation. Morrison et ai. (1978) furthEF indicated that task

persistence was highest when children were engaged in independent seat

_ work, than when involved in whole class recitation or under the con-
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dition of continuous central signal emission-(e.g. teacher reading a
book, children watching a film). As well, Huston-Stein et al. (1977)
reported that aggression was much lower in structured classes than in

unstructured classes.

Adult/child interaction. While Connolly et al. (1978) reported

that verbal fnteraction with the teacher was higher in the low struc-

_ture situdtion, Huston-Stein et al. (1977) found no differences in
spontaneous social interaction between settings and Shores et al. (1976)
indicated that teaﬁhgr7§h11d int;ractioﬁ was higher under the condition
of active teacher invplvement as opposed to no teacher involvement or
teachengtructured free play. Thus little EaﬁéenSus exiéts in relation
to aduTt/:hiT? interaction in structured and unstructured settings.

* - Jeacher behavY¥ors. Emmerich (1977) observed thjt(;egcher control1-

ing behavior. was higher in the teacher structured setting than in the
| unstructured fPee play condition.
Thus, as indicated previously, a picture of life in—unstructure&

iand structured settings appears to be developing which, although there

does seem to be some agreement in the literature upon the patterns of

each setting, is an area in need of further research so as to con- g
solidate the findings which have been reported. One study (Beller,

1974) which dealt with these variables has not been included in this

section because of the strong 1nteract1nn effects which are included : .
in terms of heterogenous and hnmngeneq¥s combinat1gns of age and social |
class within the setting. This study will be reported in Chapter V

which deals with setting characteristics.

The variable teacher presence is closely related to teacher

structured activity. In fact, one researcher (Cooper, 1979) defined
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teacher structured activity as teacher presence, in contrast to othér

researchers who considered structured activity as 1nc1udfn§‘some dspecf
of teacher directedness or teacher involvement. Tnerefpre, Cooper's

work wfl] be rpviewed under the variabTe of teacher presence as will

the work of four other research groups (Pastor et al,. 1978- Krantz et al.
1979; Johnédn 1979 Tyler, Foy, and Hutt, 1979) who investigated |
the effects of teacher presence upon the behaviors of young children.

_. Child behaviors. In an examination of the overall frequency of a -

teacher's presence; Pastor e et al. (1978) obsegved that special class
teachers were more frequently‘present during the activities or children

in their classes than were teachers or regular classes. Johnson et al.
(1979) compared the effects of no adult presence, to passive adult
presence to acttve adu1t presence and reported tﬁat children did ‘
increase their frequency of usage of an area when a passive adult was
present Put there wes 1}tc1e carry-over effect in the absence of the

., . adult, whereas the-presence of an -interacttve adult greatly increased

the frequency of usage of an area by children and resulted in a carry- ¢

. over effect in the adult's absence.

Krahtz et al. (1979) found, as previously reported, that task g
persjstence increased in young'children when an adult was present,
however, the nost successful method of increasing the task persistence
of'young cnildren was to utilize a combination of teacher presence, ‘
proximity and reinforcement. Simiiarly, Tyler et al. (1979) reported
that the attention span of young children increased in the presence
of an adult as contrasted to the absence of an adult. Iyler_gg._l.

(1979) noted that this effect uns-stronger for ptay groups than nursery

schools, and stronger for nursery schools than nursery classes.



In the study by Cooper (1979), a teacher's presence had the
effect of decreasing conversation. Older boys were also observed as
talking more when the teacher was abseﬁt. Furthermore, in the Cooper
‘(1979) study, while older children tended to inform younger children
in the teacher's absence, only older girls continue this procedure in
the teacher's presence. Suggesting was also observed as increasing
for older children in the presence of an adult in the research work
completed by’Cooper (1979). |

Teacher Questions

Turner et al. (1975) attempted to discern the differential impact
of high level and low level question§ upon the performance of children
on two measures. Teachers, as part of a course, learned about various
ordérs of questions and then were requested to systematically abplx
low level questions .for a period of five weeks, high level questions .
for another five weeks, and low level quéstions for the next five weeﬁf.

Obseryations were made on the frequency pf teacher questioning behavior

and at the end of each five week period children were tested.

Child behaviors. Performance on both the Shaftel Photo Problems,
‘which required the child to generate verbal solutions to a problem b
.posed iq a photograph, and the Similarities Test, which required children
to ‘give as‘many simf]arit}es as they could di}cern between two objects,
increased after the period of high order questions but decreased after
the periods of low order questioning.

Teacher Contacts

- This variable was studied quite differently by two research groups
(Kennedy, 1976; Strain et al. 1979). Kennedy (1976), in a descriptive
study, reported upon the number of contacts each child in the class

received and Strain et al. (1979) was interested in the child's response
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to those contacts.
Child behaviors. Kennedy (1976) observed that within the classroom

only a few children receive a large proportion of the teacher contacts
giieni 7In Kennedy's study, one child received over one half of the
integrative teacher contacts, four children recéived over one half of
the dominative teacher canéacts which involved conflict, and one child
received almost one third of the dominative teacher contacts involving
conflict. - 5

Strain et al. (1979) observed that a positive contact initiated :
by adults tended to be consistently ignored by children whereas a
negative contact by adults was ignored but accompanied by negative
!behavior on the part of the child.

Due to the diversity in the two studies reviewed for the variable

of teacher contact, little statement about their relatedness can be

made.

Teacher Verbalization

Rintoul (1975) investigated the effects that infrequent teacher
verbalization would have upon the child/child and adult/child finter-

actions within the classroom. , ..

Child bemviors. Rintoul noted that child/child verbalization
increased under the condition of decreased teacher verbalization, and
was observed as increasing even more when decreased teacher verbalfiza-

tion was combined with the use of teacher primes.

Adult/child interations. Child to adult verbalizations were also
reported by Rintoul (1§75) as decreasing when teacher verbalizations
decreased, and were observed as decreasing even }urther when decreased
teacher verbalizations were combined with the use of teacher primes.



Jeacher Self-recording ..

Unlike many of the other varfabies reviewed under the Teacher
_Beh;vjérs group of variables, the variableraf teacher self-recording
was considered in relation to teacher behaviors rather than child
behaviors. Only one researé% team (Ha1mberg et al. 1972) delved into
the effects that a teacher's recording of his or her own behavior would
have upon that behavior. ' .

Teacher behaviors. Holmberg et al. (1972) observed that both the

teacher rate of priming behavior.and the rate of teacher reinforcement

increased with the use of the teacher's recording of his or her own
, o . .
- .

behavior.

Summary
The group of variables housed under the title Teacher Behaviors

has been the most useful one in terms of the production of tentative
generalizations based uﬁan the research literature includey under this
title. The strongest statements which can be made are in the area of"
the use of teacher primes and teacher praise/pﬂsitiveireinfarcement.
In general, it can be stated that the use of teacher praise/positive
reinforcement and teacher primes serve to increase the behaviors
toward Hhicﬁ they are directed. Furthermore, the general trend from’
the variables reviewed in this group as a whole would appear to
indigate that any form of teacher feedback which is positive or even
ﬁéutra]. if directéd towards enhanciyg a particular behavior fn
children will typically have the desired effect.

‘This chapter has reviewed the variables in the sample of studies
under review which were concerned with teacher presage characteristics

and teacher behaviors. While only about 50 studies were reviewed fn

i
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this chapter in total, it should be apparentﬁ that these studies; are
mare‘sahesive in nature than the 100 studies reviewed in Chapter III.
From the 50 studies strong trends could be identified and tentative
genera]fzatians,coﬁ]d be made. This does not neéate the need for

research in the area, especially with respect to certain‘varfables

which were studied by o?ﬂy one or two researchers, however, by basing -
research upon what appear to be fairly broad generalizatfons, a net-
work of possible relations springing from those generalizations lﬁ,ay

be envisaged.



CHAPTER V

THE' SETTING
;Sgt.tings may have as individualistic characteristics as the
individuals which inhabit them. This chapter, rather than attempting
-tg probe into the differences of settings, will attempt to ferret out
the commonalities which settings may have with regard to the behaviors
of the teachers and children who spend a large pa;‘tian of their day
in them. While it may be true that the classroom settings for pre-
school education may be relegated into the "unsystematic realm" by
some, such as Brophy (Note 1), this chapter will attempt to shed some
light on what preschool classroom settings are like and the impact
those settings have upon teachers and children.

Unlike the previous two chapters in which presage charaétgx;istics
and behaviors of the child/teacher constituted the major groupings of
the variables, the variables which relate to the setﬁing will be
arranged topically. The topical groupings of the variables which will
be discussed are as follows: (a) classroom rpaier—iﬂs, areas and
organization; (b) programming variables; (c) variables relating to
time; (d) class/group size and Ei‘;ﬂd/tgfacher ratio variib]es; and (e)
other vav:iabies ‘rﬂating toéthe setti‘ng.

Classroom Materials, Areas and Organization

#

Inclpdgd in this gﬁ;uping of variables are variables concerning
the ﬁ'-—equgnc:y of use of areas within the classroom, the effects of |
var’-yiﬁﬂg sp;n_tia‘l densi:ties in the classrooms, the kinds of materials in
the classroom, and the effects ith@se materials have upon the behaviors
of the child, and variables dealing with the partitianing of areas

i Y
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within the classroom. These variables are discussed in relation to 7
& F

over 40 dependent relationships.
Area/Setting Within the Classroom

The variable of area/setting within the éTQSSFDnm;has been related
to the child's behaviors in those settings or areas. Sex stereotypic
behaviors in relation to settings were previously reviewed in Chapter
I11 and will not be included in this chapter. |

Child behaviors. Beehler (1974) in reporting on the rates of
social behavior in particular areas of the preschool classroom indicated
that rates of social behavfor were hiéﬁer in transportation toys, role
play, climbing/running/tumbling, and block areas and tended to be
Tower in ;and, water play, books and’records, science and other areas.
In contrast, Brenner (1976) and Patterson (1976) noted that there was
no difference in social interactions in terms of area and Tyler (1975) ‘
reported that social interactions were highest in the block area.
Furthermore, Patterson (1976) reported that assertive interactions varied
‘fro; center to center wifﬂ the art area being the scene of six percent
of the total assertive interactions; blocks, the scene of 28 percent
of total assertive interactions; and dramatic piaf being the scene for
22 percent of the total assertive interactions.

