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INTRODUCTION

The rescarch in vecent years in the area of child development and
early childhood education has drawn increasing attention to the import-
ance of preschool experiences in relation to the later educarional pro-
gress of children and has led to wide acceptance thar the first four oxr
five years of a child's life are the period of most rapid growth in
physical and intellectual characteristics and of greatest susceptibility
to environmental influence . The early years also provide the all im-
portant basis for later development. Theoretical as well as emperical
descriptions of developmernt point up the way that the developments of
one period are in part determined by ezvlier developments which iﬁ turn
influence later developments. According to the theory of Piaget, the
greater the variaty of situations to which the child must accommodate his
behavioral structures, the more differentiated they become. Conszequentely,
early exposure to a wide variety of activities involving socizl and intel-
lectual interactions with children and adults greatly enhances a child's
ability to learn, The reverse may also be true., Deprivations are most
damaging in their effects in the early years when growth and change are
most rapid, It seems that such deprivations can be compensated for only
with great difficulty in later years if at all, Some of the seeming
irreversibility of easily established progressions may well be due to
the fixing by experience of affective behaviors and physiclogical patterns
in both qualitatively and quantitatively different ways that may be non-
optimal for the later acquisitiomn of particular cognitive structures, a
matter which Piaget also echoes in his emphasis on parallel courses of

cognitive and affective development.
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Recent attention has focused en the great neglect of the human needs
of some of our youvng children and the large numbers of children who
enter school unahble tc make use of the learning opportunities provided.
Investigations have demonstrated that child rearing practices in low
socioeconor ic families make for incompetence under particular task demands
in the larger society. While these parents may be sincerely encouraging
outwardly, often their lives do not provide models of the competency be-
haviors which they wish for their children, and they often do not possess
the skills to motivate their children toward the active mastery of behaviors
which are necessary for competence in our society. As a result, tco many
children in the lower socioeconomic strata de not learn to learn; their
speech, concepts, experience and drive to achieve are inadequate for
learning. These children who enter school at a disadvantage have little
opportunity to overcome their initial deficiencies, Therefore, since
the traditional school is umprepared for the deficits which these child ren
may present, the children of minority and other disadvantaged groups tend
to fall further behind in the development of skills which are critical in
making a living and participating fully in modern society. These children
have the greatest need for early school experience, for they are most in
need of help in developing their ability to live independently and creative-
ly in a modern society.

Recognition of the importance of early childhood education, par-
ticularly for the three to five year old has increased greatly in recent
years. In 1966 the Education Policies Commission of the National Educa-
tion Association and the American Association of School Administrators
issued a statement recommending that education at public expense be
offered to .:11 children be :inning at age four not merely to offset disad-
vantage but because they ire ready for a planned educaticnal experience.

C 6
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The importance of early childhood education for disadvantaged children
has been recognized through the provision of Federal aid for preschool
programs primarily through ESEA Title I and Title ITI and Project Head
Start. The United States 0Office of Education designated early childhood
education as one of five major priority areas and provided funds to sup-
port many varied preschool programs and to support the Educational Re-
sources Information Center on Early Childhood Education and the Coordina-

tion Center of the National Laboratory in Early Childhood Education.
Statement of the problem

Eariy childhood programs have developed rapidly. As a result of
these programs many more children aged three through five have had school
experience than ever before, particularly disadvantaged children. Much
data has been collected showing the characteristics of these children
and evaluating their progress in preschool and early school years, but no
comprehensive analysis of the data has been made, Most of these data
have not been interpreted to show the current thinking of researchers
with respect to developmental factors which characterize the preschool
child at different age levels, from different social strata and from
different ethnic backgrounds. This information is needed as a basis for

making management decisions concerning the continuation or possible in-

Although many evaluative studies have been conducted, a more com=
prehensive and systematic approach is needed regarding the characteristics
of the children enrolled and the programs provided. We need to know the

characteristics of programs which make a difference in the child's

”
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development and his school progress,

Db‘g;ﬁiyeg

The objectives and major questions to he addressed during this project

are as foliows:

1. To identify those characteristics of preschool children which
relate to later performance in primary school.

2, 1To review existing standardized and non-standardized tests and
other appraisal instruments, which may measure changes occurring
during preschool participaticn, in the behavioral ch: icteristics
important to success in primary school.

