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This project was designed to follow up a group of 163 mothers and their
4-year-old children, who were subjects in a study of the differential effects of middle
class and lower class cognitive environments on Negro urban preschoo! children. The
objectives of the followup project were: (1) the expansion of the investigation of
cognitive input features of the home, (2) the prediction of the chid’s cognitive
development and school achievement during his first 3 years of school from preschool
data, and (3) the longitudinal analysis of the growth of cBgnitive abilities over these
years. The data of this project was obtained by presenting to the child tests
measuring cognitive abilities, impulsivity, and reading readiness; and, to the mother, tests
measuring her attitudes about school, her inteligence level, and her flexibiity of
thought. Because of the longitudinal nature of the followup project, the data analysis is
not yet complete. Availlable results indicate that some of the tests, like Kagan's
measure of reflectiveness, discriminate between mothers according to social class,
while some of the other tests do not. The same effect has been found for the tests
administered to the children. Data analysis of the relationship between home
environment and child performance in school was not yet complete. An appendix
containing descriptions of tests used in the project follows the report. (WD)
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This project was designed to follow up a group of 163 mothers
and their four-year-q}d children who were subjects in a study of
cognitive environments of urban preschool children, That study is
now in the final write-up stage and deals with the socialization of
cognitive behavior in preschool Negro children from buth middle class
and disadvantaged urban backgrounds. The theoretical .issues are
1) the effecté of early experience (especially cultural deprivation)
upon emergénce of cognitive;ébility; 2) the role of the mother in
soﬁializing cognitive behavior and a;hievement motivation; and 3)
the role of linguistic styles and techniquus of maternai céntrol as
mechanisms of exchangé between culture and cognition.

The initial project focused upon the input features of the
socialization brocess, especially those provided by the home context.
The behavior of the mother, particularly in interéCtion with the child,
provides ( or fails to provide) the child with response repertoires of
various kinds (linguistic, conceptual, motivational, et cetera), which
are particularly appropriate for successful performance in a school

setting. The project utilizes the concepts of commUnication modes,

which may be elaborated or restricted, family control systems, which

may be oriented toward norms, persons, or toward rational consequences,
. v

maternal teaching style, viewing theﬁmother as a teacher and programmer

of input, and educability, which is ajheuristic.term to indicate the -

3

confluence of cognitive skills, motivation for academic achievement,

and socialization into the role of pupil in response to preschool
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maternal behavior and other features of the home environment. In

this initial study, the central focus of the interview, testing and
laboratory analysis of mother-child behavior and interaction was upon

the cognitive coﬁponents of maternal behavior. Research on mother- !
child interaction in the child's early years traditionally has ignored
cognitive elements, concentrating on affective and disciplinary types
of exchange within the mother-child dyad.

The basic study included 163 Negro mothers and their four-year-
old children. This group was divided into four subgroups of approxi=
mately forty each, drawn from professional and managerial occupational
levels (Group A), skilled work occupaticnal levels (Group B), unskilled
and semi~skilled occupational levels (Group C), and an additional
group (D) from unskilled and semi~skilled occupational levels of
mothers who were on public assistance. This last group was also one
from which the fathers were absent - a condition that in the past has
been a basic requirement in order to receive public assistance in the
city of Chicago. These mothers were interviewed in the homes about
their activities with the chiid, their daily schedules, the availa-
bility of cognitive and intellectual stimulation, and other features
of the home environment that are thought to be related to cognitive
development. Mother and child were then brought to the University for
testing, Tests of intellectual ability and cognitive styles were
given to both the mother and the child. In addition, they were asked
to engage in an interaction situation which required that the mother
teach the child three simple tasks that she had been taught by a
project staff member. These mother-child teaching situations were

observed through a one-way screen and were recorded on tape. The
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performance of the child was measured by the degree to which he was
able to master the tasks presented by the mother, A number of reports
are available from the project describing the theoretical raticnale
and findings in detaili.

Summarizing the results, the data seem to indicate that the

structure of the social system and the structure of the family shape

communication and language and that language shapes thought and cognitive
styles of problem solving. It appears fruitful to consider class
differences in terms of differences in the availability of options in

the mother's daily life, The lower-class mother's narrow range of
alternatives is being conveyed to the child through Ianguage styles which
convey her attitude of few options and little individual power and this
is now being reflected in the child's cognitive development. A problem-
solving approach requires reflection and the ability to weigh decisions,
to choose ameng alternatives. The effect of restricted speech and a
status orientation is.to foreclose the need for reflective weighing of
alternatives and consequences: the use of an elaborated code with its
orientation to persons and to consequences tends to produce a cognitive
style more easily adapted to problem~solving and reflection. The
cognitive environment of the culturally disadvantaged child can be
described as one in which behavior is controlled by status roles

rather than attention to the individual characteristics of a

specific situation and one in which behavior is not mediated by verbal
cues which offer opportunities for using language as a tool for

labelling and ordering stimuli in the environment nor mediated by
teaching that relates events to one another and the present to the

future. This environment produces a child who relates to authority
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rather than to rationale, who although often compliant is.not
reflective in his behavior, and for whom the consequences of an act
are largely considered in terms of immediate punishment or reward
rather than futuré effects and long range goals.

The follow-up study has as objectives: 1) the expansion of the

investigation of cognitive input features of the home by the develop-
ment of techniques for extending the study of mother=child interaction
from previous laboratory studies to naturalistic observation in the

home and/or school; 2) the gyediction of the child's cognitive

development and school achievement during the first three years of
school, using data from the preschool years; and 3) the Iongftudinal
analysis of the growth of cognitive abilities over these years. THe
1imited vocabulary and conceptual development of the four-year=-old
child made it difficult to obtain adequate measures of cognitive and
mot ivational behavior in the initial study. For this reason the
procedure cails for retesting the children and mothers again before
the child starts his first year of school and for'subsequént testings
during the first three years of elementary school experiencé. Because
the original testing was spread out over a period of almost two years,
the follow-ﬁp project requires considerable time to gather data'on
the children who participated in the study.

The prediction aspects of the study employ a range of cognitive
measures =-- Stanford-Binet I;Q.; several Piaget-type tasks assessing
the child's capacity to distinguish external reality from subjective
appearance under conditions of varying perceptual distortion (conserva-
tion of length, number and volume, generic constancy, class inclusion,

ring-segment, dream interview); the Sigel Sorting Task to assess
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cognitive style; several measures of “impulsivity'' (ability to sit
still, one of Mischel's delayed reward questions, Kagan's MétChed
Figures Test to assess reflectiveness, and the Draw-é-Circle Slowly
Task); the Lee-Clark Reading Readiness Test (or first grade test for
the older children); and an experimental visual measure of preference
for stimulus complexity developed in the initial study, as well as

orientation toward school as expressed in teacher's grades and other

measdres of ability to cope with the social and authority relationéhips

-presented at school. Instructicns for these tasks are given in the

Appendix.
Additional data were obtained from the mothers, including preSent
attitudes about her child's school experiences and measures of 1.Q.,

reflectiveness, flexibility of thought, and motivational variables

‘thought to be particularly relevant to those maternal behayiors'

assessed earlier. The WAIS Perfurmance subtests (excluding Object
Assembly) and Vocabulary subfest were administered to the mothers,
(Verbal 1,Q.'s had been.previously obtained.) They were also asked to
'"draw a circle slowly'' and were given a version of Kagan's measure'of
reflectiveness for older subjects. The items from the Need for
Achievement, Need for Change, and Need for Introception and Need for
Nurturance scales of the Edwards Personal Preference Record were read
to all the mothers as was the James-Phares Locus of Control Scale,
since many have a limited'reading ability. Flexibility of thought, as
measured by the Getzels~Jackson Verbal Uses Test, was also assessed,
In addition, each mother-child pair was observed through a one-way
screen for 15 minutes in a controlled free play situation to add to
our previous laboratory measures of mother-child interaction (e.g.,

amount of maternal control, pressures for obedience, orientation to
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the task, specificity of information given) and to provide a measure
of the child's manipulatory curiosity, initiatory behavior, and
complexity of play. An overnead mike recorded the mother's and child's
speech and the observer spokz into another synchronized tape recorder
giving a running account of the mother's and child's actions.
Concentrated testing prior to entrance into first grade had
already been funued, but additional funds were needed for coding and
analyzing these data, for testing in the Chicago Public Schools in
the autumn of 1966, for obtaining additional data during the year
concerning the child's school records, and maintaining contact with
our research group. Although we submiited a proposal to OEO for
separate funding of this project, delays in the decision-making and
budgeting process necessitated using a substantial portinn of the
E and R budget to continue operation of this project. Since this
project is an ongoing one, with continued testing of the children at
least through 1967-1968, the following is a progress report of work
done to date rather than a final report. |
In the summer of 1966, those children who were entering first
grade in the fall were brought to the UniQersity with their mothers
where both were administered the instruments described above (N=101),
During December and January each seven-year-oid suhject (N=56) was
seen at his school and given a Stanford-Binet Intelligence Test
(Form LM) and a doll-play measure designed to tap attitudes toward
the school and the child's perception of his role in the school -milieu.
Cooperation was obtained from every school involved, both in providing
testing space and in approving release of school records of the

children. (During prior home interviews with their mothers we
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secured signed parental permission for testing their children at
school and obtaining the school records.)

In the summer of 1967 data collection for the first follow-up
cycle (the summer before the child's entrance into first grade) was
completed with the interviewing and testing of the remaining mochers
and children at this level. An additional 102 mothers and children
were seen for the second foIIOWbup:cycle during the summer, and this
data collection is complete except for the five children who are
presently in first grade. WAIS subtests were not readministered to
the mothers since 1.Q.s may be expected to remain fairly ronstant for
adults over this three-year time span. Fifty-three of the original
fifty-seven eight-year-olds were also pbrought to the University for
readministration of the follow-up tasks with the exception of the
Lee-Clark. Beginning in September and continuing through the present,
all seven- and eight-year-old subjects are being seen a? their school
and given the Stanford-Binet and the doll-play interview. We expect
to.complete this testing in Februafy. At that point only the
collection of school grades and other data in June will remain for
the completing of the second cycle (except for the five first grade
children mentioned above).

Considering the lack of specific details collected earlier
concerning our families, (e.g., name of father's employer), we were
fortunate to have been able to locate essentially all our subjects
when we started the follow-up testing. We now have contact with 160
of the original 163 subjects in the sample (one child died and two

we have been unable to find). With the exception of five families
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who moved out of state (only one of whom we have been unable to locate
and test) all reside in Chicago or a Chicago suburb.

Most of the data from the first follow-up cycle are in final
form and are ready for analysis. The only exceptions are the Piaget
conservation data and the play period observations, which are
presently being coded énd should be ready for analysis shortly.:
Scoring criteria for the Piagetian tasks are being finalized in
collaboration with Dr. Lawrence Kohlberg,** Analysis of the other
data is already under way and will be summarized in a report to OEO
fo be prepared by March 1. This report will include:

a. Discussion of the usefulness of variables measured during the
preschool study (when the children were age four) as predictors
of the measures of the children at the first follow-up cycle
(before first grade). Tlese predictor variables include both
maternal and child behaviors assessed at that time.

b. Longitudinal data ccncerning stability over time on the
curiosity measure (preference for visual complexity) and
change over time on the Sigel Conceptual Sorting Task from
age four to age six, thereby contributing to our knowledge
about the continuity and sejuence of growth.

c. Methodological discussions concerning the newly-developed
or experimental measures on the children (Piagetian
conservation tasks, impulsivity measures, Sears sex role
preference instrument). Questions posed include the
assessment of the degree to which the conservation tasks
approach a hierarchically arranged Guttman scale in level
of difficulty and the relationship between disparate
"impulsivity' measures.

d. Mother=-child similarity on equivalent measures (Kagan,
Draw a Circle, Cognitive Sorting Tasks).

%1t should be noted that Dr, Irving Sigel, Director of Research at the
Merrill-Palmer Institute, gave willingly of his time to discuss any
scoring problems that arose with the data from the Sigel Cognitive
Sorting Task.
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Table 1 presents the social class means and standard errors
for the Follow-up | variables, while Tables 2 and 3 present the
intercorrelations among the maternal and child variables, respectively.
These preliminary analyses of the data indicate that some variables
do not discfiminate at all by sociai class while others show extreme
and progressive differences from the middle through the ADC groups.