Brenner:-(1976) reported that males used the least structured area.
for make believe, while females used it for éxpiaring and noted that
the household area elicited almost twice as much make believe behavior
~as did any other area.

_ Thus, the use of play areas by c¢hildren in preschool setting§
.does not appear to form any ?pnsistgnt pattern and as a result trends
cannhot be identified.
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This variable is primarily concerned with the effects of partition-
ing off areas in the classroom. The major emphasis placed by researchers
of this variable was upon the behavior of the child however teacher
behaviors and adult/child interactions were also considered.

Child behaviors. Brown et al. (1979) reported that the number of

birfiers in a classroom, the number of complex play units, and the

number af.chiidrén:preéent accounted fbr 23 percent of the variance in

]

et al. (1978) also noted that
smaller spaces had the effect of curtailing the physical activity of
“children. J

Field (1980) was interested in examining two factors of the classs
" room setting--ratio ana open/partitioned spaces. The following
behaviors were bbserved as Eeing higher in classroom A (1:12 ratio,
partitioned) as contrasted to Classroom B (1:12_ratio, open) and C
(1:4 ratio, partitioned), which were higher with regard to these
behaviors than Classroom D (1:4 ratio, open): parallel, associative,
cooperative play; and intefactions, dyadic interactions, verbal inter-
actions and fantasy interactions. Unaceupied/onioaked behavior was
reported as being higher in Classroom D (1:4 ratio, cpen):than in
Classrooms B and C (1:12 ratio, open; 1:4 ratio partitioned), which
were higher, for this behavior than Classroom A. Field (1980) observed
no differences between ciissraams on solitary or positive Elay, ar.
on the frequeﬁcy of child disruptions of interactions. Because of
the strong interaction effect wi;h ratio, it is difficult to draw any
CDanLSiQﬁS regarding partitioning of space within the c?ass}ﬂom from
the work of Field (1980), ex;ept in the instances in whfchina differ-

ences between settings were reported.
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Teacher behaviors. Teacher interactions, teacher play in the space

during interaction and teacher disruption of interactigm were found to
- be greater in Classroom D, than in Classrooms B and C, which were greater
than Classroom A in the Field (1980) study.

~Thus, it would again appear as though no definitive patterns can be
established from the studies having to deal with classroom organization
anﬁ space.

Classroom Hiterials,and Equipment —

Only one study was done on classroom materials and equipment in
general however other variables dealt with specific aspects of mpteriais
-used in~the classroom.

-

Child behaviors. B8rown et (1979) in a correlational analysis

of the number of super play units in a setting and the number of social
interactions in the setting, found that social interactions were
negatively correlated with the number of super play units.

Novel Materials

. The effeéts of the novelty of materials was #nvestigated by two
research teams, Haskett et al. (1975) and Keogh, Miller and LeBlanc
(1973). Both g}oups examined these variables as they related to child
behaviors. .

Child behavfors. Keogh et al. (1973) reported that social inter-

| actions 1ncre§§ed as the result of the placement of novel play equip-
ment in ‘an area, however, Haskett e et al. (1975) found that thée placement
of novel reading material around a classroom had variable effects across
children with regard to increasing their reading behavior. -
yovolq1[Fhuﬁliarity of the Setting

Eson, Cometa, Allen, and Henel (1977) contrasted the effects of a
novel setting and a familiar one to determine the effects that each.had
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upon the children's setting choices and the passive or active behavior
of the children.
® .
Child behaviors. Eson et al. (1977) found that children were more

likely to prefer a novel setting to a familiar one. However, children
would be more 1ike1¥ to seiect a novel setting in wﬁiéh they could be
active rather thaﬁ passive, and a familiar setting in which they could
be passive rathe¥ than active. |

Because of the differing aspects of the navg]tj of materials and
settings which were exaﬁined-by researchers, few trends are discerniie
“from this group of research works. "

Activity/Passivity of the Setting

The amount of activity or passivity built into a setting was étu;ied
by Eson et al. (1977) and Hawn, Holt, and Holmberg (1973). The child
behaviors focused upon by these researchers QEfe attending and active/
passive behavior. X

- Child behaviors. Eson et al. (1977) reported that the amount of

activity or passivity built into a setting did not affect the child's

passivity/familiarity interaction was notable, with children preferring

novel settings in which they°could be active and Fimi1iar settings in

were more 1ikely to attend in a passive setting if it had been preceded
by participation in an active seftiﬁgi
Films, Materials

Friedrich-Cofer et al. (1979) attempted to determine which combina-
tion of the variables, fiins.'miteri:}s and teacher training, was most -

- effective in promoting prosocial behavior in children.
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Child behaviors. Relevant films, play materials and teacher

training were reported by Friederich-Cofer et al. (1979) as being the
most effective. in increasing prosacial behavior in young children,
followed by the films and play materials condition, éhfch. in turn,
was followed by the films alone condition: Each!af these combinations
'ﬁa;'fepcrted as being more effective Than a neutral condition in which

no materials, films or teacher training programs were vsed.

Public/Private Property
~ Bluebond-Lagner (1977) through participant observation investigated
the sharing behavior of children and the strateg{;s,used to access
property th;t was private or public (i.e. belonged to the school).
Child behaviors. éiuéband*Lagner (Ié??)'f@und that several strate-

gies were used to gain access to pfivate property, however if these
failed the result ﬂas'usua11y the child requesting the sharing of a __—
possession by another gave up on his atfempts at gaining actess. No one,
not even the teacher, required that private property be shared. -Fﬂf
public property, however, if the child's strategies at attempted access
failed ha or she cou’ldé]nvays seek recourse in the rules governing the

sharing of $chool property.

Spatial Density

Several researchers investigated the variable of spatfal density.
Although the mejor gmpﬁasis*éf researchers was on the behaviors of the
child under varying conditiaﬁs of spatial density, Fagot (1977c) also
observed the effects of this'variabie'upnnzihe behavior patterns of the
teacher.

Chiiﬂ behayjprs.. ?agﬁt (1975@) found no differe?cés fn fhe parallel

play behaviors of children under varying spatialidensfty conditions,

however,ndid report that positive social interaction was greater under
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Tow density conditions than under iedium or high density conditions and
playing alone was abse}ved to be a more frequent occurrence in high
density conditions as compared with medium or low density conditions.
Connolly et al. (1978) natéd thaéizhere was a decrease in social inter-
;Etians when the average sgaée per child fell below 15 square feet,
however, no differences in interactions were observed when the spatial
density was 25, 50 or 75 square feet per child. While Connolly et al.
(1978) observed an increase in aggressive behavior on t;e part of
chi1dr§n when the average space per child was 15 square feet, Fagot’
(1977¢) found no differences in the amount of negative social inter-

" action in settings of 3.8, 7.6 ang 34.3 square feet per child. éhagirﬁ
(1975b) also noted that naninvqivement tended to be higher in' classrooms
of less than 30 square feet per child and randag exploratory behavior
tended to be higher in classrooms of greater than 50 square feeg per

child. .

Teacher behaviors. Fagot (1977c) fouhd no differences in the

following behaviors of teachers unéér varying spatial dengity
conditions: teacher initiations, teacher jniping children, teacher
cammenti;g Favgrabiy énd teacher critiéism; =

~ Because of the lack of cq@)stency in the area of the spatial
densities studied and the tendency of investigators to focus upon
differeﬁt aspacts of children's behaviors when examining the variable
of spatial density, it is not possible to. extrapolate any generalfza- ’éfg

tions or trends from this group of studies.

L ]

The colTéction of varfables housed under the section Classroom

Materfals, Areas, and Organization appears to have 11tt1egib offer in

terms of the generalfzability of findings or the identification of trends.



Yariables Relating to the Program

Variables considered in this group are varfables which form a part
of the program offered in the preschool setting. In all, seven
independent variables concerning the program will be reviewed. These
seven variables are: (a) home, family, or center care; (b) school ¢
program, in general; (c) surburban/urban segregated/integrated preschools;
(d) integfated/segregated preschools for handicapped children; (e)
homogeneous/heterogeneous age/social class programs; (f) bilingual pro-
‘grams (Spanish/English); and (g) parent involvement in the program. The
seven varfables-1isted have been studied in relation to over 130
dependent relationships in total.

Home/Family/Center Care

The studies reviewed under this variable have investigated the kinds
of care a child may receive in the home setting, in a family day home or

in center care. These variables have.heen examine

\ )
in re]ation to the behaviors of the chi1d the behaviors of the teacher
and adult/child interaction. ;
Child behaviors. Cochran (1977) observed that exploring behavior

was more frequent in home and family daycare but playing was more
frequglt in the center setting. As well, Gunnarsson (1978) noted that
although there were no significant differences between types of care
for 1mitat1ve behavior and role play, there was a tendency for gfr]s,
especia]ly those in homes to demonstrate more of these behaviors. Also
in terms of play behaviors, Howes (1978b) found that children in
centé}s tendéd to make mbre use of nonportable objects in their play

than childre = ”daycéfe settings, however this behaiiar may

more a result of the desfgn of the setting rather .than an

preference on the part of the children in. those settings.

d by several researchers i
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Socfal interactions of children were examined in both general and
specific terms by the researchers investigating those variables in
relation to the different types of settings in ugiéh care care was
provided. Johnson (1979) found that the proportions of social ‘and non-
social tasks were quite similar between homes and centers. In terms
of the frequency of socially directed behaviors within the family
daycare and center daycare settings, Howes (1978a) FEPﬂFtEd that no
differences existed. A difference did appesr, however, in the time
children spent in procuring services from others. Johnson (1979)
indicated that home children spent more time in the procérement of
services than children in ceﬁter care. Gunnarésoﬁ (1978) noted a sex
differenée for the overall amount of peer»fnteratticn with no differ-
ences between girls in centers or homes, but with bays in centers
having a higher frequency of peer interactions in the center settings.