3. To develop an evaluation design for surveying preschool programs
funded by ESEA Titles I and 7II. Such a design would include
specifications for sampling, specification of variables to be
included in any instrumentation, and recommendations for the
development of measures to determine changes in the charac-
teristics of preschool children.

4. To develop an evaluation system which will provide data which
will answer the following questions:

a, Which characteristics of preschool pupils are related to
later success in primary school?

b, What are the characteristics of pupils who participate in
programs and services provided by Federal funds?

c. What are the characteristics of the programs and sérvices
being provided to preschocl children by Federal funds?

d. What is the relationship between pupil participation in
specific preschool programs and services, the home and

Q .
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school enviromment, and pupil development as measured by
tests and teacher perceptions of changes in classroom be-
haviors?

e. What is the relationship .etween the needs of the pupil,

the programs and services in which he participates?

Description of parts of the project

In order to accomplish the above objectives the project will be
divided into three major parts. Part I will include an extensive litera-
ture search of recent research and "fugitive literature' which pertains
to the developmental characteristics and learning capabilities of preschool
children. This review will encompass the educationally=-relevant develor-
mental traits which have been studied and described in the coguitive,
affective, and psychomotor domains for children frzm three through five
vears of age including any research concerned with the effects of educa-
rional and social-familial factors on the development of these children.

It will carefully delineate the findings in the cognitive, affective, and
psychomotor domains and will further delineate the findings regarding
characteristics of advantaged and disadvantaged children, the developmental
characteristics of children at five yvears of age and below five vears of
age, and characteristics which show differences in the development of Anglo
and Negro children,

Part II will consist of two sections: Development of a statement of

developmencal objectives and a review of evaluation instruments which
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are available to measure the characteristics of three through five-vear-
old children. The statement of developmental objectives will be greatly
dependent upon the review of the literature performed in Part I. Each
objective will be stated in specific behavioral terms and will be repre-
sentative of each major domain-~-cognitive, affective and psychomotor.

It will represent minimum performance standards which all, or nearly all,
children need to attain by approximately five years of age if they are

to embark at that point upon a regular slementary school experience.

The second section of this report will consist of a detailed review of
existing outcome measures for determining these developmental objectives,
inciuding a description of each measure, the developmental traits which
it measures, and the appropriateness of these existing measures for

what they purport to measure with preschool children.

Part III will provide the necessary data for the evaluation of
programs funded by ESEA Title I and Title III programs., The kinds of
variables, content areas, and behavioral characteristics which must be
explored by instrumentation will be identified and a rationale will be
presented for including these areas. Data will be included which will
support a description of the types of programs and services available,
the types of pupils who are participating in preschool programs, the
urmet needs of preschool age children, and the outcomes which may or may
not result from participation in existing preschool programs. A plan
for sampling preschool programs funded by ESEA Titles I and III and a
design for conducting an evaluation of preschool programs will be

included,



Introduction to Part I: Researched Characteristics of Preschool Children
The remainder of this report will comprise Part 1 of the total pro-
ject. It will include a description of the procedures which were used

in the literature search, an analysis of the data which were obtained,

.nd a complete bibliography of the research which was abstracted and

reviewed.

ERIC '
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PROCEDURES

In setting procedures for the literature search and analysis of the
data, two major aspects of the project were considered; the limited time
which was allowed for the completion of the project and the extensiveness
of the literature search which was desired. Since the analysis of data
and completion of other parts of the total project could not be begun

until the Titerature search was completed, the utmost efficiency was sought

Literature search

In order to include in the literature search the largest possible
volume of research and fugitive litecature a group of ten reviewers with
expertise in the areas in which they would be reading were chosen. The
reviewers were all graduate students who had completed one or more years
of graduate study. Three were from psychology, two from early childhood
education, and one each from special education, nursing, international
education, sociology, and educational psychology. The w.rk of these
reviewers was sequenced into three phases: Phase A, search and list
references; Phase B, abstract and code; and Phase C, completion of ab-

stracting and coding.