Among the mother measures, average reaction time and number of
errors on the Kagan, the anxiety score of the brief anxiety and
depression scale, some of the Edwards scales, and the James-Phares
iocus of Contrcl measure all show a clear progression by social class
in the mean leveis. This is also true of the depression score from
the brief anxiety and depression scale, since even though the means
do not differ by very much the differences appear to be quite signifi~-
cant in view of the low variability. Among the Edwards scales, some
social class trends are striking and in accord with expectation (such
as the change and introception scale), while others have‘téends in
the direction opposite to what had been expected (aChievement and
nurturance scales). The maternal 1.0, data is consistent with
previous research findings with the middle-class mothers being slightiy
higher in verbal I;Q; and the lower-class mothers slightly higher in
performance I.Q; These differences do not approach significance
except in the case of the ADC mothers where performance |,Q, is four
points higher than verbal I;Q;

The child data is iess clear as there are few significant
correlations among the various tasks. Moreover, among the impulse
control measures three impulsivity measures (draw a circle slowly,

gross motor control, and delayed reward) are unrclated to one another.
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The difficulty with the gross motor control measure seems to lie in
the measure itself, in that the great majority of the children were
scored for 180 seconds, since they did not talk or leave their chair |
for full three minutes, and only a few were scored for less than 180
seconds. As a result the variable shows no class differentiation and
no correlation with other measures. |t is clear that this variable

at least in its present form will be of little use. The draw a circle
slowly measure, presumably reflecting the ability to controi movement
on demand, shows class trends and correlates with several other
variables. The delayed reward measure must be counted as enigma at
the moment. Although there is good differentiation between and within
groups (45% of the children chose the delayed large reward while 55%
opted for the small immediate reward), the correlations with other
variables are quite low and usually not significant. This suggests
that this variable is unique and is notAsimply another measure of
general cognitive development. As has beeﬁ suggested by others, it
may also be a measure of trust, differential understanding of ”latér"
and differential reinforcement value of the stimulus. The Kagan data
for the child as well as for the mother support the interpretation of
the reaction time measure insofar as they go. That is, the errors

total seems to be more a measure of ability to do the task and

~ correlates higher with I;Q; and with variables that correlate with

I;Q; The reaction time measure correlates the same way (in opposite
directions) but at a lower level, which is consistent with the
interpretation of this measure as an»index_of cognitive styles
(reflective-impulsive) as opposed to problem solving ability, However,

the apparent methodological confusion in the measurement of the
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inhibition of impulse expression clouds the issue of the necessary
relation of impulse control to the further development of thinking.

On the Sears Sex Role Preference Test the girls made more same
sex choices among the pictures presented than the boys. We need
normative data on the instrument itself before we can safely interpret
this correlation, since it may simply represent a differential appeal

in the stimuli which would cause girls to have higher scores rather

than a true difference in sex role preference. The curiosity data,

(visual preference for stimulus complexity), as in the pre-school
analysis, shows little if any correlation with other variables.
However it does show an interesting differentiation of the ADC children
(along with many of the other variables also), with the ADC child
spending considerable less viewing time. When the child data in
general is scanned, it is ciear that there has been a shift in the
relative positions of the three lower-class groups with the upper-
lowers and lower-lowers now being very similar on most measures énd
the ADC's being different from both of them (to greater or lesser
significance §n various measures).

The Lee-Clark and Sigel scorables measures behave as expected.
However, the total scorables measure is less useful as a single index
of ability than it was at the pre-school level, since the number of
scorables now is much higher and there is little differentiation. The
number of scorable responses obtained and the differential pattern by
social class in these responses now allows us to make more clear-cut
statements about categorization behavior as a cognitive style.

As mentioned above, these are but preliminary findings. When

.analyzed separately by sex of child and for the three lower status
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levels combined, other trends may appear. Moreover, there may be

sex by social class interactions as, for example, in differential sex
role preferential patterns for boys in father-present énd father-
absent lower class homes. The principal data analyses remain to be
done to answer the prediction and longitudinal questions raised
earlier, |

Although exhaustive analysis of relationships between home
environment variables obtained when the child was four and child data
at age six had not yet begun, preliminary findings with the reading
readiness scores suggest that the pattern will be similar to our
previous findings with the child's preschool performance. [t appears
that our selected maternal measures will prove to be useful predictors
of readfng readiness and other follow-up cognitive measures of the
children.

Project activity in the coming quarter will include completion of
the intelligence testing and doll-play interviewing vwith the second
grade children, preparation of second follow-up data for analysis, and
possibly the beginning of the analysis fo these data. Investigation of
the second follow=-up cycle data will follow the organizational pattern
outlined above for the first cycle, although there will be considerably
more longitudinal data since many more measufes will have been
administered twice. Data from the Piagetian tasks are especially
suitable for longitudinal analysis as the theory asserts an inherent
séquence in the rules of logic by which chif&ren solve praoblems., It
also will include data from a follow-up interview which contains
information on changes in the families since the original jnterview

and on the child's school-relevant activities before the first grade.
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APPENDIX TO RESEARCH REPORT A - TASK DESCRIPTIONS



" PRE-SCHOOL PROJECT, Summer 1967 -~ . . -
' - R Liqdid,quantitychnsgrvationfg

'che  3sex ~age '_date tester
”Maféfialsfs'] 100 m1 beaker, 2 10 ml beakers, IVS ml graduafe. 2 10 m! graddates:?iwi

- . one of which has been cut down at the top, ¥ cup coke or liquid,

;%,"_ } , ‘ :  -{7 fﬁ - Seat child so that table top is at eye level.

4 = 1. (Two 10 ml beakers and one 100 ml beaker) R SR
SO "ff\\\“_~;;,g Now I'm going to put some coke in these glasses. After a whilewe'll
-V " drink some. (Pour coke in both 10 ml glasses, with more in one). You

‘@ 8 . don't need to show me, but can you see | put more coke in one glass -
0w ‘w - than the other? ' o S e

Yes

No

o S T T ot T, SR AN a4k et >

‘;,',f.-.:", 

s . When | say so, you can pick the one with more to drink. If you dop't -
s ' pick the one with more to drink, you won't get:any this. time. You'll- .

© . get another chance to drink some later. Now, before you pick, | take
this one (10 with more coke) and pour the coke all out into this one -~ .
. (100 m! beaker). Now look at them. . (Pause). |f you can show me

- the one with more to drink, I1'11 give it to you to drink. ~ -

e e v EOARS Az ern S

“"Picks correct 100 (aék Q's below)  ? '7 L

Picks incorrect TO'(ask Qfé'below)f;.»,;’-~

i
o
i
i
.
4

}*Did”that,one have more?
:‘.How could you tell?

o (f says because empty was more:)  But how can you tell now when itis
~iike this (pointing to 100)? | o BRI )

"‘(lf says because i;_was mqre:) When was it more? f 
U | ",(Let child drink coke in glass he chose.)
; .tf‘“\\\ g ' "2;' (Two 10 m1 beakers and one 5 ml gréduate), | _ o :
S < R "~ Now let's fill these two glasses. Now | fill this glass ‘(one of. 10's) '
& © - ' up to the very top. | don't fill this (other 10) glass up. . Now, see; ~
w © | put more coke in one glass than the other.- You don't need to show
‘me but can you see that one glass has more coke? ' - '

,,Yeﬁ';’;'sh




Liquid quantity conservationﬂ?

7 When I say so, you can pick the one with more to drink. If you_don't'ffii;
T pick the one with more to drink, you won't get any this time, but e
you'll get another chance to drink some later. Now, before you pick,
T take this one (10 with lesser amount) and pour the coke all out into . -
this one (graduate). Now look at them. (Pause). If you can show me .
- the one with more to drink, I'll give it to you to drink. |
Picks correct'beéker(Aak Q's below; then let child drink and.V"f
| go to 2a) ‘ ' S
Picks incorrect graduate (Ask Q's below; then move to Q 3 or &)
Does that have more? ‘ e | | o
. How could you tell?
Show me how you could be sure?
(If says because empty had less:) But how can you‘tell when it's like }'j
this (pointing to grad)? I e
- (If says because itywas'more:) When was it more?
(If picked correct beaker, let child drink.) -
{fﬁ o - (If incorrect on both Q 1 and 2, don't let child drink vet. Move to 04.)
- 2a . (If correct on Q 1 and correct on Q 2:) |
' _" . (Iwo 10 ml beakers and one 5 ml graduate)‘ - |
:TT i%% . Now let's pour some more coke. Now I £ill this glass (one of 10's .
\...) filled to just below top of white dot). But I don't f£ill this (other 10)
s ¢ 10 glass up. Now, see, I put more coke in one glass than the other. |
I : ' You don't need to show me, but.can you see that one glass has more'cokg?
 Yes |
No

When I say so, you can pick the one with more to drink. If you don't
pick the one with more to drink, you son't get any this time, but you'll
get another chance to drink some later. Now before you pick, I take this
one (10 with greater amount) and pour the coke all out into this one
(graduate). Now look at them. If you can show me the one with more to
drink, I'1l give it to you. B o o

Picks correct graduate (ask Q's below, then let child drink)
Picks incorrect beaker (ask Q's below, go to 25) N
Does that have more? . | |

How could you tell?
. Show me how you could be sure?

©

ERIC

Aruitoxt provided by Eic:
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Liquid quantity conservation

-3 =

‘2b. (If incorrect on_Za) |
V_Which one had more before | poured it?

Picks correct empty beaker
_Picks incorrect beaker with coke
Now, this one (point to graduate) has more coke in it. This one (point to |

beaker with less coke) has less. See (pouring graduate back into beaker),
itis more. Then this (pointing to beaker with more) has more. Now, l )

a———~\§~ ~ pour it back (pour from beaker with more into graduate). Now look at them

- (pause). Now, you take the one with more coke to drink.

‘Picks correct graduate (let child drink choice and terminate,test)',

- Picks incorrect beaker (ask Q'sﬁbelow) _ R
Does it really get to be less when | put it in_here (point to'.~ -
graduate)?  How does that happen? -

“(Let childrdrfnk his choice and termipate test.)

3. (If picked.correét_IOO on Q 1 and incorrect graduate on Q 2:)

~ (Two 10 ml beakers and two 10 ml graduates, one of which has been cut to

- 3 shorter height) Now let's pour some more coke. (Pour coke into two

&. 10 ml beakers, with more in one) Can you see that | put more coke in
~one glass? ' - T :

Yes

.
No

When | say so, you can pick the one with more to drink. If you don't pick .
" the one with more to drink, you won't get any to drink this time. You'll
.~ get another chance to drink some later. Now, before you pick, | take this
one (10 with less) and pour it into this one (taller graduate), and | take.
this one (10 with more) and pour it into this one (shorter graduate). Now
look at them. (Pause) If you can show me the one with more to drink, I'I

give it to you to drink.
Picks correct short graduate (ask Q below)

Picks incorrect tall graduate (ask Q below)’
Did you pick the one with more to drink?

"(Let child drink)

Now let's fill these two glasses. Now |

o fom.‘\\\ a.. (Two 10 ml beakers and 5 ml graduate) C ' ‘
1l | . £i11 this glass (one of the 10's)

.up to the very top. | don't fill this (other 10) glass up. Now, see, |
put more coke in one glass than the other. Can you see that one glass

has more coke?



Li.qdid “quant:ity eenservation

q4a.

When I say so, you can pick the one with more to drink., If you .
don't pick the one with more to drink, you son't get any this time, e
but you'll get another chance to drink some later. Now, before A
‘you pick, I take this one (10 with lesser amount) and pour the coke
all out into this one (graduate). Now look at them. (Pause). If
- you can show me the one with more to drink, I'll give it to you to ,«

~ drink.

Picks correct beaker (Let child drink)

‘e  Picks incorrect graduate (g0 to Q4) ) - o
(If picked incorrect graduate:) Which one had more before I poured xt?tgv
‘ | Correct 1lU with coke - S : -"5"*5f:?

Incorrect empty 10

- See, this one (point to beaker) has more coke in it. This one
- . (point to graduate) has less. See (pouring graduate back into SN
.. beaker), it's less. Then this (pointing to beaker with more) has more.?«
+ Now I pour it back (pour from beaker with less into graduate). Naw »
look at them. (Pause), Now, you take the one with more coke to.

s dring.
”_______ " Picks correct beaker (Let’child drink)
C — Plcks incorrect graduate (Ask Q followxng) L
o -+ Does it really get to be more to drink when I put it in S
here (point to graduate)? _ SRR
How does that happen?

(Let child drink his choice.)

- (I£ picked iﬁcorrect 10 ml beaker on Q 1-)f

" Two 10 ml beakers and one 100 ml beaker)
Now let's put some coke in these galsses. (Pour coke in both 10 ml beaker

with more in one.) You don't need to show me, but can you see that L put
+ more coke in one giass ﬁhan the othet? T T e




-
-

'.:Z)“‘

28

e v& 4o

\eo . \O o

L6 _ o
... - Which oné had more before I poured it'here.(point td 100)?'