Cooperative pctivity was one of the specific aspects of social
interaction which was investigatad. Hhiie Johnson (1979) reported that
center children spent more time cooperating with others than home
children, Gunnarsson noted that cooperative activity was demonstrated
more often by center boys than by hégé boys or center or home girls,
.. Gunnarsson (1978) also reported that a similar effect occurred for boys
in relation to information sharing. .~ Two other specific aspects of
social interaction--open conflict and justification of commands made to |
peergaswere found by Gunnarsson (197éfjto be more'fvequent of the
behavior of chi]dren>in centers than children in homes. Howes (1978a)
" also found an interesting pattern develop wfth respect to the behaviors
of children 1in teﬁn: of the oldest child fn the settfng. In family.
daycare there was a heterogeneous age grouping (oldest child ranging

in age from 19 to 60 months) while in center care the grouping seemed
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to be homogeneous (oldest child ranging in age from 22 to 36 months).
While no relationship existed between the oldest child and peer behaviors
in the center setting, in the faﬁtly daycare setting the behaviors of
more talking, more aggression, and more imitation of a behavior directed
toward him ér her were found f@ be associated with the oTdest child in
the setting.
In terms éf children's pEffbfm%ﬂﬁE on affectivg and/or achievement
measures, a pattern of no differences between chi]dfen'was found for
“several of the measures. Cochran (1977) reported no differences between
home and family daycare children on :the Griffiths Scale and Gunnarsson
(1978) also indicated that results were similar for home and center ;
children. Taylor (1975) too reported no differences between full time
daycare ch11dren. part time daycare children and hﬂme chi]dren for the
Assessment of Children's Language Cnmprehénsion Test. Hhilg no
differenzes were evident on the pretest of full time, part time and
home children using the Behavioral Maturity Scale, the part time '
children scored higher on the post tESé_iﬂ Taylor's (1975) study.
Cochran (1977) also reported no difTbr%nces between home, family daycare
and center daycare children with regard to informal separation exercisés,
however Ragozin (1980) indicated that daycare children demonstrated less
fnteraction with a stranger than did home children on the Strange
SituétignéTesti‘ The behavior of children in homes and centers was
similar as well on the dol1 play dilemmas presented to thgﬁ in
Gunﬂarssan's;(1978)15t;dyi Interestingly enough, children frﬁm both
settings had the dn]] disobey the parent more often than nat and this
resp@nse was observed to be slightly higher in home children. The -

frequency with which a child was engaged in eagﬁitive verbal'actfvitfés
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was noted by Cochran (1977) to be higher in homes than in centers when
the child was involved in adult child interaction.

Teacher/adult behaviors. As a descriptive element in Howes (1978b)

study, it was noted that while family daycare workers had more experience
as mothers than did center-workers, center workers had more special
training than did family da&cafe workers. |

Gunnarsson (1978) reported that adults in centers used more "do's
and don't's" and less direct instruction than did home adults. Howes
(1978b) however reported that there was a higher use of restrictive
and negative behaviors in family daycare than in center care. Gunnarsson
(1978) further indicated that sex differences were operating in terms
of positive and negative reinforcement #Md the use of justification by
adults. Specifically, Gunnarsson (1978) found that positive reinforce-
ment was used more frequently with girls than‘bgys, especially in homes,
negative reinforcement was used more frequently with boys in both
centers and homes, and no difference in the use of justification by
adults appeared in centers however girls in homes tended to receive

more.

Adult/child interaction. Cochran (1977) reported that there was ~—~

a greater 1ikelihood of a child being carried by an adult in the hame.
and family daycare setting than'fn the center setting, while Tyier

et al. (1980) indicated that physical contact between the ¢hild and the
caregiver was minimal in homes and centers.

In spite of Ragozin's finding that daycare children were less
likely to interact with a stranger in the Strange Situation Test,
Ragozin (IQED) also reparted that in the natural setting, daycare
children demonstrated age-appropriate attachment behaviors. Howes

(1978b) as well reported that there were no differences between home

r F
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and center children in dependent, positive affect, and imitation of
adult behaviors. ; '

With regard to adult/child %nteraztion; there were several con-
flicting findings reported by the researchers investigating this
wariable. Gunnarsson (1978) reported that there was less adult/child
interaction between boys and adults in centers than between boys and
adults in homes, while there were no apparent differenées between the
amount of adult/child interaction engaged in for girls in centers or
homes. Cochran (1977), however, indicated that there .was more adult/
child interactinn in homes and family daycare settings than there was
in centers. Howes et al. (1978b) also.found that children in family »
daycare were more likely to use positive social skills in interacting
with caregivers. Tyler et al. (1980) too found that there was a
greater tendency fqr'adﬁiﬁs and ‘children to talk to eéch other in the
home setting than in the center setting. Gunnarsson (1978) observed
that when adults were involved in social interaction with children
both in the home and center settin;, they were more Tikely to use more
teaching and small talk with male children and more requesting and

demanding with females. Although it would appear that the majorityiaf

between the adult and_the child in the home rather than the center
setting, theée results may have been different had the reseatchers
partialled out their findings into male/female for the children to '
determine if sex was a factﬂr in the distribution of adult/child
interaction, as in the Gunnarsson (1978) study. ' ;

) *Summar!.' The strongest pattEfﬁs which emerge from this collectfon
of studies are with regard to children's perfarmaﬁﬁe,gn performarice

achievement measures, children's attachment behaviors and adutt/child
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interaction. MNo strong & fferences appeared for children in either

sett‘ing' for the performance achievement méasures, or: 1;1 terms of

attachment behaviors in the natural setting. -Differences favoring the

home setting did appear in terms of overall adult/child social inter- L Y
action. The remaining var1ab1es considered in this group of research:
work; do not pro\nde any clear insights into the differences among
settings. In view of Gunnarsson's (1978) findings in terms of sex
diffefences in adyjt/chiid mteraction, as contrasted to the other v
research results which considered that variable, it is evident f.hat
further exploratory research is needed in that area.

School Program

Housed under this variable are.a variety of programs rangiﬁg from
Head Start, to Montéssori, to formal programs, to discovery based
' programs, to multi-generational programs among many others. The
intention of the inclusion of all of these types of programs under one
'general heading of school programs is not: to determine the salient

features of each program.but is to determine if, indeed, programs do

make a difference in terms of the behaviors of teacher and child and L

the interaction of adults and children in those settings: In séme
cases, school differences will also be considered. '

Child behaviors. In a comparison of formal and discovery based
. (1980) noted no

approaches to preschool education, Johnson et al

differences bétween the two programs in the use of props in play and

the amount of social play in which the children engaged. Differences
did"appear in o‘ther types of play ‘behaviors. Johnson et al. (1980)
reported that children in the formal program succeeded fl"t. having mri
total transformation in symbolic play, and were involved-in more con-

structive.play, whereas children in the discovery based program engaged
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in more functional play and more non-play behaviors. As well, Edwards

et al. (1979) observed that handicapped chi]dren t engage in as

much cooperative p]ay as nonhand{capped childr 7 'invo1ved in
Piagetian based program choices, however Edwards et al. (1979) suggested
é‘thai this could be due to the absence of articulate speech in the
handicapped children rather than a preference on their part. '

-In terms 9? the child's operation in the physical setting, Berk
(1973) observed that chitdren from the Head Start programs demonstrated
a féw activity pattern:uhile Montessori children uere!abservgd as having
a high activity pattern. Montessori children were also found to spend
the least time in negative behaviors when contrasted to other preschool
groups (Reuter et al. 1973); For the classes in the Pastor et al. (1978)

study, no differences were noted in the amount of disruptivg behaviors
in which children engaged. As well, Edwards. et al. (1979) reported
that child self-direction was higher for ngnhaﬂdicapped children than
handicapped children when involved in Piagetian based program choices. -

Both Fagot (1973) and Rosenberg (1976, 1977) observed that
differences existed between programs in t3ﬁms of task pers1stence
Karlson e et al. (1973) indicated that performance on the Merrill Palmer
differed for children of different programs, with children from Head
Start'prugrans making significant gains on this test as compared to
Montessori children. _

Saciéi interactions among children of differing:pragrams also
appéared to provide evidence of both similarities and differences among
children of various programs. Murphy et al. (1976) reported no differ-
ences overall for children of different programs in terms of the free

- ] i .
time spent in engaging in social interactions, while 0'Connor (1975)
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observed that differenaes betueen SEhOQ]S were evident and Reuter et al,

(1973) indicated that children in a Hﬂntessari program spent more time

involved in social interactinns with peers than did children in other

programs. The finding of Reuter et al. (1973) must be regarded with
caution because the program differences repcrte§ were influenced by I~

differing adult/child ratios between the settings studied. Leiter (1977)
observed that schools tended to be fairly similar in terms of the
reciprocity in social interactions, with one school demonstrating a
higher number of agree responses following an inftiation which was
friendly. g -
Specific aspects of child social interactions were examined by
several researchers. Borman (1977) found that children in an- open
program decreased in the use of hard regulative appeals, target orientéd
-appeals and ﬁDPMiCﬁntfngEﬁg appeals as contrasted with children iﬁ a
traditional program. Girls in the open program also were observed as
decreasing in the number of regu?ataﬁlzéhtrui oriented techpiques used

in peer interaction. Furthermore, Borman (1977) observed that children

versation as were childrea fn the open program,  and this was the case
especially for the girls involved. Leiter (1977), as well, observed
differences between schools in terms of Ffiendiy‘initiatiansr!and Murphy
et-al. (1976) noted that children from the Montessori program spent more
time in verbal communication while children from comparison programs

used more nonverbal amumnﬁcgtian in interactions.

Teacher/adult behaviors. Berk (1973) found *that in all programs
included for observation, among wﬁich'nere a Head Start and Hanteésafi

pragram, the following behavior patterns for teachers were common:
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(a) an emphasis on transition, (b) a de-emphasis on block building and
body maintenance, (q) readyiné the children, (d) tendency to keep non-
active behavior to a} minim. and (e) participation in the activities
of the children. Berk (1973) did note that the use of media experfiences,
such as television, was predominant in the ‘francl:ﬂser and communi ty
daycare programs, Nucc and Turiel (1976, 1978) also observed that in
all programs except the Montessori, teachers were more likely to use
- commands in dealing with children while Montessor! teachers were more
likely to use requests with children.

Finally, Vema;and Peters (1974) indicated that teacher beliefs
did not appear to match teacher practices in a.Piagetian based program.
Shapiro (1975a) also observed that programs which included a h%gh parent
involvement component were observed as being more teaéher— directed and v

less child-centered than ér’-@grams with a low parent involvement aspect.

x

Adult/child interaction. Stlberman (1975), in a descriptive study,
observed that the caregiver was d*lre:,?:y involved with the child for 53
percent of the time, and passife or non-involved for 47 percent of the
time. .