Orientation

Immediately preceding the start of Phase A in the literature search,
a meeting of all project personnel was held, The first part of the meet-

ing was devoted to an overview of the intent and purpose of the project

12
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and the relationship of the reviewers to ite This part of the meeting
consisted of a detailed description of the job of the reviewors complets
with a detailed explanation of the procedures which they were to follow
and cxamples of the materials which they were expected to use. Written
handsuts were provided for later study. Specific helps were provided by
the librarian on the use of reference materials, the location of materials,

and services which were available to them,

Phase A

Each reviewer was assigned a set of selected journals and other
reference materials (Appendix A) to search for research reports relevant
to the characteristics of three through five-year-old children or
their progress in educational programs. The reviewer listed all biblio=
graphic references on an abstract sheet (Appendix B), keeping those which
were in his assigned area and returning all other abstracts to the office
for redistribution to other reviewers, During this phase reviewers indi-
cated any fugitive literature or reports of projects which were discovered
and which were thought to be particularly significant for the project.
Written requests were made for this material, A DATRIX search was made

of dissertations as well as a computer scarch of ERIC materials,

Phase B

At the end of the time allowed, the search for materials was terminated
although it would have been possible to continue this phase much longer.
Periodic meetings were held with the reviewers as they began the abstract=

ing protess to clarify the procedures and discuss problems which arose.



Since each raviewer had many more references than he could read, he was
asked to assign priorities to his referemnces by dividing them into three
groups: high pricrity research that must be read; references thought to
be good because of author, title or source but not top priorityj and
questionable references. He was to read those which he thought were the
most significant first. As the review process progressed, individual
conferences were held with each reviewer to discuss his progress and guide
his work. Lists of authors were made by each reviewer and these were
checked against the references of other reviewers to eliminate as much

duplication as possible,

Phase C

Duriuy the last two weeks of the abstracting period the reviewers
were asked to abstract all fugitive literature which had been received;
to again give priority assigmuent to those references which they had

remaining; and were also told to read studies whic: were readily available

After each study had been read it was coded on an IBM optical scan form
DS 2970. Duplicate copies of the abstracts were prepared and coding

forms were submitted to the optical scanner for punching.
Analysis of the data
Since each abstract was punched on an individual IBM card, the organiza-

tion of data was very flexihle. A special purpose program was written to

read, organize, and list omponents of the abstract system. A component is

ERIC - 14
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defined as a minimal categorical unit. The component lists were organized

as follows.

Component list (l): Demographic breakdown across overall behavioral
charac;eristicg

The abstracts were first sorted into three domains of behawvioral
characteristics=-~cognitive, affective and psychomotor--as described below
in components list (2). Each domain was then sorted into advantaged,
disadvantaged or undesignated as to socineconomic status (SES). Each
of these three categories was sorted by age: three year old, four year
old, five year old, and mixed. Finally, each of the age categories
was sorted by racial-ethnic background: Anglo, Negro, Spanish surname
and mixed ethnic background, The computer output listed the component unit
heading and all abstract numbers pertaining to that heading. Aun example
of the component unit heading would be: Advantaged, Five Year 0ld, Anglo.

Before writing, the actual final 1list of demographic categories was
simplified in line with our early frequency aﬁalysis to reflect the
availabiiity of studles dealing with particular demographic subgroups.

The scarcity of studies differentiating three and four year olds led to
grouping these in the report as under-fives. On similar grounds, Spanish
surname and children cf mixed or other (e.g., Japanese) ethnicity were
collapsed into one category. This information was not lost, however,
because it is still reported in the text, albeit within a more encompassing
listing., Thus, the final system of demographic categories reflects:

SES {(unchanged from above); age, under-fives, fivesz, and mixed or undesig-

nated; and ethnicity, Anglo. Megro and Mixed or Undesignated or Other.

[ 45

-
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Componeut list (2): Detailed behavioral characteristics stud:ed

All studies were next sorted into cognitive, affective and psycho-
metor, with each domain listing further broken down into its own various
coded subheadings of particular behavioral characteristics (Appendix C).

A computer output listing provided this lict with appropriate headings

and subheadings printed zind the associated sbstract numbers listed under
their headings. Also within this list was a shorter additional list of
non-behavioral, physical status characteristics, mainly from the pediatrics
literature. These were merged with psychomotor in the report.