' See, this one (point to 10 with less coke) has less to drink. See, 3

8 @ @ . them, ' (Pause). Now, you take the one with more coke to drimk. - ..

" Ppicks correct 100 (Let child drink).

~”fj'“Picka incorrect 10-- (Ask Q's below) .~?’

-‘ "€?%1'HHow'does that happen?

..+ (Let child drink his choice.) 7.

PR
S e ¢ 3 e e

Liquid Quantity conservation

.5-

.- When I say so,‘you can pick the bigger one to drink. If you don't
. pick the one with more to drink, you won't get any this time. Now,

before you pick, I take this one (10 with more) and pour the coke all -
out into this one (100 ml beaker). Now look at them. (Pause). If . .
you can show me the one with more to drink, I'll give it &5 you to . ..
drink, v . . B - J
Picks incorrect 10 (Go to Q &)
Picks correct 100 (Ask Q's below)

Hdw could you tell?

' (If say empty had more): But how could you tell when it's like this Qili

(point to 100)?

(Let child drink and terminate test) "’\

(If picked incorrect 10 or Q5:) o

Corzrect empty 10

Incorrect 10 with less

(pouring coke from 100 m1 beaker back into 10 ml beakexr) this is more.iﬁ;
Now, I pour it back (pour from 10 with more into 100). Now look at .. %

" ‘.~\,,‘

Does it really get to be lessltp driﬁk wheh'i put it in here?

AT : V.
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PRE-SCHOOL PROJECT, SUMMER 19C7 ~° '

:Code'

L.

O (t\“ os;;.

ori\\c‘e_ o

2.

' Now show me the big one.

' : N Lcngth Conservation jd}
dex Age Date Tester : B N z 1 v -

| Materials: & pairs of 4" and 4%" gum sticks- Three pairs are 2 colozs, 1 pair is'
1 color. - ' . TR

(One orange 4" and purple 4%", placed parallel to child's 11ne of sight, thh o

ends farthest from child aligned) -
Here are two sticks: One is bigger and longer than' the otner You don't

,.need to show me, but can you see that one is bigger and longer than the other?

- Yes . T No -

‘. .

When I say so, you can pick the bigger and longerc One is to keep or chew,

f, If you don't pick the biggest one, you won't get gum this time. You'll get

another chance to get gum later. Before you pick I put them like this
(Place finger in center of orange stxck and slide 1: toward child so that it

‘, extends about 4 beyond other stick. )

~ Now, look at them If you can show me. the biggest and 1ongest one, I’ 11 nge j
lt to you to chew after while L AT

picks longer purple (Let ch11d take gum and then move to Q3)

pxcks shorter orange (Ask the followzng and. then move to q2)
#E . AT _

- How could you tell it was blgger?

”f-[ (1f says "I looked at it," or I saw this was bxggest wox szmxlar
_ ambiguous response which could refer to remembrance of which was
~ bigger prior to advance, then ask follow1ng Q ) '

'z;.When did you see it (look)?

(If says "I measured," or demonstrates by measurlng, replace in
advanced pOSltlon and ask following Q:) .

h .

But how can you tell when its like thzs?

(Give this question only if ch11d plcked shorter orange on Ql)

(If sticks have been moved so that orage stick is not advanced toward chlld, :
replace them in this postion) o

You told me this was the biggest ome (polnt to orange) :
(Place finger in center of purple stick: and move it toward ohild so that it ext|
about %" beyond other stick) -

ptcks longer purple (move to 2a)

ptcks shorter orange (move to Zb)

bt - e bane W M s s r 1 vereh MBS b b Sl el A 010 g rlart s MR e e e S g T e
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Length conservation

e v v . - L . © 2,- :
- ) M v . i
: = :
» = '3 (If chose longer purple in 2 above. Replace sticks in original pos:tuon,
i S with ends farthest from child aligned, and then move orange stnck toward J;?

child so that it extends %' past purple)

Before you said this (point to orange) was @s@@est.

- Q ' ‘
v o .;(Move purple stick toward chuld $0 that it extends 31 past orange)
Now'you say this (po:nt‘to purple) |s.bagger.:-Do_they really changef}r; :

Q\- bigness?
i ' o
o o How is that (How does that happen)
(Hove to Q5)
4\ - i,b; (1f shorter orange was chosen in 2 above. Move orange stick toward
h child so that ends of stick farthest from child are aligned) .

‘ - You said this was biggest (ponnt to orange) ls |t baggest‘now?': :

Do they really :change bngness?

How is ‘that (ie, how does that happen?)

(Move to Q5) o

3 (Gnve thls Q only if chsld pncked longer purple on Ql)

(Take two other sticks of gum, one 4! pink, one AT} purple. - Place them |

parallel to child's line of sight, wnth ends closest to child aligned)

i S

" Here are two more sticks of gum, One is bigger and longer than the other..‘d
- You don't need to show me, but can you see that one is bigger and longer then.

the other?

Yes No

Pvyl o ' |
| When | say so you can pick the bigger and longer one to. keep or chew. I
you don't pick the biggest one, you won't get gum this time.. You'll get

El-' | another chance to get'gum later Now before you pick, | put them like this.
. \ :

B (Place flnger incenter of purple stick and move it away from child so that
it extends about~“ beyond the pnnk stick.) :

Now look at them., |f you can show me the boggest (and longost) one, !ll

| glvo it Lo you'to chew aftor a while.
o . picks longer’ pnnk stick (move to th after asknng the following Q)

] IR
| , picks shorter purple stick (move to Qk,after-asksng.the_foIIOW|ng Q)
'”How,could you tell it was B(ggeri | \f

. ‘.. . R . . . " . " . ’ . B
L . e oy X L N ] [ R R et ety . () . ; . . .. .
caiid @t i Co e B TR wEE e eer Moar sindlar anh]

; . . B
'\ .. v :

L MLV . o snter P
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Length Conservation

“3=-

~ilii77fj7f o R  ‘(lf'Says " Jooked at it," "I saw this was biggest," or similar S
' ' ambiguous response which could refer to remembrance of which was
bigger prior to advance, ask:) ‘ ‘

"When did you look (see it)?

h."(Start here only if picked shorter purple on Q3)
~ - ~(1f pieces have been moved so that purple stick is not advanced away from

child, replace in this position)

" You told me this (point to purple) was the biggest one. (Place finger in
. center of shorter purple stick and move it toward child so that it extends

3! beyond other stick)

BERA I .

ge TR

1
" esoop 0 Now show me the big one
L ______picks longer pink

¢ .= 070 7 (Replace sticks in original position, with ends closest to S
T i child aligned, and then, while talking, move purple away from child) -

' . pefore you said this (pt. to purple) was biggest. Now (move pink ~ '
 stick so it extends ' beyond purple) you say this (pt. to purple) -

77 lis'bigger. Do they really change bigness? .
§(:jfrf;i;;qf:. V ;}?i£:;  iH6w is that? (ie, how does thatlhapb?")':_ i" |
‘  4,. .  | (Mavé'to b DRI
j,.a._!;;__;__piéks shorter purple
v';fffb.f (Move pink stick tdward child so thaf‘ends'Of Qti¢ks c10§e £°  'f.f;f-

~ . child are aligned) . | , - SRS
"' You said this (pt. to purple) was biggest.” Is it biggest now? = -

“7 Do>they really change.bigness?f tF .

" How is that?

i;'Move to question 5

. [:1;1 §wt * .c. (Point to pink stick) This follows Q3 if said long pink was biggest.
o - You said this is biggest. = = .. - o
N "~ (Place finger in center of short purple stick and move it toward

! child so that the end nearest the child extends ¥'' beyond other -

o stiek) - o
- Now show me the big one. - |
oo W - one o

et e

E119 |
il




Length conservation
J - u'-

Picks longer pink stick: (move to Q 5)

Picks shorter purple stick (move to 4D)

d. (Replace sticks in original position, with ends closest to child aligned.)
Before {move purple away from child so it extends 3'' beyond pink) you

said this (point to pink) was biggest. |
Now (move purple toward child so it extends 3'' beyond pink at end closest
to child) you say this (point to purple) is biggest. Do they really

'change bigness?
How is thét? How does that happen?

Move to Q5

(One &' pink, one L' orange placed parallel to child's line of sight, with
ends aligned in accordance with which way he is seeing illusion, i.e., if
incorrect and picked orange on Q 1, align ends farthest from child; if -
incorrect on 3 and picked purple, align ends closest to child; if conrect
on | and 3, align ends closest to child if boy and farthest if girl)

Here are two candy sticks. See, one is bigger, one is longer? When | say:so, .
you can pick the bigger one to keep or to eat. If you don't pick the biggest one
- you won't get gum this time. You'll get another chance to get gum later. Now,
before you pick, | put them like this. (Bend orange stick so that a straight lin
drawn from end to end would be about 3 3/4' keeping alignment at one end with

"straight stick and not picking up from table.)

_Now look at them. If you can show me the biggest one, I‘11.give it to you to
edt after while. '

Picks correct orange A
Picks incorrect pink
Go to Q6, ATl Children, __

(One L . one it of the same color, randomly arranged, non=-parallel) Here are tw
gum sticks, Sth me the bigger one. - ‘ - . |

'Picks longer stick

Picks shorter stick
Measures
Show me how you can tell which is bigger..

How can you make sure?
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' PRE-SCHOOL PROJECT, SWMMER 1967 ~ . ' = R
S P R U S Number Constanc
R - 1w .

Lo,
'

°-   code 8sex age date tester

'f7?f'The following ameangement should be prepared before bringing the child into ',; '/
7. . the rooms - S L L

L0 A, Two 14" pizza plates placed adjacent on a table. Plate to child's left SO
{ .’ has 6 MSM's of the same color equally spaced in a 12" line parallel to child's .
 1ine of sight. Plate to child's right has 5 M&M's of the same color as the . ;o .

' first, equally spaced in an 8" line parallel to the first linme. RRPCTRIEARI

. 'B, Two 14" pizza plates in another location, also adjacent to ome another. '
“... Plate to child's left has 5 M&M's of the same color, equally spaced iam a g
" 1line parallel to child's line of sight. Plate to child's xight has 6 M&1's :
' equally spaced in a 4' line, parallel to the first line. S .

.1, (Lead child to first set of plates A) . . o : RN
" Here's some candy. One plate has more than the other plate. When I say so, L
7 you may pick the plate with the most candy-~the one that has more to eat--to .. . -
" keep or to eat. If you don't pick the one with the most candy, you won't get any = -
. candy this time. You'll get another chance later. . Now if you can show me the . = .=~

'EgEOne that has more candy, I'll give it to you' to eate . i IR

Lt Sy . . Ct ‘ i e
. : . . -
R R R T

b

‘Chooses 5 |
3 Counts

Chooses 6

' (If counts correctly or chooses coxrectly) | A S
£ ¢ That's wight. This one (point to plate with 6) has most. Now watch. Ifm:
2*~ " . going to put them like this (rearrange 6 into shorter 4 1/2" 1line). Now .. .~ .
L7 " look.at them carefully. Now quickly show me the one that has more candy. . . .

L .. I . . . . . . . . SN . N . . .
) oo : S RN ICRER AR I T Sl S e e .~ : e
P . Pt YT . PR P Ll . : AR A . . e
.Chooses 5 ; - .= T TR I T S O P T S 5
HE. - . B - e 4 . . N ' Ca . v -
. . “ oo -, ; Cia ©oa ; . . v . P
) Lo v . Sl Lt e . . L LU )
P L . o P ) . A P . )

6

¥ 1.

e

Ghooéesi

‘i - How did you know that was most? il .l o .
st (Let child take candy he chose.) . .. LR
R .-.;.,.' R Lo RE R o 1 L TVA e : ,._:'-,.
(‘ ] y ' :'_. i 3 .




Number Conétancy
-2 -

£§§ - 2. (Lead child to sccond set of platesB) :
Now here's some more candy. One plate has more than the other plate. When

I say so, you may pick the plate with the most candy~-the one that has more
to eat—-to keep or to eat. If you don't pick the one with the most candy, .
you won't get any candy this time. You'll get another chance later. Now- if

you can show me the one that has more candy, I'll gtve it to you to eat.

Chooses 5
Counts

Chooses 6

SE N

Now how could you #ell which had the most candy:

"(If does not count:) If I thought this (child's non-choice) had mora,'
how could you show me it doesn t? o

(If still does not count:) Could you count them?

-
So which has more?