A strong pattern of differences was apparent between programs for
adult/child fnteractian. 0'Connor (1975), Reuter et al. (1973),
Kerschner (19?7) and@esenberg (1977) reported differences in the adult/
child interactions between programs. In the case of Reuter et al. (1973)
the Montessori program demonstrated differences, with the éhﬂdren
enrolled in this program having less adult/child interactive episodes
than children in the parent cooperative daycare or the university
laboratory preschool program. Rosenberg (1977) found programs to differ

on positive reinforcement, ignoring, negative reinforcement, verbal



explanations, and encouragement given by adults to children, Hﬁi12l>
programs appeared to show no differences on adult interruptions,
offering, showing, stopping and letting the child do something.
0'Connor (1975) also observed that differences between schools were
evident with regard to a child's dependency on an adult. Edwards
et al1.(1979) found that dependent behavior was high in program
directed Piagetian settings for the handicapped child.

Smnnarz. For the variable of program &ifferences, }he most that
can be safid is that programs do appear to have a differentfal impact
upon the behaviors of children and teachers forlsqmé variables. One
interesting trend that was noteworthy Qas the tendency of the Montessori
program to differ from programs fo which it was compared. Undoubtedly,
the interplay of the progfam.'the child and the teacher behaviors alt
contribute to aspects of the differences or simiiari;ies which have
been found among the various programs which have been described in this
section.

Suburban/Urban Segregated/Iptegrated Schools . (
Berkeley (1979) was the only researcher investigating iﬁe vanighle

of‘suburban/urban segregated/integrated schools. Inasmuch as these
types of schools may provide partfcular types of programs, they have
been included as a setting variable, however, this variable could have
also been considered in terms of the child presage characteristfc
-of race of the child. Because of the relationship of race to the
suburban/urban setting characteristic, this study was placed under the
settfng Category. B , ) e
T?adher behaviors. Berkeley (1979) found"thét reprimand, rathé;s}

- than praise typified all settings--suburban, urban fntegrated and urban
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segregated. Differences did appear on the time spent in procedural
matters, the time spent on cognitive activity and the number of
teacher interruptions. In all three settings, the greatest amount of
the_ teacher's time was spent on pr@ce:durai matters, however this was
greater for -the white segregated suburban school than for the urban
integrated school. In the b]agkrsegregated urban school, the teacher

spent the least amount of time, in comparison to the other two settings,

. .on procedural matters. Time spent by teachers on cognitive activity

constituted the second iargest amount of time spent by teachers in an
activity for all three schools, however, whiie the schools did not
differ on this variable, individual classrooms did. Finally, Berkeley
(1979) observed that teacher 1nterrupiians were observed as having a
much higher frequency in the black segregated schools than urban inte-
grated or suburban schools. Urban integrated schools were higher than
suburban schools on teacher interruptions however the difference was not
highly significant. ' |
Integrated/Segreqated Preschools for Handicapped Children

This variable deals with a different type of integration/segregation
than the variable described above. In this case, the investigator was
concerned with the integration af handicapped children into regular
preschools as contrasted with the segregation of handfcapped children in
their own specfal classes. Information related to this variable was
presented in Chapter III in the section dealing with the child- presage
characteristic of handicapped)nonhandicaﬁped child.

Child behaviors. Wilton et al. (1977) observed that the socfal

regular preéchoaI, however when contrasted to the leve] of social partici-

pation of nonhandicapped classmates, the social participation level of
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handicapped childres was lower than their nonhandicapped peers. More
ﬁime was spent in play activity in the segregated preschool, however,
when in the regular preschool, handicapped children, although demonstrat-
ing a play pattermn similar to that of their peers, tended to exhibit
Icﬁer:p1ay skills than their nonhandicapped peers. Finally, Wilton et al.
- (1977) also indicated that handicapped children were observed in more
group play in the regular preschool than in the segregated program.

The findings of Wilton et al.'s (1977) study complement those
" reported regarding the child presage characteristic of handicapped/non-
handicapped which suggested that handicapped children do appear to benefit
from integration into a regular preséhaal program.

Homogeneous/Heterogeneous Age/Social EIa?s Programs

This variable 1s related to the child presage characteristics of
age and social class, however, because of the interrelationships betueeq)
the two and the fact that Eomageneny and heterogeneity were designed
into the study, the variable was placed in the setting category for review.
In spite of the fact that only one researcher (Beller, 1974) investigated

this variable, the findings repdrted are of an intricate nature because

[~

of the depth in which the study was conducted. Not only were the
variables of the homogeneity or heiérﬁgeneity,ﬂf social ciisg and age
investigated, but also considered were the differences bgtneanrthese
groups when having to engage in free play or organized work. Thus, this -
variable also related to the variable of structured activity reported in
Chapter IV which dealt with teacher behaviors. |

. Beller (1974) contrasted the following four groups: (a) classes
fn which both age and socioeconomic (SES) were homogeneous (HO), (b)
classes in which both age and SES were heterégenEﬁu§ (HE), (c) classes

in which age was HO and SES was HE, and (d) classes in which age was HE
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and SES was HO. Because of the fact that this is the only study in-
vestigating this combination of variables, the results of the study will
be reported but will not be discussed in any great detail.

Child behaviors. Overall, without consideration of whether the

setting was one of organized work or free play, Beller found the follow- -

ing: (a) HO age and HO SES group spent the largest amount of time in
goal directed behaviors; (b) a highér incidence of. dramatic play in the
HE SES group; (c) a higher incidence of dramatic play with others in the
HE age group; (d) more cooperative play in the HE SES group; (e) more
parallel pl ay in the HD age group; (f) a higher f’requEﬁ;y of intentional
physical contact in the HE age/HO SES group; (g) more time spent alone in
the HO age and HO SES groups; (g) more time spent with athérs in the HE
age/HE SES groups; and (i) more time spent in involved looking and non-
involved behavior in the HO rather than HE SES groups.

“In free Play, the following differences were reported: (a) more
assertive behavior toward adults on the part of the lower class
children in HE SES groups than in HO SES groups; (b) more passive/
dependent behavior in HO lower class groups; (c) more negative directive

behavior in HO lower class grﬂups, (c) more negative directive beﬁavior

towards peers in HO age/HE SES group; (d) more positive peer interaction

fn HO age and’HE SES group; (e) more negative peer interaction in HO,
age and HE SES group; and more negative reaction to peers in HO age/.
HE SES group. | i

The following dﬂ’;feraices were reported for child behaviors in the
| organized work condition (a) Tess child affiliative behavior in the
| HE/HE group and most in the HO age and HE SES group; and (b) least
distracting social participaticm in the HE/HE group.

h {
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When organized work and free play were pooled for aﬁa?jsis. the
fﬁTT@ﬁjng patterns resulted: (a) more positive directive modelling fn
the HE rather than the HO age group; (b) a higher frequency of child
affiliative behavior in the HO lower class group and less 1% the HE age/ .
SES group; (c) no differences between groups fqr interaction with the
physical enviromment; (d) a high frequency of playful physical contact
with peers in the HE age/HD lower class SES group and (e) a higher fre-
‘quency of cnoperative peer {nteractions in the HE/HE groups than in the
HO/H0 groups.

Teacher behaviors. The following teacher behaviors were observed

as:being of higher frequency in the HE SES than HO ’(]mr class) groups.:
teacher verbal interactions, teacher time spent on educational activities,
echer individual orientation, teacher use of the dié"sqvenr approach,
téather vsensitivity; teacher responsiveness, teacher praise, and teacher
affectio

The teachér Eighaviars of control in general, control in the selection
of wétgr’iﬂs, tear:éer criticism, teacher intrusiveness and teacher
facilitativeness were observed as being used with greater fre ency in
the HO (Tower) SES than HE SES groups especially when the age gﬁ:up was
HO.

‘In free play, the following teacher behaviors were noted: '(a) more
nondirective adult behavior in HE SES than HO SES groups; (b) a higher
frequency of caregiver initiations being accepted by children in the HE
SES groups; and (c) more suggestions and help given in the HE SES groups.
For organized work, more adult nurturant behavior was observed in the
HE jége groups, more adult physical contact in the HO aée' émups, .and

mory tgach_gr respons{veness in the HO SES groups. In the pooled analysfis,

erved: (a) more adult complfance in the
- . \
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HE/HE groups and least in the HO age/HE SES groups; and (b) less adult
physical contact in the HO SES and HE age group.

Adult/child interactions. For free play, lower class children in

HE groups were observed as shaniné more affiliative behavior and positive
assertive behavior toward adults. In organized éark, children in the HO
SES and HE age group were observed as staring more frequently at fhe
caregiver. In pooled analysis, HE gﬁﬂﬁps were involved in more positive
adult interactions than‘HO groups. '
Testing--child behaviors. The HE age group demonstrated the greatest

change in positive affect over time while the HO age group efither
decreased or maintained their level af~p@sitive affect over time. Lower
class children in the HE/HE groups in;reased'in_th; amount of cooperative
behavior over time while lTower class children in HO SES groups decreased.
HE SES children did not persist as leng at tasks while children in HO SES
groups stayed at a task fbr a longer perf;d of time. HE SES groups
demonstrated mbre appropriate use of materials while HO SES demonstrated
.less appropriate use of materials. On the post-test, HE age groups were
observed as decreasing fn involvement but increasing in flexibility
whereas H0 age groups increased in involvement and decreased in ﬂiexib‘i‘l’lty_
Finally,'the HO age group declined in IQ while the!HE age group increased.