The actual lists used in writing the major sections of the present
report are a combination of components lists (1) and (2), with the com-
plete sublist for coguitive (list 2), for example, being repeated under
each of the demographic subheadings (list 1), but now containing under
each demographic group only the abstract numbers of those studies which

deal with that particular group of children.
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FINDINGS

The research summarized in thic section is drawn almost entirely
from the abstracts prepared by the :viewers during the time allotted
to this particular phase of the study. Because of the tight time schedula
under which the study was conducted, there was no opportunity to determine
gaps and fill in missing areas. The large majority of the studies included
are drawn from recognized professional journals or from the ERIC materials.
Many dissertations and a sizeable number of unpublished reports obtained
directly from authors are also included in the sunmary. Although no
tabulation has been made of the type r i material included, an observation
of the authors is that some major research, published in book form, has
been missed and that the sampling of the research which has been sunmarized

appears to be approximately one-third of that avajlabje, based on the

number of references discovered by our reviewers, although the mo
important studies have been included. Years inciuded in the literature
search were almost exclusively from 1960 to 1970, although it appears
that the years between 1965 and 1970 were better represented in the study
than the years from 1960 to 1965, partly in the interest of giving the
best coverage of disadvantaged children,

This is a non-critical summary in which the findings have been re=-
ported but not evaluated in terms of the significance of the research
or the validity of the research methods. The selection p;acedures did,
however, operate to preclude inclusion of highly questionable studies.
If the research results were reported as statistically signifiecant, they
have been included. Unsupported or undocumented trends have been elimi-
nated. On the basis of this criterion and in the interest of readability,
reference to statistics, inferences, hypothesis testing and significance

O
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levels has largely been eliminated.

Many behavioral findings are reported which are not necessarily
endorsed by the authors as germane, since it was recognized that at a
preliminary stage of summarization, it might not be possible to antici=
pate thc importance which some seemingly irrelevant aspect of behavior

might assume when viewed in the light of the aggregated studies.

)]

may be cited in multiple locations if they deal with either

Studie
multiple behavioral or demographic features.

Major synthesis of the research is judged to be a proper activity for
Part II of the project, with its emphasis on behavioral objectives. Thus,
the restriction in Part I has been to those intermediate level synthases
which can be made with regard to age, advantagement-disadvantagement, and
ethnic variations, all with reference to the final demographic category
description given earlier,

Certain abbreviations of frequently used words have been used con-
sistently throughout the summary: MA--mental age, CA--chronological age,
and IQ--intelligence quotient. ADV and DADV have been used for advantaged
and disadvantaged and SES has been used for socioeconomic status preceded
by the appropriate letter, such as M for middle. Other abbreviations which
have been used, particularly in the cognitive domain, are as follows:

AAAS American Association for the Advancement
of Science

B-G Bender Gestalt

CAT California Achievement Test

CEFT Children's Embedded Figure Test
CPI Caldwell Preschool Inventory

SPRA Gates Primary Reading Achievement
GPRT Gates Primary Reading Test

=

118




HCT Hierarchial Categories Test

ITPA I1linois Test of Psycholinguistic
Abilities

MAT Metropolitan Achievement Test

MICT Monroe Language Classification Test

M=P Merrill-Palmer

MRRT Metropolitan Reading Readiness Test

PPVT Peabody .cture Vocabulary Test

RFT Rod and Frame Test

RPT Reading Prognosis Test

S=~B Scanford-Binet

SRE School Readiness Evaluation

WISC Wechsler Intelligence Scale for Children

WPPST Wechsler Preschool and Primary Scale of
Intelligence

WRAT ‘Wide Range Achievement Test

Summaries for studies in each of the three domains--psychomotor, cogni-
tive and affective~-are arranged in the same order (Appendix D) to show
findings with regard to age, advantagement-disadvantagement, and ethnicity,
Within the psychomotor domain the category system is the same as in the code
guides (Appendix C). Studies of the medical aspects of development have
been included under "Growth and Maturation," although some do not properly
fit there., Sumrsaries in the cognitive domain also follow the order given
in the coding guides except for two order changes which seemed to make for
greater clarity, Within the affective domain the original category system
that was usedkby the reviewers insured that virtually all of the affective

studies were properly flagged for later retrieval, but an expanded category
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system (Appendix E) was iecessary to provide a coherent organization to the
child characteristics studied. When additional abbreviatrions are required
in the affective domain, they are included in parentheses following the

first full mention of the term for which they stand. Advantagement-disad-

vantagement, age, and ethnicity are summarized at the end of each domain.
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Psychomotor Domain