'3, (If failed Ql or Q2) (Spread out 6 into 12" line as counting them).
ot See, there are 1, 2...5 here, and 1,2...6 here. This one (plate with 6)
has most. Now watch. I'm going to put them like this (rearrange 6 into o
sl .shorter & 1/2" line.) Now look at them carefully. Now quickly show me the =
i.i: one that has more candy. . , _ -

- ..: ‘.

R iy
\__w ¢

Chooses 5 '
Chooses 6 - -

How did you know ;hat*was mogg?'sz

ER&C

Aruitoxt provided by Eic:
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Ring Segment

‘ .Code Sex Age Date’ Tester - .
Materials' 4 cookies in the shape of ring segments, one each white, green, =
: ' red, blue, with white 1/8" shorter. . ‘ j
" o "‘1. A Here are two cookies .(large green closest to child and | '
o o - ¢+ - small white on top). Look at them. Can you see one is
Y -\ bigger and has more to eat than the other? When I say
. e Green - " 80, you may pick the one with moze to eat. If you don't

B I ‘pick the one with more to eat, you won't get a cooky this
...~ -, time. You'll get another chance later. Now hefore you
R N White " .. pick, (place white on bottom closest to child) look at .
A ~ them. If you can show me the one with more to eat, I'11
Swow 0 give it to you to eat.

chooses bigger top green; Ask B then let child take
cooky and move to Q3. Co

chooses smaller bottom white: Ask B, then move to QZ
B 1) How could you tell that was more to eat? K
- 2) Is one bigger? if yes: Which is bigger? __~_"_,G . AR

P T f: S A . How can you tell?
g Q e - | if no: What happened?

| [g R A (If chose smaller bottom white on QlA) Now look, here's =
e SR L ~ - . the one you picked. Now I put it here (place white on o
L t‘ . White "' -~ top away from child). Does it still have more to eat than

S ..+ . the other one? Or does this one (po:l.m: to green) have .

o - more to eat now?
e Green ‘ ) , ' o
. chooses top white: Mo‘ve to 2 C.
| chooses bottom green: iviove to 23.
B'1) (If said bottom green had more to eat) How is that, how .
could you tell? |
@ o :' ' 2) W’hich had more to eat when this (po:.nt to wh:.te) was
: ST + .here ( point to space below green, while pointing to white)?
| ! | S :Lf white: Did it really change: Did it really get to
| M Green R .. . be more to eat? ST
tﬁ wWhite g 1f"'greer_4:‘ . How 1is that? ( move green back to- top) Here'
S . a0 g the way it was before. Does it have RN
L e e T move €0 eat now? T

2 ey e

EKC

Aruitoxt provided by Eic:



g w RSPy

Ring Segment'

RO

ZQIIF' - - c 1) (If said top white had more to eat, i.e. conserved choice)
; S . - How did you know this has more to eat? . ~

2) Is ome Bigger?' iflyes:' Which is bigger? e _w ,:‘. 

" How can you tell?

.~ if no: What happened?

(Let child take cooky and go to Q3)

| 3 A Here are two more cookies. (Iwo cookies of the same size, blue
o on bottom closest to child, red on top) You can pick the one

" with more to eat when I say so, Now this is harder. Look
R -+ at them. Now before you pick I change their places. (Switch
(AR ‘E:; -~ blue bottom to top) Now look at them. Which has more to eat? ,ﬁ

3344?! . ) T . chooses equal blue top Ask B, then go to Q4 ff'f
O Qo e S

o | chooses equal red bottom: Ask B, then ask C
W Yed B How did you know, how could you tell?
‘f\fcl (Ask this only is chose red on 3A) Which had more to eat when '

* this (point to red) was here (point above blue while pointing
to red also)?

(says red had more:) Here's the way it was before (move '
~ blue below red closest to chzld) Does it have moxe to *
cat now? : —_—

1f yes: (go‘to Q4)

" if no: Did it really get to be more to eat?

if yes: Did it get biggex? Yes ___ No

(Move to Q4) -
if no: What happened? (move to Q4)

says blue had more: Did this (point to red) really
get to be more to eat?

if yes: Did it get bigger? S LR N°.=".

- if noé:«gWhat;happened? Cmove';o Q4




- Ring Segment

4. Look, it looks like they change (Switch red back and forth
: several times, leaving it on top 1f red was last chosen as
. more, and on bottom if blue was last chosen as more) . Which

o has more to eat? ' - |

' Is one bigger?

What happens? Does it really change from big to small when I
move it or what?

 { Show me how you can tell which is really the big one?

;rii7(I£ no measuring) If I thought this (child's non-chozce)
- : +1is the bigger one, how could you show me it's not?

’ -

?‘(If no measuring yet) Can 7°“'m935“?eithf?? )

.,f;{f(If atill no measuring) Can you put them togethrr to see which
“%eia bigger and Has ‘more to eat? e . DRI

Measurement: Some systematic adjustment of the position of the two objects

for comparision purposes. Note whether child does spontaﬁbusly - or in response R

to a particular question:

Ao

b.

Ce.
d.
- e

f_ov‘

g,

superimposes | '
realigns cookies in some way, or checks alighnmenc by putting finger at
edges .

~ spontaneously uses verbal concept of measuring

pushes together

compares end points of smaller one

uses hands to measure ‘ ' S ' e
notes apparent end discrepancy or clear]y measures long one of bottOm o

}cooky with short one of top cooky. |




- - - PRE-SCHOOL PROJECT; SUMMER 1967 ', -:Gehericildcntitv - Picture For@
?‘ . | | o S L ~§. SRR ;
R  vcode “sex age date testef -‘i
:] o %1. Picture 1 oniy: 'lf this cat reafly'Want§ to be.a'dbg, can it?" 1
: Y : | . T

~.;f no: why not?
If yes: 'would it be a real dog?

[

Pictures 1 & 2: If this cat barks like a dog, what would he be?.- -

(2, P
. ( ' Would it be a cat or dog? §
| '}‘ E, u'lf'dog: would it be a real dog then? %
; ‘~;E -. . ¥
g ( 1
- ~(  Why is that? |
SN : g | | | L , o |
~ (3. Pictures 1& 3 only: If this cat had its whisker;'dut.affflike a ddg does, ]
. what would it be? Would it be a cat or dog? : T :
T I e
If dog: would it be a real dog then? | ‘ :
‘Why is that?
(4. Pictures 1 & b: What if this cat has his whiskers cut off, and barks like |
( a dog? What would it be? Would it be a cat or dog? - - o | :
- | | o
.g | |
2 ( (f dog: would it be a real dog then?
(
( | : ‘
~(  Why is that? . S - - h | - ,r
< , P
(5. Picturés L &5: This cat meows == it doesn't bark -—'but,if it has its _
. whiskers cut off and his head is like a dog, what would ‘it be? Would it -

be a cat or dog?

mEC

Aruitoxt provided by Eic:




Gengric_ldentity -2 -

If dog: - would it'bg a real dog then?
Why is that?

3 (6. Pictures 1 & 5: What if this cat has its whiskers cut off, its R
~(head like a dog, and barks like a dog == what would it be? .- o~ =
~ Would he be a cat or dog? - L o

L P
. . IR o ]

If dog: would'it‘be.a'raal dog #heagf; .~fj




© PRE-SCHOOL PROJECT, Susmer 1967

Class Inclusion

~age date tester

 Materials: & brown M&M's, 1 white mint

1. Look, hér'e is some candy. Some are chocolate candy, (give child an'extra-

o choqolat'e MSM to eat). Oneis mint candy (gbve child extra mint to eat).

Ave these chocolate candy? = Yes ~ No
Is this mint candy? 8 Yes ~ No

" Now I'm going to have yoﬁ pick some, and you must p:t.ckvv the most you can, if
" you don't pick what has more to eat, you won't get any candy this time, Now, -
pick elther all the chocolate or all the candy. Whi.c_:h.has more to eat-?j LN

| v. ._ - Candy '   ' ;‘ ;Chocoia¢e ;';;éi;;~$§1;. :;2 e
~Why‘d:iv.¢,1 }'ou. li;i.ck that? | | o pR
_ Which are there more of, chogdxgte or candy? .
o 1o thatt | e S
Put all the candy in my ha‘nd.- | (:oricectf . Incorrect |
Put: a11 :t‘;he chbéollate"in my haﬁd.' o Cdtfeét,ﬁw- ,' Incorrect o
L, Is .,a;11 t‘h'le' candy 'choéolate? © Gorrect No ; i_:...:;._;ta",",Incorre;%ﬁ Yes
Is ‘all ﬁhe'can&y mint? - Correct NO '.In'correct-Ye's' |
Is some of the :canclly‘choco]f.ate'? Correct'Ye's"_“ - 'inéortegt No
Is 'some'of,.tlie.candy mint? Correq_t 'Y'es"__ ;Iﬁcorrect- No -

| Now, listen carefully. If you took some of the chocolate away, would
. - there be any chocolate left? o e

| . Yes . To o -

. b. ; It you tc')ok’u»all_.of the chdc_olate away,:‘"woﬁl.d: ﬁh.ére_}-be 'ahy 6ho¢olé.te left?
| I:E you took all the ’.choc_dvlat:; avay, would there be :any" ca'r'x.dvy' lief.'t_?'f
. 1£ you took all of jthe'__y._céﬁdyv awéy, wouldthe:ebeany chogéi_a_;ié left?

Then 1s there more candy ‘or more chocolate?

o




_Why do you say thereis more

| 6. .Wh'at"kindiof candy is here?

7. You take either all the candy or au- the chocolate, whichever :Ls'

i M

.

. All Candy ° . Chocolate .

S ERVRUP YIRS Y

ar i AT b o s R A e kb




hamnand

gfuwhat dad you dream about last time: - tell me a dream youdhad.n_?
f}“uhat happened after the dream was over? What dld you thank and do?”

s, a.r HWhat happened to the (ObJect) aftef Y°“ W°ke ”97 Where d‘d 't 9°' Where
/Afwas xt after you woke up?” ' Lo : A L

i(lf at hadn t d;sappeared ask ) "Qould you see nt when you woke up?“

f;AZ a. What is thls? (pacture of a dog)

IR . | o - Dream Interview

f;icdde.f'sex Age “Date tester

’~1i-lntroduct|on..

'1af'”You know what a dream is, don t y0u? Do You dream sometnmes durnng the mlght?" ?'””
*fdf;i"Céh"you have‘a dream it you stay awake and don't go to sleep?"

(lf he says he does not dr‘eam, go Oﬂ tQ 5)

'”faﬁﬂr(lf he saYS he dreams. aski)

e

lf zt dcsappeared ask ) "Could you see |t leavung?“ |

wf”When you see a dog nn a dream, aSlit:the”same'as”whenpyohkargtawake'at.n;gﬁf{andﬁpﬁwg
;ﬁ*see a dog?" - Lo oL T TS S N

e

s thas a  real dog you see here, or is it a pncture. JUSt somethlng that looks llke am

ﬁ;d(lf’real:) Can this dog you see'here'bark or éunz"‘

3 G Was the (obJect ) you saw in your dream Just pretend, Just somethung tha
7 lpoked like a (obJectY] or was nt a real (obJect)? o | | | EE

?'3 ‘d. Was the (object) in your dream really there where you wece really close to you,ﬁ
.oorf d;d it just seem to be there? | L .FN.A e _ 5 e
j’5(lf really there ) COuld you touch the (obJect) and (smell or other appropriate
;w_sense) at? T el e G e ST e s

o - O R SRR OO WEER S B P o i i s et A bt ki it s B B8 i RN 1 demt 3 e ok T Gl - S b WD SER NI,
: . b g 1 s : ! e " 3 g PR
D PN - R [P S PP N e e e p e et ot b2t R gt S s e et



-

- dream interview = 2 -

5. The Origin of the Dream

"Tell me, where does a dream come from?"

‘Where are dreams made, where do they come from?" |
\ o .' o
- VDo they come from inside you or outside of you?'.
'"Who makes the dreams come out?' |

U 90u or is .it somebody else? -

6 chétfbn‘of the Dream

C while you are dreaming, where is your dream, where does it go?'

. Mls It'inside.of_you,or In_your room?"

(If the dream is'in the head, in the thoughts, etc. (thus anternal and not external) say )

CUIf we could. open your head while you are dreamang, if we could look anto your head )

could we see your dream?"

-;Lf not, why do you say that we could not see your dream?'!

© 7. (UIf the dream is in the room on the wall, close to his eyes, under the bed, etc;;3séy:

“ls it anly that the dream seems to be in your room or as at really in your room?“ 3i‘ﬁ*f

If not really in room: ‘Where is the dream then?“

L, Wf your mother is in your room while you are asleep and dreamang, can she also
see your dream?“ . . o

Why not?