Testing--adul t/child interaction. HE age groups uere'abserged as

increasing in positive affect toward strangers, while children from the

lower classes in HE SES groups declined in negative affect toward strange
adylts over time and children from the lower classes in HO groups
.increased in negative affect shown tai-rd; strange Eﬂ“]t!‘ﬂ?!f‘tfﬂ!l ME R
age group children were observed as glancing. less often at thefr care- -
givers, however were more frequently observed fn seeking help from adults

while HO groups were less direct.
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ummary. The results presented pmvide only a scant uvewfa of the
study undertaken by Beller (1974), and as such, a thorough review of
this work is beyond the scope of this m::uwent however, Beller's (1974)
work touches, in comlnex ways, many of the variables which have been
reviewed in this document and therefore was too valuable to omit.
Bilingual Programs (Spanish/English) ,
The language of instruction and the teacher behaviors which result

from the use of different languages was investrigated by Townsend et al.
(1975). ‘ -
Teacher behaviors. When English was used as the language of

. (1975) observed

instruction, in contrast to Spanish, Townsend et al

that there were a higher proportion of questions asked by teachers, a.
higher propdrtfon of student responses, a higher proportion of rejections
by the teacher of a student's response and a higher proportion of
acceptance of a student's response by a'tggﬁheri When the same teachers
employed Spaniih'as the langgage of instruction, in contrast to
English, there were higher frequencies of direction giving, student
response followed by teacher praise and the use of two or more con-
secutive reinforcing behaviors used by teachers. .

Parent Involvement in the Program

Shapiro (1975a) investigated the effects that parent involvement
in a program had upon that program. 1
Teacher behaviors. Shapiro (1975a) found, that programs with a

/

high parent involvement component tended_m be more teacher directed

than those with a low parent involvement component, wﬁich tended to be ( ,

more child-centered. ‘
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Summagz

The variables relating to programs do appear to offer some trends
in relation to the behaviors of children and teachers. In relation
to th; home/ family daycare/and center care settings, it appears that few
differeﬁces are evident between these settings with regard to a child's
performance on achievement measudds or some affective measures. As well,
attachment behavior in the natural setting does not appear to dfffer
for either of these groups. A trend was also evident in terms of the
amount of adult/child interaction in each setting, with the home setting
being observed as having higher rates of overall adult/child interactfon.
The variable of programs in general, while it did indicate that programs,
in some cases, do appear to affect behaviors in the classroom, did not
}provide any strong trends for consideration.: The remaining variables
reviewed in thiS'secfion tended to be sole research efforts which either
complemented research work previously révie&ed or which stand on their
“own as the'onli effort towards investigation of a particular variable.

Variables Relating to Time

. Included under this category of var{;zzzs are three variables
relating to time: time of day, time of year, and Iangituéinai éffects
(changes in behaviors over the course of time). Each of these will be
reviewed primarily in termms of the effects they have upon the child's
behaviors.

Time of Day
Hughes, Carmichael, Pinkerton, and Tizard (1979) attemptedstﬂ discern

what effects time had upon the amount and type of language generated by
young children while Jacobs (1977) invastigated the child's priviéy
seeking behaviors in relation to.the time of day.
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Child behaviors. Hughes et al. (1979) reported that there were no

differences in thg amount or types of language generated by children in
the moming or in the afternoon. Jacobs (1977) found that time did affect
the behavior of young children. Jacobs (1977) indicate& that time inter-
acted with area so that privacy seeking for particular areas was higher

in the morning and for other areas was higher in the afternoon.

Time of Year

Investigators examining the effects of the time of the year generally
contrasted spring and fall or firs# and second terms. Only two

research teams (Field, 1980; Forness et al. 1975) explored this variable.

Child behaviors. Field (1980) reported increases on céuperative

play and peer interactions in the second semester, as contrasted with -
the first. Forness et al. (1975) indicated that time on task showed a
slight increase in the March observation as contrasted with the observa-
tion conducfed in the fall.

Longitudinal Effects

In essence, the variables included under the category of Time of Year ;

could also be included under the category of Longitudinal Effects, however,
because of the specifity of the time mentioned were included as a separate
category. As well, several studies which involved longitudinal work have

not been included in this section as they have been alluded to in previous

sections.

Child behaviors. An increase was observed in the following categories

of play behaviors over time: group play (Smith, 1978), cooperative play
(Guralnick, 1978), and the canstructiveness of play (Guralnick, 1978).

Solitary play behavior was reported to decrease over time by Smith (1§78) .
and Guralnick (1978). No differences were observed over time in the

observed frequency of parallel play (Smith, 1978:; Guré]nizki 1978),



associative play (Guralnick, 1978) or unoccupied time (Guralnick, 1978).

Plummer (1977) noted that the verbal interactions and socfal parti-
cipation of handicapped children increased over time when handicapped
children wé;e integrated with nonhandicapped children, while Guratnick
(1978) noted that nonhandicapped children reduced their interactions
with severely handicapped children over time and increased interactions
with mildly handicapped children. Guralnick (1978) observed a similar
phenomena for mildly handicapped chiidren who reduced their {interactions
with severely handicapped children over time and increased their inter-
actions with nonhandicapped children. »

"Halverson and Waldrop (1976):reported that high activity levels in
children appeared to be stable over the period of five years and noted
that high social activity at age two and a half was related to high
social gctivity at age seven. Fagot (1979) observed that nonsex-stereo-
typic behaviors changed over time when given a high amount of teacher
and peer feedback. s : ‘;

Adult/child interaction. Eﬁﬁerich (1977) indicaﬁed that both

sociability toward adults and peers and affiliative behavior towards
adults and peers increased over time while submissiveness towards adults
and peers decreased over time.

Summary

The three variables examined under the category of time variabieé
do indicate that a developmental change does occur for certain child
behaviors over a long period of time, however, the short term effects
of time such as morning or afternoon behavior preferencgs:appear to be
Tinked to the behavior which is the focus of study. o

il
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Class/Group Size and Child/Teacher Ratio Variables

This combination of variables covers variables which are concerned
“with child/teacher rativ, class size, and group siie within a class. In
the case of all but the last variable, these variables are out of control
of_the teacher and the child, and therefore constitute setting variables.

. Inasmuch as the variable of group size within a class is related to the
other two variables within this category, it was included as a setting
variable. N \ _ - /

Child/Teacher Ratio

Six researchers'investigated the variable of child/teacher ratio.
This particular variable has much the same problems with regard to compari-
soﬁ across studies as the variable of .spatial density had insofar as
quite often researchers did not use the same ratios in conducting their
studies. Nevertheless, an attempt at compariéon will be made so as to
determine if any trends exist regarding this variable.

Child behaviors. Asher and Erickson (1979), comparing ratios of .

4:1, 8:1 and 12:1, found no differences in the amount of child vocaliza-
tion to other children, the amount of one child touching another
approval, the amount of physical restraint of.one child by another, the
amount of play, or the amount of mov%ng. While Asher et al. (1979)
also reported no differences in the number of children proximal to'other
childr¥n, 0'Connor (1975) found that this was greater at a ratio of 7:1
than 3.5:1. o ‘ v
Field (1980) reported a higher incidence of parallel, associative,
and éooperative play at a ratio of 12:1 asAcompared with a rafio of 4:1.
Onlooker/unoccupie& play was observed by Field (1980) to be higher in a
ratio of 4:1 than 12:1 and no differeqces were reported between ratio

groups for solitary or parallel play or child disruption of interaction.
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As reported earlier, in Field's (1980) work, there is a strong inter-
action effect between ratio and open/partitioned spaces.
Teacher behaviors. Asher et al. (1979) found no differences

between ;atin groups on teacher vocalization to teacher, teasher house-
Eeeping or teacher play, while teacher moving was reported as being
equal in-the 12:1 and 8:1 ratio groups which had higher incidences of
this behavior than the 4:1 ratfo setting. Field (1980) observed that
at a ratio of 4:1 the teacher was observed as being in the play space
more often during interaction than when contrasted to the 12:1 Zttig
grouping. . ?

Adult/child social interactions. Asher et'al. (1979) found that

different ratios}did not appear to affect the teacher beahavior of
physically restraining the child and the number of teachers or children
proximal to the teacher. Child vocalization to the teacher, touching

the teacher with approval and the number of teachers proximal to the

ilfhiIdruere reported by Asher et al. (1979) as being more frequent in

a setting with a ratio of 4:1 than a ratio of 8:1 or 12:1. Teacher
vocalization to the child, teacher tauching the child with approval
and teacher at the cthd‘s level were all abSEEved Ey Asﬁer et al.
(1979) as being more frequent in’a setting with a ratio of 12:]1 than
one with a ratfo of 4:1 and least Frequent in a ratio of 8:1.

‘A trend was evident in relation to social interactions, as the
number of children to an adult increased, the numb&F of interactions
with adults decreased and with peers increased (0'Connor, 1975; Field
193@. Brown et al. 1979; Reuter et al. 1973). '

Field also noted that teacher disrﬁption of interaction and
teacher interactions were higher in a ratio of 4:1 than 1:12. Shapiro

(1975b) too observed that there were a greater number of individual

&*



as opposed to group contacts made by the teacher at a ratio of 8:1 as
compared with 11:1 however once the total class size was less than 16
with a ratio of 8:1 the number of contacts did not increas;; but rather
decreased. As well, when the éiaés size was greater than 22, adding
another teacher did not appear to increése the number of individual
contacts (Shapiro, 1975b).

Summary. One strong trend is apparent from the literature reviewed
in this group, that is that as the number of children to an adult
’inc:reasesi peer interaction increases and adult/child interaction
decreases. However, the cautionary note added by Shapiro (1975b) with
respect to the possible interaction of class size and ratio is in need
of further investigatory pursuit so as to add clarification to the ratio
trend which has been identified.
Class Size ’

The variablte of class size was investigated by several researchers
who primarily concentrated upon the behaviors of the child that would

be affected by this variable.

-Child behaviors. The results of the findings on the variable of

class size with regard to childvbehavigrs exhibited are quite diverse '
in nature. Connolly et al. (1978) noted that the;; was more fantasy
play in a small class and small classes tended to produce close knit
friendship groups with cross sex friendships, in cantrasf to large -
classes in which there was a pattern of dispersed same sex friendships.
As well, Shapiro (197§b) é;parted no differences in the social inter-
actions of children in classes of different sizes, but, as indicated
previously, noted that there was an 1nteraétian effect between class
size and ratio. Finally, Hustnn Stein et al. (1977) reported that

teacher warmth and class size were highly related, and Brown et al.

Ed
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(1979) found that when class size was coagvnd with the number of super
play units and the number of barriers,‘ it accounted for 23 percent of B
the variance in the 'level of social play: .

Summary. The variable of class size, because of the diversit?ﬁf
“aspects styd'led and the low frequency of a large number of works agree-
ing upon a particular aspect of the class size effect, does not appear
to offer any trends or generalizations from the research reviewed.
Group Size (Within Class)

Within a class there are typically various sizes of groups for
vartous activities. This variable is concerned with the effects of the

size of those groups upon the‘behaviors of young children.