(If not): HHow'abodt me==could | see ycur dream if | were in your rooﬁiwhfle‘you wers' .f

 dreaming?"



e 8 Substence of the Dream e D

' ﬂfﬁfi"ls it made of pqper?“

lﬁffd“Then, what Ip lt made of?"

o ”Can we touch dfeams’“

"“°7$fm“15 a dream a thought or is it a thnng?“

i "fié"Leg s make belqeve that you dream durlng the night about a monkey,-
35]that the monkey was there,or would the monkey really . be there?" RN

|f he sa's he dudn‘

= dream'at beginnin
Hﬂ*[tell about a dream he had,)

f*ﬁ“WhaL as a dream made Of?u~7Iﬁ~m$Mwi*~¥?5““w

" . dream’interview

(1f_the ch:ld still_says he dnd not dream, ask hum-)

1¢ﬂSca1e Score

?il.; Know what a dream is.
.2, Says picture of dog is not real
-{\3,T~Dream object is not real

partly aware of unreality of dream o

igff“Then do you know why we dream, why there are dreams?" -

. Dreams do not originate in the external physacal world.~,3

. 7. Sure dreams take place inside.
8. Dreams are not material things., . T N ' |
Dreams are caused sn a purely subJectnve or smmateraal fashaon by the ch;ld himself.

L
T
.6, .Thinks dreams may take place inside,
7 . .
8
9..

' Feturn now to. antroductnon and’ ask agaln to

]f;“Then do you know why we dream, why there are dreams?" f{;}ff;vﬂﬁ.a;”fff#ﬁim’f

hf?b.' fully aware that dream is not real and eonsustent sn saylng thss.
4, Dreams are not visible to athers. .

4 N ;o .t P
- R S
”

Would- it just segm.

Mf:fnLet s make belaeve you dream about a monkey durnng the naght.4Wha; would make you fifif
;Q;'dream about thet why would you have that dream?“ Tl e

" 9. "When you had the dream about the (ob Ject), why dad you have that dream? What mada_"f};
-fffyou have that dream? T R I

e -
. B T v
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" DELAYED REWARD PROTOCOL |
'f;We are fznished now, and since you've been a good boy (girl), I would like

. to give you some candy. {Show one of each szze.) Is one more to eaL? jﬁ{[;;f
"Show me the bxg one with more to eat,. : SR

'.'Vf,I don't have enough of these big ones wzth me now so I can't give it to you B
- for you to go home. Which would you like? Would you like this little onG
- right now, or would you like to wait until time to go home. and have the .

fof~the choice. Do not, however, try to talk him out of any choxce he makes )

o | Why did 'yéu"_“pi‘ékﬁ that? E

;31 PRE-SCHOOL PROJECT
FOLLOW-UP STUDY SUMMER 1967

57 Chzld #
.. Time of Day
Date =

. Examinerx

Correct ﬁf - . Incorrect

now, but I do have a little one. You can either have this little one right
now, or if you want, I will get a big one and give it to you when it's time

big one? (Repeat or reward as necessary to make sure the child 1s aware'of

*

. P - . . R .
u'."ﬁv' - Cle e e €L
tlie . S e -

Picks small now

______

chks big later

_15'At time bzg candy is gtven to the child-' Do”you'remember what I told you? =~
S What dzd I say? x .o P DR ‘

H 4
- If says wants bzg one now: I can 't give you thzs one because it belongs'ﬁ.ff.;
. to somebody else. I'll get one; just like it for you if you want to wait .
- -until it's time to go home, Now, you can either have’ this little.ome . - .-
,'rxght now, or if you wait, I will get. a big one and grve it to you when
,'1t s time for you to go home.“lk,j_ - B RN . R
. b




pm:-scuoor. PROJECT
FOLLOW-UP swumt, SUMMER 1967

* Child #
. Examiner
Date
Time of day'

A mPULSIVITY PROTOCOL _

. Have the ¢hild. turn his chalz around facing blank vall and say, “Now 1

#f}\would like. to see how long .you ¢an sit very quietly without moving at all.:,
© Just sit and don't move and don't talk. Let's see hoy long you can sit '

.. without moving OF t'é"ﬂc"ing.'f (s:hi.s"?i{auld be said: ina Pleasant, quiec
; tone of voice.) R . 4 o

é

;:?i,SGORING - use stopwatch

.
'

m: €}f;;a) Record the second at which the child makes his first movement, and pla¢e
‘i +7 the number, "L" next to the description of that movement, . Thereaftez, - '
”*:serially number each movement. !If none of the following descrzptions fin,

Trunk moving _

.:f  ,fArm and/or hand moving

fyf;ﬁf'Talka (fédord ré§P°n3é).

fﬂ;jwrzte in a desctiption of che chxld ) movement.,
‘fﬁGecthg up : R

At 7.Q_Wa1king . :
:QTurniﬁS around (body off chair)

:;“iHead moving

i

.. Leg and/or foot moving

i -

-y » ~r—~‘ g ’ y

| The first time the child cither leaves his chair or talks, or afCez 18Q seconds

'7;'say, “That 8 very good. You can turn around naw."_ SIS

S '..j';At end ask chnd A) "How long did you sit?“

[

Briefly describe his behav:l.or during the teat,,,.

B) "What did you think about while you aat?“ f¥ff{ff!fffff§*ilj?*“)~



DELAYED RECALL OF DESIGNS

"l am Qoing to show you a deSign for a few seconds. Then I'm gp}ng tQ.ﬂﬁ?m

,'take it away and you will have to remember what |t looked like. After a few .

-more seconds, | will show you a whole group of desngns that lopk somethnng

'vlnke the first one and you must pount to the one that is exactlz the same as

the one that'you first saw. Let's do some for practnce "

(There are two practice items. If S makes two errors, E points out

‘the correct answer. |f after both practice items $ does not understand the

"concept, then E will repeat the practice itemsf)

E shows the'deSign for 5 seconds (and then turns the page and Shows

 the blank for 15 seconds. ) Then E turns to the page with' the 12 stnmuln.‘

"E times the subJect s response time (to:the half second) to the first response.ﬂfﬁ

. E also codes the total number of errors for each item and the order in whlch

they are made. If S is correct, E will praise. If S is |ncorrect E says, !3"

'"No; that is not the fight one. Try again. " (thus creatnng munomal anxlety) |

E continues . to code S's responses (not times) until S gets the stnmulus

- correct.

NOTE: On use of the stopwatch, timing is more accurate if E starts from 0

for each of the |ntervals (5 secondsw 15 seconds, time to fnrst response)

If E trnes to turn pages at 5 seconds and agaln at 20 seconds by the watch 'Thaﬂhm

the tnme:glven.to the child may not be accurate.

o it e ke



. - COGNITIVE STYLE PROJECT.

s - o DELAYED RECALL TEST

* Name_____ . Sex __Age School

Date ' " Session ' - Examiner

. RESPONSE_LOCATION =~ TIME

L9 1| 2|3 4| s| 6| 7 |8 of 10 111

©10.

1L 1f 23| &) s 6] 7 8| 9| 0 uxf1a

S 12, 11l 23] 4] s| 6|7 |8] 9] 10x

Kagan = (revised? . Novembex 1961) «...'- i = o
T S LICL LR & L
V- e




PRE~SCHOOL PROJECT

FOLLOW-UP STUDY, SUMMER 1967

INSTRUCTIONS FOR DRAW A CIRCLE SLOWLY

Materials: paper 8 1/2 x 11", primary pencil

~.Directions:

THIS IS A CIRCLE (E draws a standard 1 172 circle). | WANT

"~ 'YOU TO DRAW ONE FOR ME (let child draw a circle; make no reference
' .to size; correct child only if shape is very wrong) .

L THIS TIME 1'D LIKE YOU TO DRAW IT AS SLOWLY AS YOU CAN, (é
~ demonstrates by drawing a line slowly). TAKE ALL THE TIME YOU
~ WANT, AND SEE HOW SLOWLY YOU CAN DO IT,

(Record time taken to complete the circle. If child has not -
-completed circle at end to ten minutes; termunate by sayung, "That's
fire. You can stop now.")

(If chuld stops in mud-curcle, record time; say:; ''Keep drawing
and don't .stop until the circle is all done. Go as slowly as you can,
but don't stop.'' Record time agaun untol circle is completed, summing
for total timee)

~‘thé:, Draw a C|rcle and Curuosuty were done after the break so that e
B the response times would not be affected by any undue restlessness.;.~~




THE COGNITIVE ENVIRONMENTS OF URBAN PRE-SCHOOL CHILOREN

.ROhert‘D. Hess, Principalllnvestigator B

" MANUAL OF INSTRUCTIONS
FOR ADMINISTERING AND SCORING
. SIGEL CONCEPTUAL STYLE SORTING TASKS ~~

L e

The measures described in this manual were developed in the project,
Cognitive Environments of Urban Pre~School Children, supported by:

" Research Grant #R-34 from the Children's Bureau, Social Security Admin-
istration, and the Early Education Research Center, National Laboratory
in Early Education, 0ffice of Education, both of the U.S., Department of
Health, Education, and Welfare; the Division of Research, Project Head

B I VN e T o R P W P

PPNy

‘Start, U,S. Qffice of Economic Opportunity; the Ford Foundation Fund for

the Advancement of Learning; and grants~in-aid from the Social Science
Research Committee of the Division of Social Sciences, University of
Chicago. -~ -~ -~ - . S SR :

¢

ERIC

Full Tt Provided by ERIC.
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THE COGNITIVE ENVIRONMENTS OF URBAN PRE-SCHOOL CHILOREN

e

L The research sample for the Cognitive Environment -Study was composed of i
.-+ . 163 pairs of Negro mothers and their four-year-old children, from three ..
' .".socioeconomic classes, defined by father's occupation and parents' educa=
.’ tion: upper-middie, professional and executive, with college education; L
}gf;upperélower,-skilled and blue collar, with high school education; lower=
" lower, .semiskilled and unskilled, with no greater than tenth-grade educa= '
- tion; a fourth group included'father—absent-families,living on public = .

" assistance, otherwise identical to the lower-lower class group.

B Subjectsfwere4interviewéd iﬁ fhé homé;'énd mothérs.and'chiidrén.Wer¢f37;
.- brought to the University of Chicago ¢ampus .for testing, when the children-
.+ were four years old. Follow-up data were obtained. from both mother and. . .

’f}fchild when thé‘child was six years of age, and again at seven years.

i Principal Investigator for-the project is Professor Robert D. Hess,

. formerly Dirgctor,;UrbanVChild Center, University of Chicago, now lee . -

:"Jacks Professor of Child . - Education, Schoal of Education, Stanford .-
University, . = - R R , Lo

7 Co-Investigator for the follow-up study is Dr. Virginia C. Shipman,
" Research Associate (Associate Professor) and Lecturer, Committee on Human: .
. Development, and Director, Project Head Stary Evaluation &nd Research ...
" Center, University of Chicago, who served as Praject Director for the .~ -
.pre=school phase of the research. IR S SR

fh):ffor; Jere Edward Brophy, Research Asébciatéh(A557stant}Prbfessof);;";f“fﬂiw
" Commi ttee on Human Development, University of Chicago, was Project Director .-
.. for the follow-up study and participated as & member of the research staff

" of the presschool study,

“ 0 Dr. Roberta Meyer Bear, Research Assocjate'(Assistant.ProfeSSOr),_“
" Commi ttee on Human Development, University of Chicago, participated as a . .
- -member of the research staff during the pre=school and follow-up phases =
©+o of 'the project and was in charge of the manuscript preparation during the. .
"7 write-up phase of the research. . . . oy

Py, et mee

. Other staff members-who,coﬁtfiﬁuféd gfeét\y to the project include

“pe. Ellis 0lim (University of Massachusetts, Amherst), who'waS.responéible fqu4fLV

. for the major analysis of maternal language; Or. David Jackson (Toronto, . =#i-"
7" Ontario), who was ‘involved in early stages of development of categories for . .~ "
L the analysis,of_motherechild interaction,‘and-participated.inythe process=" - "
"~ ing and analysis of data; MrsjuDorothy-anner;4who‘SuperviSed the training = ¢ & o
- and work of the home interviswers, acted as a liason with public agencies, ' . = .

?iffiﬂﬂp?foand”had Drimary_rcSponSEbility'er‘obtainjngﬂghejsamplﬁ-Qfg?“biectsgland'iﬁﬁ;5 ; *”

L) T Mrs. Susan Beal, Computer pisgrumer.
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COGNITIVE ENVIRONMENT STUDY
MANUAL FOR SIGEL CONCEPTUAL STYLE SORTING TASKS v

SUMMER 1967

MOTHER'S SIGEL CONCEPTUAL STYLE SORTING TASK .

. INTRODUCTION

Durxng the fzrst testxng sesszon at the Unxversity, mothers were admxnxstered f';
the adult: form of the Slgel Conceptual Style Sorting Task: Materials were black-

. and-wh;te paper cutOuts of human fzgures, from ‘the Make-A-PLcture-Story Test (MAPS)

ADMINISTRATION

The tester spread the figures randomly on e'table,]wiéh no'obvious:groupsj{"dﬂi”u

. '*d Shadlng, etc.). The subJect was lnstructed.

YOU SEE BEFORE YOU PIGTURES OF PEOPLE, I WANT YOU TO PICK OUT AND PUT -~ =

""placed next to one another (e.b., males, females, nudes, unxformed flgures, ﬁ.f}fjsﬁlﬁ

INTO CNE GROUP ALL THOSE FIGURES THAT ARE ALIKE OR THE SAME IN ANY WAY OR GO }:v;

" TOGETIIER IN SOME WAY., YOU MAY IIAVE AS MANY OR AS FEW FIGURES IN YOUR GROUP AS -~ .

_ YOU WISH, BUT I JUST WANT YOU TO MAKE ONE GROUP, - DO YOU UNDERSTAND? ALL RIGHT.,f‘ o
GO AuEAD, | ‘ - | L | S
Reaculon Time was recorded bebinnxng ;mmed;ately after the tester sazd ,ng

-;"Go ahead." The score was the number of seconds unt;l rhe subJect pxcked up the:'a;;f
. first flgure. - Ll é
After the sub;ect had completed a sort, the tester recorded the fzgures Lt R
 selected and asked: | | :dfiﬁ
 wHAT IS Tk REASON YOU PUT ALL THESE TOGETHDR? _.Vf o S

The suchct s response was rccorded verbatlm.~ | - | "ﬁ

% This manual‘ls ‘based on ithe conceptual style sorting task procedures and cod«dflldeﬁ
‘ing categories developed by Or.- lrvung E. Sigel, D%rector of Research The AT
Merrull-Palmer lnstatute, Detroat M:chsgan..u; : . : R
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- The tester than replaced the figures randomly on the table, and sazd.

ALL RIGHT. NOW I WOULD LIKE YOU TO MAKD ANOTHER GROUPING, TAKING THOSE
FIGURES THAT ARE ALIKE OR THE SAME OR GO TOGETHBR IN ANY WAY, BUT THIS TIME ON }f
. THE BASIS OF A DIFFERENT REASON THAN YOU USED BEFORE..JDO YOU UNDERSTANDZ ALL .
RIGHT. GO AHEAD.,. ' ’ S R

Once the sort was made, the subJect was asked for a reason. Agazn, reaction
'?'tzme, the figures selected and the verbatzm response were recorded._ .f

Thzs procedure was repeated untrl the subJect made 12 grouprngs or sorts.

szfter two or three sorts, 1nstructions were reduced to.‘wﬁf*fif Nt ﬂ.

i ALL RIGHT. I WOULD’LIKE TO MAKE ANOTHER GROUPING BUT AGAIN ON THE BASIS A;if
. OF A DIFPERBNT REASON s , i




SR
vt ll'o ’

f’chzldren were adminxstered the ch;ldren s form of the Sigel Conceptual Style

-, of common obJects, anlmals, and humans, and five sets of black-and-whzte cut-out , :fﬁ
»;»paper fzgures from the Make-A-Plcture-Story Test GMAPS)

7,of a presentatxon pzcture and tbtee chomce plctures.

COGVITIVE EVVIRONWENT STUDY

' MANUAL FOR SIGEL CONGEPTUAL STYLE SORIING TASKS

SUMMER 1067
. -:- )

K CHILD'S SIGEL CONCEPTUAL_ STYLE SORTING TASK'.

INTRODUCTION

Duriﬁg'the second testing session at the University, the four-year=-old o

.Sortlng Task. Materlals included fifteen sets of black-and-white photographs :.f777ﬂ?

Each set was composed

1.

',5<l
6.
7.

© Presemcation - ' '

duekﬁ'

chalr

MAPS #6

‘stagecoach

banana

cow

" .10. bed

11. baby

‘12.'brcad_.fl

.-+ banana

- fish

Plctures S

1

,fidresser |
" MAPS #11 f' 
'\'1,5 sai1boatv
smiling coboy - . |swiling man '
lng cowboy T green beans
sMAPS'#ilt-ﬂ{f}}[;{k'.f' ﬁ'k*fngPS'#72;£ﬁlzfﬁ
- ' :ijffelephaﬂtiffg?f
S eradle
.?ﬁiﬁﬁitﬁiaypeﬁ,ti:t;fl

e tomato T

"*ﬂzrchest"l

.8ir1’¥’"

"33

7 camel

“f_cmﬂe""

. .orange - . .

MAPS #9'_*r7 -

airplane

"neutral .
‘. poltceman

' grapes

. horse i .

MAPS #3

~pear

hen

- rocking chaizx

MAPS #101t

jeep

ranch .

celexry

 MAPS #108

~ sheep

apple?‘; ,f,f'

lamp

man

g ham slice




S mowesdes 0L o wes o mesde oS 18
14, Truck dog - horse - sheep
’!%;iISt?ranch e,:ﬂfﬁggﬁii;{f;rﬁ;lf_'stagecoachfyf?7f:horse . cowboy .

16- ’WAPS 4r107 MAPS #118 MAPS #5 o '~""-.MAPSH#,67_ -

/f ﬁfffthree choice prctures 1mmedlate1y above 1t, alxgned horzzontally to the chzld' 5

V ,'”7???fr18ht (tO hxs 1eft if 1eft-handed)-

7}18}7f1reman
i?l9yfsm111ng nurseflﬁ?;“?fﬁiﬁ}7ﬁuf* héutral_nuxséfj““smllln . sad stewardes

fﬂgo; MARS #109 - fﬁffjfgffi;ffjf.fqurs #112 - WAPS #104,,?ff5.,MArs #105 -

‘.fnot corrected, nor was the child gLVen the name zf he did not know it. f .

BYA NI 5 e N R
- e o et S e o e Sl et o S .
,,,,,,,, R .

N cocrlrxvs ENVIRONWENT STUDY
o YMANUAL ron SIGEL COVCEPTUAL STYLE SORIING TASKS ;j““f-h
"" .‘ . '_ .". ; ’g., . P . - : ’

)

" engine io;'?ﬂ;.rOcket ship;?i]hsbbat |

.. 'fire statiom- -’ soldier 'Tg;fffjpolxceman ;fb

- stewar ess

- ADMIN;STRAmlON'

Thc Presentatlon picture was placed on a table in front of the chrld wrtth

{:3 [:1, 3;7':'73 o

3

As the tester poxnted to each of the four pxctures, the chxld was asked to;?l

7“;name it. st response was recorded whether correct or not. A wrong label was;?f “,5

- The tester 1hstructed the chlld'

TAKE ONE OF THESE (pozntzng to three choice plctures) THAT BELONGS WITH ruxs x

. OR LOOKS LIKE IT (pointing to presentation picture) AND PUT IT WITH THIS ONE .
. (presentation picture; i.e., the child was told to place hrs choxce next to the fggjgﬁ

presentatron plcture, under #3 in- the fzgure above;.
Acceptable alternatlve wordxngs of the 1nstructzons :nclude._

TAKE (PICK ouz) THE ONE (OF ranss) TuAm GoES wxru THIS (ONE), ete.,_a,jﬁﬁ?}@j;g;:

L copo Y
S v LSV SNV, d
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tlie seleetiqn was'recdrded,’and the child Qas asked as the ﬁesteflineicatedﬂihﬂﬁ
B the»presentation'picture'and the one.the'child had'seleeted: vif | - B
o WHY DO THESE GO (BELONG) TUGETHER? T
.. . | or | e )
jwﬁy DID YOU PICK THIS ONE?
N ifxiheichild gave no xeason; buc.reﬁeated éheﬁlabels;ﬂor‘peihte§=ﬁeethe;{f;ﬁi;f;
piceures; tﬁe testef said: | o | N . ' N a
| “IELL ME ABOUT THESE,
. 1f the child said "because they're the same," the tester asked.
" IN WHAT VAY ARE THEY THE . SAME? o

. The tester continued to encourage the child to tell her the basxs of hzs

L)

'ZSOrt, ‘how Lhe fxgures were the same, why they went together, untml the chxld gaveifff

a scorable verbal response, or. perslsted 1n a nonscorable or. nonverbal response.ﬂaif}

"How are they alzke?" was not asked, since young chlldren, especxally 1ower-,f}ﬁ
- class children, are npt as‘famzllar w;th the wor&z"allke" as they age'wmthuﬁthe"f,lg

same" ot.ﬁgoes with',




}ffﬂpjffj:_viu ;fl }*:}f;*‘_” COGNITIVE ENVIRONMENT STUDY R
‘ L SCORING MANUAL FOR S1GEL |CONCEPTUAL STYLE SORTING TAsks it
w R e SUPIRREES O B R S

. INTRODUCTION - .-

A"'subJeC£S'invthe'COQN3tive Environment Studv'~~fmothers and their.four',:dulhﬁ'”

lﬁ7fff'year-old chnldren - were adm.nnstered Sigel Conceptual Style. Sortsng Tasks -

uTﬁil‘durlng testung sessuons at the. Unnversuty. Although the materlal and |nstruc-'_¥“+3

ﬁfq{;f;tnons d:ffer fcr the adult and chnld verslons of the task the formal-scortng
Th&fhfcategornes are the same. ln each task the subJect is asked to make a "conceptual
. Fsort“°d the chnld is asked to select one of three items to go with a presentatnon .ung%
*ffﬁi{?cﬂpncture, the mother, to group togetner two or more fugures from a large array. R,
;57731And an each task the subJect is asked to explann his sort, to tell why the ntems ;;;;?;;
21:51-}90 together., The formai coding categorues descrabed in thlS manual apply to |
lﬂthat verbal response and . refer to the subJect's conceptual'zataon of the srmular-:fr

~,m'|ties and relatnonshups among the utems constntutnng a sort.. Poss:ble bases for fﬁ'

-fhf:sorts snclude descruptave or stcmulus-centered concepts, relatuonal or functnonal “Hy”d;
'7g_concepts, and categorscal or :nferred-ciass concepts. The SUbJeCt may offerEL a
.5verba] response whuch cannot be scored such as a dlSJunCthe statement or a

; h;:vague‘reference. He. may be unable to verbalnze the concept, in whcch case he is ig&f}ff
-t'credsted for havnng made a sort but recenves a score for nonverbal conceptualazaef:tfimg
t;:tson, or the subJect may be Unable to make a sort, nn whnch case he recenves a |

. R - . e ‘-‘,_- CoeT W . . et “ L L e
- ," e . - . W 4 : . I T S . T e . .
D e e e L T T e S SR
e L . R S e . ot LT L N . S . e -
e N . o . . LI B o -, . el .
(R PR R o B . PR . s PRI
. oo g . KN .

) *score_for“a.non-sortj;,,??fﬁfggy,.

,,,,,,,,
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1. Descriptive:

N ‘

FORMAL SCORING CATEGORIES

(Stumulus Centered) Concepts whach are deraved durectly from

B : the physncal attrnbutes of the stlmulus ‘and ones in which the fgif]?;

xi?fconceptual label contauns a durect reference to a physlcal

g;-attrlbute presenr nn the stlmulus._

"

e

J'Descrlptivee ?f‘
© Analytic
_or Part-whole';“ '

o-1~f

. B . Tl ey Y B
o S o I
v N »
‘».' M N . ot

'”f:of two types'

‘Sorts in which the physical attributes or‘propertles offfhg fllf;gf,

' '“'ﬂfmaterials presented'are'the basls“of similarity; e.g., coIOr‘*'-**

Descruptave responses are »u;.