Child behaviors. In a small group setting, as opposed to.a large

” one, isolate children directed more social behavior towards peers and
were the targets of more socfal behaviors, however, Scarlett (1980) .
reported that the behavior of nonisolates was not affected by the large
or small group setting in terms of social behavior. Vandell and
Mueller (1978) noted that the behavior of children in a group setting
and in pairs 'was highly correlated over time.

Scarlett (1980) observed that there were no differences between
the s\maH and large groups for the manner of interacting or thé amount’
of onlooker activity in which children engaged, however isolates spént
less time unoccupied in the small group setting.

Sherman (1975) found that '._gr-.oup glee was more frequent in large
groups than in groups of less /than three or four children.

Asher et al. (1979) recorded that although there were no differ-
_ences for any of the child behaviors under obs:rvétian with respect to
group size, there was a greater frequency of the teacher tau,c—ﬁ*lng the |

child with approval,



Summary. Because of the few studies in the area of group size
within a class, no trends can be derived from the literature,.

Summary
As a group, the variables reviewed under the category Class/Grou

Size and ChilQ/Teacher Ratio Variables offer little in the manner of

trends except in the case of child/teacher ratio in which the trend

of peer social !gteracti@ns increasing as the number of children to an
adult increased was identified. Even this trend must be regarded as
ju;t that, a.trend, rather than a generalization because of the nature
of the class size and ratio interaction suggested by Shapiro (1975b).

Other Varfables Relating to the Setting

The following variables will be reviewed in this section: observer
F‘%\
presence, problems encountered, and uht::*:1ass recitation, independent

seatwork and continuous central signal ' sion,

Observer Presence

. While the variable of observer péesente was essentially a varfable
in every study reviewed, only one study reported on the effects of
observer presque

child behaviors. Forness et al. (1977) found that it took approxi -

mately from four to six days for a child's behavior to stabilize so
that observational research could be done. )

Problems Encountered by Preschoo) | Children

In the sense that problems develflbing in a setting are a part of
the setting, the!vafiab]e of problems encountered by preschool children
is a setting variable. Charlesworth (1979), in a deserﬂptivezétudy;=

7abserved children's behaviors when they encountered a problem.

Child behaviors. Charlesworth (1979) observed that children

solved problems with or without help about 30 to 40 percent of the time
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and adults intervened in the problem about ten percent uf the time.
Charlesworth (1979) also reported that the behavior fnterrupted by a
problem was resumed about 30 percent of the time.

Whole Class Recitation; Indepéndent Seatwork; Continuous

Central Signal Emission

These three variables were investigated by Oxford et al. (1979)

in relation to the child behavior that accompanied them.

Child behaviors. Oxford et al. (1979) reported that off task
behavior, distractib&%ityi nﬁﬂparticigatnry/ﬁassive behavior and non-
constructively self-directed behavior were found more frequently in
whole class recitations than seatwork or continuous central signal

emission conditions.

Summary
The diversity of the variables encampaésed by the "other" category
does not allow for comparison. '
Summary
This chapter'has reviewed the variables relating to the setting.
Approximately 60 of the 159 studies under review were included in this
chapter. From this cnl]ec;ion of studies, a few trends emerged,
however no generalizations can be developed on the basis of those
trends. (a) The care provided in home, family daycare and center
settings does not appear to have a differentfal impact upon children's
performance on performance measures or on most affective mgasuﬁés,
(b) No differences appear between children in homes or centers regarding
attachment behaviors in the natural setting. (c) The amount of adul t/
‘ch11d soctal fnteragtign seems to be higher for children in home |
settings than in center settings. (d) Programs do appear to have some

impact upon the behaviors of children and tdachers, however, the extent
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of this impact is not quite clear. (e) Time appeared to be related to
the development of a child's social behaviors. (f) As the number of
children to adults increased, the amount of peer interaction fncreased
and the amount of teacher/child interaction decreased. The remaining
va'riab?es either were studied by too few researchers or were found to
“have conflicting results reported, and therefore trends could not be

identified. ..



CHAPTER V1

THE STATE OF AFFAIRS IN PEESCHDGL EDUCATION

One of the guiding purposes for ceaducting this review of research
on classroom interactive processes in preschool education was to
identify generalizations and/or trends housed in that literature. In
consfdering the number and types of trends and generalizations which
have been produced from the population of literature surveyed, it is
apparent thét the research literature did not house the wealth of
information that was anticipated. The question of why the research had
so little to offer in terms of generalizations, in particular, and
trends will be addressed in the first séctian of thig thaﬁtgr_ |

Also, in 1ight of the five years of research material which has
been pfesented, p;eschoai education will be examined from several per-
spectives.

The first perspective that will be dealt with is a research
technique perspective. An introspective look at research in preschool
education will be undertaken with a view to highlighting the weaknesses
and/or strengths of the research and recommending means through which |
the research conducted could prove to be more fruitful.

The second perspective that will be‘prgsented will be a comparative
one. ThaE is, the trends and generalizations which have been dertved |
from the 1iterature which has been reviewed will be compared to the
trends identified by reviewers of 1iterature dealing with the regular
school program. Thus, 1f commonalities or differences appear between
what happens in a prescho01!c1assrﬁom and what happens in a regular
school classroom, they will be identified. Hopefully, this comparison
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will alf*u the judgement to be made as to whether or not preschool
educatiog_jg_all that different than regular schooling.

The third and final perspective that will be used to analyze and
interpré;éthe findings of the research literature presented will be
a curriculum theory perspective. fhis perspectivé will exaiine, in
light of the research presented, what the purposes of preschool education

are and will attempt to determine if they are all that different than

e

the purposes of schooling in general.
The Enigma of Incangruity in Research

on_Preschool Education

The fact that so few generalizations and strong trends could be
identified from the total population of research housed in a five year

span of the Current Index to Journals in Education and Eg;égrEESAIQ

Education is indeed enigmatic. Explanations for this phenomenon can be
wide in scope and quite varied. This section will address several
possible expTanatians!FQr the pattern, or rather lack of pattern,
which this review uncovered. Speculations regarding the incongruity
of therrese§rch in preschool education will revolve araupd five issues:
of thgractual state of affairs and a mechanistic rather than a humanistic .
or holistic appruacﬁi
Sampling

Al though the!researgh selected for review encompassed all of the
research housed in the CIJE and RIE indices for a span cf five years,
it may be likely that‘the research gleaned fram‘these sources s not
réflective of the research that iéfua?iy exists in the field of pf2a
school ‘éducation. That is, if other indices had been utiii;ed for the

purposes of this review, a different pattern of findings might have.
‘ . _
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emerged, or if a wider time span had been used, the attern of findings
generated would have been more cohesive.

Furthermore, not only are the sampling procedures for the present
review a consideration in terms of the research material which was
reviewed, but another aspect to be considered could be the sampl ing
procedures used by each individual journal or publishing committee. That
1‘#, regardless of the particular indices or the number of indices used
in conducting a review, the research contained within those indices is
reflective of the screening procedures of an editor or an editorial
panel whose job it is to deem what is and what is not publishable
mterfal. It is 1{kely the case that many documents, either because of
focus or length, resmain in the realm of "fugitive literature” which
unfortunately can never bé considered in a Fevigw unless individual
confacts were made with each and every institution involved in research
on preschool education.

Quantity of Research

~ Apart from sampling procedures, a possible explanation fer the
incnng'rﬂni/pattern of findings in the present review my be simply
that there has not yet been enough research done in the area of class-
room interactive processes in preschool education. Possibly witﬁ more
research a sti;gnger- pattern of findings would develop which would
enable generalizations to be made across studies.

Research Techniques

H

While the question of research technique will be addressed in a later
portion of this chapter, it my also be considered as a contributing
factor to the lack of patterns in the research which was reviewed. vBﬁ;phy
(Note 1) has suggested
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to establish something un iguously, such a study would have
to have a sufficient numbet of classrooms and teachers in

which similar numbers of similarly aged children from comparable

families (SES, etﬁnicity, etc.) were pursuing essentially

fdentical goals (1f the emphasis were on teachers), or were
pursuing very 51m11ﬁf;9Q315 with one carefully controlled
exception (if the emphasis were on curriculum). Furthersore,
there would have to be good (valid, reliable) measurement of

Ee1evant student characteristics both before and after the

period of observation. L
:Thusi FnriBrapﬁy (Note 1), the element of controlling variables would
be criticism of research technique in preschool educatfon.

EAhntEer influencing factor could be she "one-shot-ism* of the
Studies reviewed. That is, a strong trend throughout the research
material reviewed was the preponderance of the "one-shot" type studies‘
rather tham studies which, over time, built upon the research of pre-
vious researchers. Perhaps researchers in preschool educatian should
be concentrating upon the deveiepﬁent’af some system of priorfitized
research so that a stronger more cohesive set of research studies
could be produced and so that critical and fundamental issues would

Reflectivity of the Actual State of Preschool Education

Perhaps the identification of so few trends and generalizations
is reflective of which actually is. In other words, perhaps presg¢hool
education is 30 setting or context specific that genemelizations or
trends can better be identified within settings rather than across Qg

settings. It may well be the case that some things may apply to all

]
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settings all of the time, while others apply to some settings some of
the time, and in areas in which there is no agreement, perhaps
investigators are asking_the wrong questions.

This explanation, in(some senses, parallels the patterns of
findings in other endeavors which deal with thg human being. For
example, in medical science, while a particular drug may be effective
for a large portion of the population, because of the particular
characteristics of a patient the same &rug may not be effective for
that patient. When one is confronted with the number and different
types of individuals which are involved in the preschool educative
process, it would appear quite blausib]e that there are few cross-
setting generalizations which can be made, just as in medical science,
the same treatment may not épp1y to all patients. Hhile it may be
possible, in some instances, to identify what may be the morm with
respect to a particular vqriable. it may be unTikely, t because of the
particular characteristics of the setting and the people within that
setting, that any definitive statements can Se made that will apply -
to_all settings-all of the time. Thus, to expect that research on
interactive prvcésses in cYassrooms can provide cross-study generaliza;
tions may b§ an unrealistic and over-ambitious expec@ption.