Analytlc (Part-whole) and- Global. vl{-*""

,f;(black and whate only), texture, shadang, shape, or size. a

m!fTQA'obJects or fngures depacted are employed e g., heads, legs, R

"“ﬁszheels, guns, holdung obJects in ‘their hands, clothung (unlforms, f;ﬁ

Sorts in Wthh the descraptuon of physacal attrubutes of the

lﬁfkﬁfsiwell-dressed casually dressed profeSStonal dress), baldn .S, 5jﬁf

“LA7*“Tﬁ"ha|r color, static posture (prone posatnon, sitting posatlon),

'“,V}éjnud.ty (lack of clothlng, they are nude but not “These are nudes.“ ;ﬁ

: ’f"Latter consudered class of nudes and scored for D-3). CF'PPled or-. |

i physacal dtsabslaty (physlcal nnJury, physucal handlcap), etc

_,(smnllng, frownnng, stralght mouths on human flgures other than ;f pﬁ

""CMAPS also lncluded)

‘Descriptive-
' Global;

l-‘D*3:g1

o where the cues are manlfest sn “the stlmulus, e,g., polnceman, f?'lﬂﬁ

'~‘solduers or army men, nurses, nudes, boats, trucks, etc. ;’f{L’

3,

Sorts un whach the label de5|gnates the status, occupatuon etc.ﬂl7ff

. ama—— T R L s

ST LIV LRI LA v s e B OARLDT et RO
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'o-s

_o-e‘

Desoriptive-.f; “’} '
.. Analytic .. -

- or Part=whole .-
;(objects"only)[]*

’"”viﬁé"PeoPle or obJects.- in this category no stimulus is an .ndependent e

SCORING MANUAL FOR SIGEL CONCEPTUAL STYLE SORTlNG TASKS |

o -
SR
3r~ﬂ-',~

- chlldren old people, adults, bables, young people, etc.,

Sorts based on or dealong specufucally wcth the phyS,cal f,;'~""¥7f°

'_ oo

Ql_etCy _(Does ggt'apply.to 'MAPS fsgures.).

ll., Relational-
Contextual‘

COGNITIVE ENVIRONMENT STUDY

Sorts in whcch dascrete age categorles are employed e. g.,

Sorts |n whuch one of the sexes. is grouped' e. g., males, fema es;ff
Sorts based on age and Sex.'e g,, old men, young women,.boys, '{%

attrlbutes of structural materlal‘ e.g.; wood plastoc, steel ST

Concepts which are used to tie together (or relate) two or more. Tff

;;fAf,pstance of the concept; any one stlmulus gets i ts meanlng from 3 i

\

| ”*?ffjrelatlonshlp wuth the other Stlmull' e.g., a mental h°SP'tal

“'*ff-scene, & family scéne, the horse pulls the stagecoach. The rela- ;;?;

‘ titconshlp must be between the stimuli |n the subJect S sort and

',“‘Tnot between the stlmull and any external factor br0ught in by the f%“f

o ',;ﬁsubJect. For example, "These peOple all belong in a “mental hos-,_AT'

lltpatal“ is not scored as relatlonal since there is no hospltal

?T;present and no |nteract|on among the stlmula in the sort--each

' stlmulus is |ndependent of eVery other st:mulus.~ However, “Th:s : -

: "|s a mental hosp:tal scene._ These are the patuents and thus is

.. the doctor who is treatlng them," |s scored as relatlonal sunce

7:ﬂ‘no stlmulus is an |ndependent snstance of concept, “mental v“

'hospltal scene.“ LU e e \%
.._-‘. (R v [N . . . . . i
4
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'*féf*R}lE?AThematlc~' Sorts whnch are based .on - themes, plots, or stornes 7#1

.;gdwhere no’ categor 'Zs used e.g.. he kulled thts man she 'SLS
,;4¥A¥;Fham food, the boy as helpnng the blnnd man to cross the street’ ff;{
o ete. ) _ \

’N”R;Ziffcebgraphiealo Sorts in whlch the |nstances are related in space--ﬁf

fﬁlocale, geographuc, domucul nary, etc.--where the spatlal reference

ius not an external factor but is one. of the stumull in the sort"“

-ff;e g., the wac and the solduer belong on the.army base, these tools:
.”Ji?belong in the trunk of the car, these anumals belong on the ra“““’v
ngiiTemgoral- Sorts |n whnch the ftgures arelgrouped on. the bas:s Of
A;the temporal development of the’ undlvudual e. 9°s th's is a person ,
yzgrowung up, these are the stages of han or tempol‘al sequence,‘e.g;;~;

ffbefore and after of a crime..

"'S”Comparateve° Sorts based on comparason between two or more ,:1,q

Vihlfstumulu- e.gvy better than thls one. dufferent from thss one,

.‘if?iJone is dressed casually and the other formally.' : f';,;

'*Q"Funetional- Sorts un whuch obJects are grouped together on the

'ef;baszs of thelr cnterdependent use or functuon, behavnor or

'7fq7:fff;_ﬁﬁ;fﬁlfactlvuty, e, g., the steam shovel dugs sand to put on the truck

- T

o Qﬂffﬁj;j”gslt on a cha:r to eat at the table, ham and bread are used to

hl#lﬁffmake a sandwuch the horse pulls the stagecoach, all these obJects
5;3jjmake up a home.df_ s N? ;tfh'ti ;lt'Q" n».llh‘ " ?7_;f,' ;'w;f

;.ij{;gﬂ;iﬁ,fffN;}ﬁﬂR¥6££lSorts in whuch fngures are grouped on the basas/of an understood‘;;f};

B}

}ﬁgg°relat|onshap state between them. B

A., Kunshug . a famsly group, husband and wufe mother

Do 7;,];;*Q*NTJ; and chuld brother and suster. etc.,wzf;ﬁj@sFEJl:ff,ﬂgf}j:fygﬁ

te L

o T
. .-bv
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B. Other Relationship States: Doctor-nurse, teacher-student Y

l:fe drawing class, etc.’

Conditional: Sorts in whuch the stumul: are related condltlonally,ﬁ

. €.G., if this, then that.

. Notes

Al sub-categorles’grouped together"

",:»Score for "R" in general only.

lll- Categorlcal-:'l

lnferentual-;'A group of flgures or obJects are put together where each stlmulus;i

'”hgfln the sort is representatlve of the ‘total class. These sorts-7*'i

"'-;are based on onferred or non-observable charactelustucs of the f :

| “'?fQStlmulx, each instance is not lnterdependent» and a class label"

s used--it is an |nference.- (Note° It must be kept in m:nd thatft

‘fQ}the categorlcal response |s not necessarnly a conceptual one |n

';the Goldsteln or Werner sense. What we are dealxng with in theft;i;

: 7lffollowung |nstance, “People rnde in these." is a categorlcal

f;response tied ‘to'a. concrete reallty in contrast to ''These are S

.: vehicles, z whnch would be a more obJectlfynng and abstractlng

o statement.)g

MAPS SORTS . (human figures.only)u

.f;Sorts in whlch the flgures are grouped on the basis of a common

'-_behaVlor, role, or partucuples of action: e.g., these people all

- work for a luvsng, these peopie all do’ servnces, these people do »:f

_”somethnng worthwhnle or constructlve, these people are walknng,

modelnng, sleepnng. Also motlvatlonal states; they are lntent

on committing a crime,

s -Sorts in Wthh the obJects are grouped on the basis of status,

L class or attrlbutes e. g., professsonal people. crnmunals,

handucapped people, dagnufued people, solemn people, cntelllgent [;




_'.' SRR cocnmve ENVlRONMENT sruov
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l‘;'lfﬂlhﬁljh?;rllol:illfli DI ilh'l]' |
RIS DY \ "lfi‘A lookang, sick people, anvallds, crlppled disabled, inoapacltated
handlcapped, people who need help, dead people, Negroes, Orlentals,oﬂ
f'Pauca5|ans, mulutary people, these people represent Justnce or..,.

'*.jr_tolerance or crime or physucal health, these peopl\ have a persua- :

rjﬁ{?ﬁj;fft - l{gf,;f;,j_,151ve expressuon or ordlnary expressnon, suffer:ng people, artlstuc L

""people, medical people, clergymen. f I ':f;k fz

.'qui,Sorts in Whlch the basus ‘of s:mnlarcty is a moral or aesthetlc 1tfff??

;ﬂvalue or Judgment..
~‘“'*¢’A. AesthetIC° pretty, ugly, beautsful, attractlve, etc.

-;“*7?f;ffAB,'Moral:? good bad, W|cked evn:. "shady“ lookang characterrhlﬁﬂ

P L

- . et Lo N ‘. " .. -z,
RNt i i 2:385 o

l'7=7._mal|cuous lntentnons, etc. (realm of right and

- wrohg )

”l?QSorts in whlch flgures are grouped on basus of a common affect fV -
'ijﬁor EﬂQEiEﬂ" state; e. 9-. sad, unhappv, sufferung, aggressnon,
"?7lh°5t'l'tv. anguxsh, sorrow, suffernng people crying, vnolence,'

o

‘ll,Sortsrin'whleh,stiﬁuli are»grouped on basis of egatlal refereheee-vh,
ll”rffEOmmon locale, geographic,.do@lcillary, etc.;'e.g;, These people'l
k '7,ilwoqld~all‘be founo“ln alhospltal,;thesepeople‘woulo all he‘lnr'

"the streetl orlin a mentalVinstitutlon.l |
‘lli';,:ufjiff'¢s§{flsorts in WhICh the basns of snmllarlty is. a sexual reference other o
v'".'li%ithan desngnatlon of sex of flgures, e. g.,‘these are the sexy ones,'

i~sensuousness, gurls who thlnk they know about lafe, look seductave.f

T,

. . . N . . L " N ‘ ' A : o . N e e v - 0
. P B o . . o A ) BT S N . [ L B P
“o - N ! . PR EEN ) . b R PO P o , - .
- (O ' R . . S . . ER Py e oo ot e .
s e s S SO Uy . S L S-S UL N SV S SV SO SUU L YA FOU RN
ot Proided oy ERC




.. run by motors, these move on wheel,

K Aself-propelllng, these are manufactured, these are anan:mate, |

 these people.can't walk, they are dependent.-

'SCORING MANUAL FOR SIGEL CONCEPTUAL STYLE SORTING TASKS

Function, Use, or Behavior:
: . p——p—-—?

';'to build with;
.-iwater, used for cutting, we eat these, these ave rocknng things, ;f;rl
- used to turn bolts, these are used by people .
l' Class-nam:ng.
T men, huran benngs, furnuture, farm annmals, land vehncles ways gidf
"of.transportatnon, foods..v o .' |

- Attributes:

A- Jc.z;
C-3:

-j, non-functnonal, non-actlon, non-affectnve states ) Examples-

'VJUIcuness, tough skuns, wuldness, these grow on vines, these

;these .can be eaten wnthout cooknng, these people are handncapped

. Affect or Emotional States
- This category ‘is the same as C-h on MAPS wsth one exceptlon.~ o

-The terms--smnlung, frownung--are scored as D-2 ‘on. human fngures

" but as affect on MAPS flgures. ‘f’

~ These people are’ found in the home, they belong in the Jungle, |

' f.see them in the 200, grown on a farm, they go nn the water, lnve o

"stlmuln but s the only basus for the groupnng

[

COGNITIVE ENVIRONMENT STUOY

RPN

Lo el2e

HUMAN AND 0BJECT SORTS

(lneludes all examples of C-1 for o

MAPS plus function and use'for obJects,) Examples are: thnngs.'ﬁ -

these carry people and freight, they swim in.

e. g., professlonal people, homemakers, military.

(Statlc traits of stimuli are basis of similarrtyielf

these are sharp, these are :_}fj,

(Does not apply to obJect sorts. )

A

Geographical: (Same as hAPS)

on a farm. Note:' The Spatlal reference is not one of the'7
lf'there-;sljfh?.fu,

anotner basns along wuth the spatsal reference, score for the __;);t;-,
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. former; e.g., ""These swim in water!" or "'These are used on a  ~=' -

.. farm' are scored as C-l.

Value Judgment, moral judgment, or aesthétic judgment: (Same |

- as C-3 on MAPS) For human figures would jnefude: normal'faceslit;?hf
»‘7te5f "Ormalfexpressions; look regular;hlook surpriseo, serious ST
f}look on thenr faces (where specnfic affect or emotlonal state

a;;cannot be ascertalned) Also,fthese (referrnng to foods) ire t;éfﬁ_;,
_ifgood for you, these make you healthy, these (tools) are nmpor-ti;?'ii
“ tant for man.j Egocentrnc responses,'uf they are the gglx basos ;ff?:

_'for *he sort, are |ncluded- e.g., | like' these.

BJ§C SORTS (objects only)

"fPreSUmed constituent parts or attributes- Basis of simiiarity

s unseen (non-mannfest) parts or |nferred attrnbutes of stumuh-'. ".7'“z

"fﬁo e. g., seeds motors, colors other than black and whute \the tomato ;f

J‘_and apple are red), these are solnd etc..'

. Nonscorable: -

C Verbal:

NONSCORABLE RESPONSES

broad or vague statements: ‘'iooks like‘it“' "the same“ “Just

alike'; or disjunctive responses- "thns |s a truck and thns |s'

o :Nonver5a15

R ansort-

~ a horset.

hSubject makes a sort but does not Verbalfze a rationale'-points;','

puts cards or f'QUfeS edge-to—edge on top of each other or
otherwcse together, or says’ “Don t know"'. -

SubJect is unable or refuses to make a sort. o
S ST T
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. CHILDREN'S

2

.

COGNITIVE SORTING TASK
SCORE SHEET o

1

Code

H
H

1.

tomato

banana -

' orange

pear

" child's Verbal Response

duck

fish

camel .

hen

5.7

chair

‘dresser,

table

rocking

chair

-6

9

1

. 5. -

stage=

coach

sail;

_boat .

airplane

jeep

I
Lo 3
.
[TV °
.
i
.

.. - g 1.;": 6.' -

sm.
cowboy

‘sm., man’

e

police

ranch

7.

banana.

green

beans

- grapes

celery

71

. 72

..3

108

LN o
LIRS . .
o o "
M S W .
: . .
) .o 9.
" .
’ .
PRI

cow

eléphént'

horse

sheep'i "

10.

bed

. cradle

ghest

lamp

e

o
baby

'playpen.

n. man

. 12;.

'bread.'

tomato .

apple’

N

ham"“

113,

68

v .o32."¢.‘:~

.31 _.

18

14,

truck

‘dog . -

- horse =

sheep’

15.

ranch

stage=- .
coach

horse . .

cowboy

107

8

i -

167

17.

‘trace
“for

engine "

 rocket -

'boatf;;;f37

e
Tnaw
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COGNTTIVE SORTING TASK

- o CHILDREN'S Coda '
| S SCORE SHEET _ ~=-cont. T
P 1 2 3 | Child's Verbal Response - | -
180 Ne . fire . | N ' . . . v

fireman | station soldier ' | police | o )

19. sm. | o, - sm. sa | ' .
nurse nurse steward steward g
20, 109 | 1120 - f104 . o f1es . ... . >




COGNITIVE ENVIRONMENT STUDY o
| ‘MANUAL FOR ADHINISTERING AND SCORING THE CURIOSITY TASK
SUMMER 1967

INTRODUCT | ON

e ey

The fOUV'Yea"-Old children in the Cognitive Environment Study sample were ::*"‘ &

-'admlnlstered an experlmental measure of curiosity at the second testlng session.

o ,The stimuli were elght palrs of simple and complex drawungs, adapted from those

“used by Berlyne, amock and Holt, and the Canto"s. The vuewung apparatus.or

‘ ?“curlossty plcture-box" was similar to that used in the Cantors' studues. -

PROCEDURE

Slxteen test plctures, preceded by- two tr|al cards, were presented to the |

;Qchlld one at a tlme in a large viewing box: each card was lnserted |ns|de the

box at the rear, and the child was told to look through a V|eW|ng slot at the

""’7;‘fronfof the box. The pressure of the chuld's head on a bar |mmed|ately above ;

'lktysand the plcture could be seen only when the child was leanung h|s forehead agalnst

dffvthe bar, looklng |nto the viewing slot. The same mechanasm activated a clock

‘fthe vuewnng slot operated a light so that the |nter|or of the box was |llum|nated ‘pnfﬂgﬁl

"l“When the chuld sat back in his chaur, movung hus head away from the vuewung slot,,ﬂ-ﬂg?';

'lthe lught went off and. the clock stopped._ Vlerng tlme was regostered on the '

"fclock to .Ol seconds. f



COGNITIVE ENVIRCNMENT STUDY

MANUAL FOR ADMINISTERING AND SCORING THE CURIOSITY TASK~"

-

STIMULI

Each pf the eight pairs of drawjng§ of commbn geometric figures, elements,
and animals, is ﬁomposed of a simple and a complex member, d.rined by the number
- of objectively observable elements or relationships represeﬁted. Each pair is
‘characterized by oﬁe of four types of stimulus complexity, as indicated in fhe,'
illustration. The order of presentation of the 16 cards was éounterbalénced for

7 type of complexity and for comlex vs. simple.
| ADMINISTRATION -

The subject wés seated in a child=sized chéir, facing the picture-bo¥ wﬁich
'Qas placed on a low table. The_examinef sat to the child's righf, and perpendicuiarl
to the child's line of vision; |
The instructions given to the child by the examiner were aimed at accomplushung, _n
in steps, the followung.

1. the child understands how to make the light go on;

2. the child understands how_to make the light go off and how to keep it
on for some time;

3. the child explores the empty box to satiate any motivation toward that |
object;

L. the child demonstrates, in two trual items, his ability to turn on the
light, focus his attention on the drawing inside the box, and turn the
light off when he no longer wants to see that item.

The specific instructions given to the child, with auxiliary instructions fbr
childretr who do not catch on immediately or whose behavior might disruptuthe taék*"

or distort the performance measures, are listed below in these four steps.




~ " AND ON.AGAIN? CAN YOU MAKE IT STAY ON?

N

+ HAVE ANY PICTURES IN IT NOW, BUT 'I'LL PUT SOME IN FOR YOU TO LOOK AT. NOW,

| COGNITIVE ENVIRONMENT STUDY
MANUAL FOR ADMINISTERING AND SCORING THE CURIOSITY TASK
| -3- | : J
NOW WE'RE GOING 70 LOOK AT SOME PICTURES. THIS IS A PICTURE-BOX. IT DOESN'T -

© YOU LOOK IN HERE (indicate viewing-slot). | S “[jiﬂj

a. If § doesn t look or looks without pressung forehead against bar: LOOK
HARDER. HARDER THAN THAT. LOOK REAL HARD. (etc.9 until S's head has
triggered light). - | |

b If S still hasn't caught on, press his head against the bar until light ,.w-fyéil{&ff

clicks on.

~c. When § turns light on with head: WHAT HAPPENED? WHAT DID YOU DO? YOU

'MADE A LIGHT GO ON, DIDN'T YOU?

"d. If S still hasn't turned light on, demonstrate: WATCH ME. SEE, | PUT MY

EYES RIGHT HERE SO | CAN SEE INTO THE BOX. NOW WATCH (get S' face next to -
E's) =-- SEE, | CAN MAKE THE LIGHT GO ON. NOW YOU PO IT: PUT YOUR HEAD
HERE AND MAKE THE LIGHT GO ON. |

YOU CAN TURN THE LIGHT ON WITH YOUR HEAD, CAN*T vou? CAN YOU MAKE lT GO OFF? f; j;f jf

a. If § uses hands: YOU CAN TURN IT ON WITH YOUR HANDS, CAN'T YOU? BUT I

WANT'YOU TO DO IT WITH YOUR HEAD. PUT YOUR HANDS ON THE TABLE/IN YOUR LAP,
- AND MAKE ‘THE LIGHT GO ON WITH YOUR HEAD.

b, If Stplays" with light, clicking it on and off: JUST MAKE IT GO ON AND

. 3,

STAY ON: CAN YOU DO THAT? |
When S has ‘mastered the light switch: NOW YOU CAN SEE WHAT'S IN THE BOX, YOU

" CAN LOOK AS LONG AS YOU WANT. IS THERE ANYTHING IN THERE? (Chat with-S until

“'lishould be off and clock reset to 0.)

'a. Insert trnal card ‘A: READY/OK. o   ;

THE LIGHT AND LOOK AS LONG AS YOU WANT. WHEN YOU'RE TIRED OF LOOKING A7 THE
| PICTURE JUST SIT BACK AND I'LL GIVE YOU ANOTHER ONE,

’f remove cair; record time; reset clock; OK, NOW I'M GOING TO PUT IN ANOTHER

he has explored the empty box and seems to be ready for the pictures. Luaht
. )

NOW i'M GOING TO PUT A PICTURE IN FOR YOU.TO LOOK AT. DON'T LOOK UNTIL | SAY
READY/OK., WHEN | GET THE PICTURE READY, I'LL SAY READY/OK, AND YOU CAN TURN ON

When S is through locking and light is off, ARE YOU THROUGH LOOKING AT THAT
PICTURE? DO YOU WANT TO LOOK AT IT SOME MORE OR SHALL | PUT ANOTHER PICTURE.
IN? | :

h. If S says he s through (If S looks agaun when he's finished second viewing):

PICTURE (AND THIS TIME LOOK JUST ONCE, FOR_AS_LONG AS_YOU_ LIKE). WHEN YOU'RE
THROUGH LOOKING AT THIS ONE, SIT BACK, AND I'LL GIVE YOU THE NEXT PICTURE. - o

A



. e | COGNITIVE ENVIRONMENT STUDY

MANUAL FOR ADMINISTERING AND SCORING THE CURIOSITY TASK

alym

c. Ipsert trial card B; READY/OK.

When $ is through looking, remove card, : 2cord tlme, reset clock.

NOW YOU

CAN LOOK AT THIS PICTURE AS LONG AS YOU i.1KE. JUST S1T BACK WHEN YOU'RE

THROUGH-WITH 1T,

d. Insert card 1. Repeat c., above, if necessary, for any of the cards. Always"
say, "READY" or !'OK' when a card has beeii unserted to get S used to not

looking before the card is in place.

e 7

SCORING

Two types of scores were obtained from the recorded total viewing time vou

each picture: total viewing scores, and proportion scores indicating relatisvc

preference for complex or simple items.

- Total Viewing Time: the total number of seconds (to .01 seconds) for all

— 'v" . sixteen cards; subscores for Total vlewung Time include the. Total

Complex Time or total number of seconds viewing the eight complex items;

and Total Simple Time or the total tlme-vuewung the eight simple items.

Curiosity Proportion scores included, for each pair,

the ratio of time viewing .

the complex member to the total time spent on both members of the pair

| (cdmplex / complex + simple); for each type of stimulus_complexity, a

mean proportion score was obtained by summing the proportion scores for

the two pairs representing that type of complexity, and dividing by‘two'

(e.g., pair 2 proportion + pair 6 proportfon, divided by two, gives the

average proportion score for Incongruity) ~Finally, an‘ overall“curiosity--fM~f

ratno score was obtained by leldlng the Total cOmplex Time by Total

,v|ewung Time. This score is again complex / complex + simple, a summary

statement across all 8 pairs without, however, guvung equal weught to,

b each pair;. it is not the average of the 8 proportion scores.

e e e e e cm oeem 2






COGNITIVE ENVIRONMENT STUDY

Mother's Code

"~ Listed below are five objects. Your task is to write down as many
different uses as you can for each object. Several examples are given
in each case. You will have approximately 15 minutes. Be sure to
write down some uses for each object. Write down anything that comes
to mind, no matter how strange it may seem, o 5

1. BRICKS  Build houses, doorstop,
. 2. PENCILS  Write, bookmark,

3. PAPER CLIPS . Clip paper together, make a necklace,

' L]

_h;_ TOOTH PICKS - Clean teeth, test cake,

5. SHEET OF PAPER Write on, make an airplane.
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3 PLAY

- :

,‘_ﬁﬁ,;Show child the dolls, labelnng them as they are shown.

 THIS IS THE TEACHER, THIS IS THE FATHER, THIS IS THE MOTHER, AND THESE ARE r...fﬁ
- THE CHILDREN AND THEY ARE ALL'IN THE SECOND GRADE, S

. Place dolls in front of E so that they face the S.
' Note any comments or reactions of S to the dolis on the recording sheet.

'-N,;iSpeak slowly - be sure you have the child's attentlon.

11D LIKE YOU TO MAKE UP A STORY ABOUT SCHOOL, YOU CAN USE SOME OR ALL THE -
;' DOLLS TO HELP YOU TELL THE STORY IF YOU WANT TO, BUT | WANT YOU TO_TELL4NEA_
- SOMETHING THAT MIGHT BE HAPPENING IN SCHOOL. ~ B S e

Y le S asks if he can or has to use all the dolls tell h|m it's up to hlm, that
T+ - he can use as many as..iie wants to.-=WHAT | WANT YOU TO DO IS . TO MAKE UP A '
DS STORY ABOUT SOMETHING HAPPENING IN SCHOOL. : » |

; ‘. -...I“;;},'.f Probes | ' . L - o
nmgmwmwcmmow’watmnmsmwTW"HWWWMmemw

w;lyﬂTfAfter first spontaneous verbalization wait=-if child doesn't go on ask hsm

-ﬁ,;;;;,to tell you more about. i t==then ask, about feelungs, endsngs, etc. ‘v, ﬂ Lﬁ

’e:nf;A ter story ask "why" questlons, to flnd out about unexpla:ned emotlonalo_
'”_;{reactxons, etc, _‘ . SRS o L L R

G Try to get an endmg to the 5t°ry‘ |

, "'f;§fRecord|ng

BRI Record verbatlm what the chlld says, descrnbe all actlons to dolls, ﬁ:“i}fj7
| “‘Qjﬁ.especaally when S is not verbal:ztng._;au;gius, ST

IO SO