Mechanistic Approach

The roots of this explanation for the lack of pattern are closely
tied in with the behaviorist tradition which has dominated psychology.
educational psychology and education since the 1950's. Essentially, to
reduce the classroom to iﬁ&ividual variables with predicted or even un-
_predicted outcomes, is to create a vast oversimplificatfon of the

human interactive proceiz;//}t is almost akin to envisioning the class-
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room as one large ;Skiﬁﬁér box" in which one can state that given any
child, that child can become whatever is deemed desirable given the
Fight teaching and atmosphere for learning. To create such an over
simplification is to ignore all of the tangentially related variables
which are part and parcel of the child's and the teacher's life,
Perhaps, a more humanistic view or a more holistic view is necessary
in order to derive the understandings of classroom 1ife that are being
sought. This understanding is not one which is arrived at from the
conduct of experime;ts or field studies, but is one which is arrived
at by retrospective analysis, in a global sense, of the preschool
educative process. It is akin to a historical perspective on education,
in which only after the elapse of vast perjods of time can patter;§

be established. The fragmentation housed in the group of studies
reviewed may be more a resuit of the fragmentatian‘af the classroom
processes into discrete behavior units which would appear unrelated to

each other rather than being reflective of the actual state of affairs

in preschool classrooms. Perhaps to attempt to derive generalizations
from fragments of behaviors is as insidious a task as attemﬁtiﬁg to
piece together a pu£;1e in which a large portion of the pieces are
missing. ¢

Whatever the case for the lack of patterns in the research 1{itera-
ture which has been reviewéd, the few trénﬁs that did emerge do gfve
some fndication of what 11fe may be like in the preschool classroom.
It is these trends which will be examined in terms of the FéSéﬂFﬁh
technique perspective, the comparative perspective and the curiiculum

theory perspective in the subsequent portions of this chapter.



A Research Technique Perspective

Unfortunately, the perspective on research technique in preschool
‘educafian is_a dismal one, not unlike, in many respects, the one which
confronted researchers of the regular schooling system a deéade or two
ago. Yet, the fact that research efforts havé been made in an attempt
to capture the character of the preschool classroom does brighten the
research picture regarding preschool education.

In what could be considered a Tandmark text on the study of teaching
in the regular school system, Dunkin and Biddle (1974) outlined over 50
recommendations regarding the research pmb?an% that plagued research
on teaching to that point in time. While the qﬁantity of reéégzgndations
for research in preschool education do not come near tharnuméer put A
forth by Dunkin et al. (1974), the tenor of the task facing researchers
interested in prgs;hoqi education is quite similar.

Instrumentation

Several trends were notable in térns of observational instrumentation.
First of all, there was a strong tendency for researchers to use a time
sampling techﬁique which enta11eé:%he development of categories parti-
cular to the behavior(s) upon which the researcher wished to focus.

When prepackaged absecvaticn instruments were used, it would appear that
few researchers selected similar 1nstruments; Rather, as Table 2
~indicates, rarely was the same instrument used in two different studies.
The only exceptions to this were when a team or a single FéSEGFEhE?S
utilized the same instrument in several studies as in the case of Fagot
or Oxford, Morrison,and McKenny (1979) and Morrison and Oxford-(1978).

The issue of the distance that the pre-structured categorfes places
between the setting and the interpretatién of the ongoing interaction

in that setting has been addressed in Chapter II and the time factor
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involved in collecting data ﬁsing a non—ﬁre—strﬁctured'categ@ry system
would appear to make that mode of collecting data a foreboding one withiI
out a strong monetary commitment from some*funding agency and a strong
time cﬁmmiﬁment on the part of the researcher. The study by Travers
et al. (1977) is one exemplar of a study which must have involved
extensive monetary funﬁing for its observational and testing data
collection procedures on over 1,800 children aged three and four, how-
ever, the ultimate aim of the study was to improve thé:cast efféctivei
- ness of daycare and perhaps was viewed as being able to save money in
the ‘I@ run. ,
If the financial and time commitments outlined are out of the ’
realm of implementable research, then the utilization of pre-structured
g category systems is all that is-left to the enterprising researcher
of preschool education. Since it would app;ar that commitments }ei
quiring both money and time are unlikely in azigﬁﬁ of economic
restraint, then tﬁeetask facing researchers of presghocT education is
the "firming-up" of éateguries used so that cross-study cumparisaﬁs can
be made and-repiiiatian studies can be implemented using similar
Gbse;Qatianal methods . Hhi]e-it is noteworthy that in virtually all
of the studies reviewed, inter-rater reliability checks were made-to
ensure the reliability of observational data col]estéﬁ; it s also appa-
rent that more work is needed in terms of the validation of observational
‘. instruments used.
The use of perfarmance/achfevement measures and social/affective
measures succumbs to a different type of criticism. While the
relfability and validity of the former are questionable when used ufth

children of less than age four, the latter have been re]eéated to the

b
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realm of useless information by some (Brophy, Note 1). Although some
work was done by Travers et al (1977) regarding the va]idity of both 7
types of instruments, the need f@r researchers to develop valid instru!;
ments or to validate existing ones for use with preschool children is
indeed apparent if these instruments are to be used to determine the
outcomes of preschool education. Long temm observational work, where
feasible, may provide an interim solution for determining the effects

of preschool educatiom.

g_pansinn of Data Base

An interesting pattern which developed was the tendency’ fer
researchers to report the characteristics of the sample, but not include
these characteristiﬂs in any subsequent analysis. Whether the authors
felt that reporting was enough, or whether the reports on these
varfables were excluded from that particular puincatien is not known,
"however, it would seemAreasDﬁab1é to suggest that whenever a data base
can be extended, researchers should attempt to d; so. Otherwise what
might be valuable information is being overlooked.

Focus on Resear;h Efforts

In scanning Chapters III, IV and V, it Sécomes immediately obvious
that there are a large number of "one-shot" type studies haysed in
the literature which has been examined. That is, a large proportion of
the studies are so specific in focus that they elude any attempt at
cross-stgdy comparisons. In some cases, each imdividual study con-
tributes another aspect from which a variable may be scrutinized. but
because the study does not have other literature supporting or
refuting it, it too must be relegated to the realm of the "one-shot"

study. - ¢
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Furthermore, researchers investigating tangentially related areasi
do not appear to draw upon each other's work. Exceptions to this are
the cases in ;high researchers ére working out of the éame institution
or in which one researcher, suéh as Fagot, has over the years built
up a wealth of research material on a specific field.
Thus, the problems of thé unification ;f research efforts and

material which has already been produced

the utilization of researc
confront researﬁher intfrested in delving fnto aspects of preschool
education. In c;per worde, researchers have to forego a specific,

and perhaps miniscule, aspect of investigatory pursuit in favor of
attempting to get at broader patterns, or ag’Ieast relate that specific
research effort fo the research literature dealing with the preschool
classroom in a more global fashion.

A Comparative Perspective

Having reflected upon the nature of the research in preschool
éducatiun being produced by researchers; an attempt will now be made”
to relate how research conducted in preschool settings compares to
research conducted in regular school settings. The two sources used
for comparative analysis will be Dunkin and Biddle (1974) andﬁBraphy
and Good (1974). These works were selected because of their historical &
importance in the observational study of classrooms and because they
were produced at a time in which research on classrooms was beginning
to take shape. Thus, the cﬂmp;rison made will be a more equitable one,
rather than one in which.thg result of two decades of research on
regular schooling is pitte&é%gainst what appearsxto be an:eﬁergfng and
developing research trend in preschool education.

Each trend or generalization derived from the literature reviewed
on preschool eduéatiun in the préviaus three chapters will be compared,
if possible, to the trends and/or generalizations found Ey Dunkin and

!
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Biddle (1974) and/or Brophy and Good (1974). wWhile individual studies

.

may lend support to the findings of these authors, they will not be

used in the comparative analysis.

Aspects of the Literature Comparable to Research on Regular Schooling

The areas in which comparisons between t.he literature reviewed in
the present document and the literature reviewed by Brophy-et aTl. (1974§
and_Ddnkin et al. (1974) can be made are with respect to differences
between male and female teachers, the behaviors of male and female s
children, the use of praise/positive reinforcement, and the use of

peer reinforcement. .

Male and female teachers. The following trends were derived from'
the present review of (Spe 11terat§re: A(a) teachers reinforce feminine
behaviors in children regardless of the sex of the cﬁﬂd or the sex of
the teacher; (b) inexperienced teachers qnd male teachers refnforce
males for ,maséuline behaviors; and (c) male teachers tend to show more
positive affect towards children. o .

Brophy et al. (1974) reviewed several studies in relation to thee
sex of the teachers ‘and the resulting behaviors of te&chers. fhe
general findings which they reported were that Tew differences existed
between male apd female teachers "in the ways they approach teaching
and act in the classroom” (p. 237) and that the differences that did
exist did not appear to be related to the sex of the child. However,

Brophy et al. (1974) did indicate that because of the paucity of studies
in the area, no definitive conclusions could be reached. Dunkin et al.
“974,) noted that male-tea;hers were more 'erIy to be disseminators -
of information regarding subject matter and -miaﬁon and were more

T1ikely to talk than female teachers.



When contrasting the trends from the present review to those of
Brophy et al. (1974) and Dunkin et al. (1974) it would appear that few
comparisons can be made. Although it might be stretching the point
made by Brophy et al. (1974) regarding the lack of differences between
teachers on the basis of sex, this point could lend some suppartttﬂf
the tendency for teachers to reinforce feminine behaviors regardless

of the sex of the child. ,
Sex of the child. The following trends regarding the sex of the

child were 1&entified from the present 1iterature review: (a)
aggression is either higher in males or no differen;es exist between
males and females; (b) female children are more task persistent, but -
males tend to be’reiﬁ%erced by teachers for engaging in complex tasks

discipliné and control contacts with males; (d) female chi1dren are ~.
more dependeht upon adults, perhaps due to the encourageﬁént of such o
behavior through teacher response; and (e) teachers interact

differently with children of different sexes.

Brophy et al. (1974) provide support for some of the greqds
identified above inasmuch as teachers were observed as hi&ing more
criticism and control contacts with males than with females and girls
were observed as having a stronger attachment to the teacher than bﬁys:
The tendency for boys to receive more contacts of all types in the
work reviewed by Brophy et al. (1974) and Dunkin et al. (1974) might
indicate some support for the encouragement of males in complex and
high interest tasks. '

Praise, positive reinforcement. The researth reviewed in the

present study gave rise to the following generalization: teacher praise,

primes, or posifive reiﬁfﬁrﬁement increase the behavior toward which
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they are directed, as does almost any type of positive teacher feed-
back.

This gemeralization received support from several studies review-
ed by Dunkin et al. (1974) and Brophy et al. (1974).

Peer reinforcement. The present review found that peer refnforce-

ment tended to enhance social behaviors in children.
This trend PEEeiied support from the literature review conducted
by Dunkin et al. (1974).

Trends Specific to Preschoa}\Eduﬁatiqn

The following trends were incomparable to the reviews of Dunkin

et al. (1974) or Brophy et al. (1974) either because these reviewers

did not review studies relating to these aspects or because these

trends tend to be specific to presthool education: (a) for fantasy play,
parallel play, and solitary play, no strong differences between the
sexes of children emerged; (b) mle and female children exhibit sex
stereotypic area preferences; (c) children tend to interact with the
same sex classmates and tend to reinforce sex stereotypic behaviors;’

(d) no. trends appeared regarding sex differences in terms of affective

behaviors; (e) atypical children interact with both other atypical

“children and normal children; (f) the play patterns of handicapped

*children do not tend to be as competent as their peers; (g) integra-

tion with nonhandicapped children tends to enhance the development of
social skills in handicapped children while not deterring the socfal
growth of nonhandicapped children; (h) young children do appear té

have a conscious awareness of the societal structures operating with-
in the élassraum; (1) children who are high_social interactors also
tend to have higher role taking skiTlg. (J) the pIacement of a child at
home, in a faniiy‘dly:lrz or in center daycare does not appear to
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affect performance on achievement measures or on most affective measures:;
(k} children in the home setting or in the center setting do not appear
to differ in terms of attachment behaviors in the natural setting; (1)
aduTt/child interaction appears to be greater in the home than in a -
center setting; (m) programs offered for young children do appear to
have a differentidl impact, but the extent is nnt clear; (n) the passage
of time is related to development; and (o) as the number of children to
an adult increased in a setting, the number of peer interactions
increased and the number of adult/child interactions é’ecreased.

For the greater majaﬁty of the trends just listed, comparison
| with the results of reviews on regquTar schooling were impes;ib"le because
these trends were closely related to organizational asgé«:ts of pre-
school. education which are specific to preschool education. In contrast,
where comparisons were able to be made, it was more likely for those
comparisons to deal with the human aspect of education, that is the
adult/child interactive aspect. |

Thus, it would appear that there are some human aspects and
organizational aspects upon which the preschool diff‘ers from the re’gular
school system? and as such becomes an entity unto itse'lgf, An emphasis
on play, ai’lawing\ for choice of areas within the classroom, the -
encouragement of social tnteraction among children, and the integration
of handicapped children into the preschool would appear to be ma jor
ways in which the preschool differs from the regular school as reflected
by the literature rgviéﬁedi How and whether or not these differences
fit into the overall purposes of schooling will be discusted in the

next section dealing with curriculum theory.
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A _Cyrriculum Theory Perspective

Dunkin and Biddle (1974), in a less than eloquent statement regard-
ing the description of the sample of studies thch were included in
their review, noted, “Among the kinds of studies with which we are not
concerned are: investigations 6onducted with white rats, monkeys, |
planaria, or preschool children" (p. 3)."Thus. it would appear that
Dunkin et al. (1974) consider preschool children out of the realm of
schooling and perhaps in a less than human realm. Brophy (Note 1) has
indicated that society as a whole has not come to an agreement as to
the goals of a preschool education. In Tight of the review of research
conducted in this present document, these authors might be wise to re-
considef their positions. However, what the goals of schooling in
preschobl programs are does appear to need some clarification. Indeed
the question could be posed, "Does schooliﬁé have universal goals?" and
if so, ‘Are these universal goals manifestéﬁ in the classroom behaviors
éf the children and teachers who enter the institution of the school
regardless qf grade level?"

From the descriptions of classroom 1ife generated through the
present review of research it would appear likely that there are
;fmﬁlarities and differences in the goals of presc¢hool education and
regular schooling. When reflecting upon the tendency of preschool “
teachers to reinforce feminine behaviors in children regardless of
sex, it would appear that teachers are encouraging a type of compliance:
in children which would be to their advantage if those children are
fg.furvive in the regular school system anq 1ndeéd sqciety as a whole.
Apple and King (in press) have suggested that "the social meanings of

events and materials are established remarkably early in the school

year. As with most claggroom settings, the socfaliiatfon of children
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was an overt priority during the opening weeks of school” (ﬁ;-lé).
Even the child's concepts ?f work and play described in Chapter III
indicate that the child i;rdeve1aping!aﬁ awareness of what is expected.
Kantor (1972) has extended this notion of socialization evem further
to the point of suggesting that schools, even at the kindergarten level,
serve to produce children that will fit into the bureaucratic system.

Pinar (Note 3) has described schooling as a type qf gender ceremony.
It is apparent that indeed school serves to delineate gender roles
through the higden curriculum, even in the preschool. The fact that

females are never reinforced for cross sex behavior\while males are

retnforced for both msculine and cross-sex behaviors Serves to per-
petuate the sécietai struétures;which are now in place. In essence,
males are learning how to survive in a patriarchal system through the
process of schooling--that is they Tearn when to comply and when to
be aggressive, even in the preschool. While there is little research
té indicate whether this mechanisﬁ;persists throughout regular schooling,
research cited by Dunkin and Biddle (1974) indicating the higher activity
level and more frequent withdrawal beh%vior in boys and the tendency for i
girls to engage in activities such asiieading and writing, discussing
work with peers and nonacademic work would tend to lend some support
to this. Even the work reviewed by Brophy and Good (1974) which
indicates that boys receive more contacts of all kinds in the regular
school $ystem would lead one to conclude that regular schooling leads
to the perpetuation of the existing societal structures.

Despite the similarities no'ted above and the tendency fgr»préi
schools to reinforce thé existing societal structures,rpreschoals do

demonstrate marked differences to the regular school system. The fact that
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the Titerature reviewed reflected that choice of activities is
included in many preschools, the fact that free play is an element of ’
preschool education, the fact that social interaction is encouraged,
and the fact that handicapped children are included in the preschool
education system serve to set preschools apart from the system Qf
regular schooling. —Again the notion of sngiai competence would
appear to be:r¥fact§r‘ but it would seem to be a social competence of
a different kind than the kind described above. It would appear to

be a kind of social competence which the child has to derive for him
or her self, a type of socialization process in which the child has to
sort é;t the meanings of society on his or her own, perhap§ the same
type of social competence that would be gleaned if the child were not
in a preschaa]_prﬂg}am.

Thus, it would appeér that the major e;Ehasis of preschool
educaéian is the socialization of the young child. Direct instruction
would appear to have a secondary place to this process. To the extent
ﬁhat preschools perform a socialization function then, it would appear
that they are much like regular schc@1s. but it is this same socializa-
tion aspect upon which preschonls and regular schools seem to differ,

In preschools, the primary and overt emphasis is on socialization almost
to the point where ifnstruction becomes the “hidden curriculum.” In
the regular schnﬂl system, it would appear to be the reverse, with

instruction as the obvious purpose and socialization as the subliminal.

Summar)

This chapter has speculated upon why there was a lack of pattern
in the research reviewed and has presented the research reviewed from
three perspectives--a research perspective, a comparative perspective R

and a curriculum theory perspective. Through the use of differing
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perspectives, it was possible to examine the research from these differ-
ing viewpoints 1in ord;r to get at some of the overt and hidden meanings
embedded within it. Essentially, the research perspective outlined .
ambitious, yet necessary, tasks fpr'researthers interested in quschool
education, the comparative perspectiie noted that preschools are one

- with, but yet apart from, regular schools and the curriculum theory
pgripectiveiextend%d this latter notfon in terms of the socfalization

prgcésses that occur in schools.



- CHAPTER VII
EPILOGUE

In Eeviewing the li;erature on preschool education, I have attempted
to provide evidence of the cnuuoﬁalities-housed in the literature in terms
of research findings and Have.élso succeeded in outlining what appear to
be vast differences in the focus of that literature. I have cons idered
this research from several perspec;ives--the research perspective, the
comparative perspective and the curriculum theory perspective. What I
have not addressed is what all of this means to the classroom E;achers
-who some time in the future have to greet a group of inquisitive and
demanding young children, énd indirectly the educators who must train
those teachers. Th1§ issue is, perhaps the most pervasive of all, as it
has the possibility of affecting the lives of the children and the
teachers who must live in a system the boundaries of which a;e often
established by others removed from that system. '

To me, the ramifications of the research evidence are quitc c]ear
’ in terms of the teacher perspective and it is likely that many teachers
have operated in classrooms for many years subconsciously, or perhaps
consciously, immersed in the same knowledge which is contained in the
research which h;; been reviewed. That knowledge 15; quite siﬁply, the
knowledge of the impact each individual or group contact can make upon
a child's 1ife and upon the teacher's lTife in the classroom. It is
the knowledge that thg setting or an alteration in an aspect of the
setting can affect the behaviors of the persons within that setting
Finally, it is the knowledge that the individual differences which ch11d-
ren and teachers themselves bring to the classroom and the 1nter-
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relationships among those differeaces can égﬁbine to maké eéach class-
room an intricate web of immense magnitude.

1f in the future, when a teacher enters his or her classroom, that
teacher can be more aware of the differences that the sex of a child
makes in terms of the teacher contacts that child receives, or the
benefits a handicapped child receives from being integrated into a
regular c1as§rg§p. of the benefits of praise and positive reinforcement
as a téa:hing technique, of the difference that teacher experience may
make to that teacﬁer‘s teaching, of the difference that the adult/child
ratio may make in terms of the kinds of contacts that the child will .
receive, or of the effects of the many other variables. reviewed in
this document, then I feel that this review has indeed offered something
of value to the classroom teacher. The eitent to which that teacher
can modify his or her teaching and interactive behavior to try and come
rta grip5=ﬁ1th‘the kind of education he or she may want to provide for
young children remains in that tgaﬁher'é hands as indeed it has for

centuries and will 1ikely continue to do so for many more years.
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