Advantaged Anglo childrgp,ggd;grfiyg,years of age

Balance, movement and coordination.--ADV nursery school children en=

rolled in an experimental program to provide instruction in body orienta-
tion perform better on the Rod and Frame Test and the Figure Ground and

Form Constancy subtests of the Frostig Developmental Test of Visual Per-
ception than Negro children., The Anglo children also make higher scores
‘Qn the Position in Space and Spatial Relationships subtest of the Frostig

Test than Negro children (Gill, Herdtner, and Loughk, 1968),

Perceptu. "' otor abilities.--Children as young as three can copy

designs with sticks to a measurable degree, with variance in ability
being primarily a function of developmental age. Private nursery school
children are superior to Head Start children in stick copying abilities
(Wise, 1968). Threes to fives are clearly better able to engage in panto-
mime activities to real objects than to their pictorial representations
with significant differences batween each age. Age differences in the
ability to act pantomimically to photographs also obtain between succes-
sive ages but there are no differences between the levels of ability in
responding to contextual versus the non=-contextual photos. The lag be-
tween levels of ability in responding to real objects and to photographs
of them is about two years at ages below five (Klapper and Birch, 1969).
Perceptual responses are affected by conditions attendant to the task,

Nursery school children with a relatively high level of growth seek rich

stimulation situationg, as represented by complex versus simple pictures,

compared to children of a relatively low level of growth (Hicks and Dock-

O
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stader, 1968).

Visual discrimination of fours and fives on the UCLA Visual Discrimina-
tion Inventory is not significantly different (Stern and Lombard, 1968).
Nursery School children do not differ in the motor skills of eye-hand
coordination, visual perception of figure-ground, perception in space, and
auditory perception after seven months participation in a Montessori
School, a conventional day nursery and no nursery school experience

(Prendergast, 1968),

Speech.~-Fours show fewer changes in speech under conditions of de-
layed auditory feedback than older children., Many of these children are

unaware of the temporal aspect of deferred auditory feedback (Chase and

Others, 1961),

Advantaged Negro children under five vears of age

Balance, movement and coordination.--Negro ADV nursery school children

enrolled in an experimental program to provide instruction in body orienta-
tion perform poorer in Position in Space and Spatial Relationships subtasts
of the Frostig Test than Anglo children; but on the basis of total data

obtained by the Frostig Test, Modified Rod and Frame Test and Metropolitan

Achievement Test few differences are attributed to race (Gill, Herdtner,

and Lough, 1968),

Perceptual-motor abilities.~-Major changes occur with Negro children

between the ages of three and four on the UCLA Visual Discrimination
Inventory with MSES groups showing gradual growth from the third to the

fifth year (Stern and Lombard, 1968). Negre MSES children are superior

on the Wepman and Frostig tests at age four but only average at age six




(S5tern, 1966).

Advantaged children under five years of age with unidentified or mixed
cthnic background ) S

Growth and maturation.--Diets of MSES nursery school children meet

or excecd the 1958 recommended allowances by the National Research Council
in calories, protein, iron, vitamin A, thiamin, riboflavin, and ascorbic
acid. When compared to the 1964 allowances, calcium may be added to the
group., There is a juestionable shortage of niacin according to both
standards. Ninety percent of the children consume diets containing more
than 75 percont of the allowances for calories, protein, calcium, iron,
vitamin A, thiamin, riboflavin, and ascorbic acid. However, a substantial
number of the children had diets which fell between 50-74 percent of the
recommended requirement for iron anmd niacin and below 50 percent of the
recommended requirement for ascorbic acid. Fat composed 34-39 percent of

the calorie intake (Dierks and Morse, 1965).

Advantaged Anglo five-year-old children

Balance, movement and coordination.--Kindergarten children who were

given a Delacato training program consisting of cross-pattern creeping,
cross-pattern walking and Delacato sleep pattern for 18 weeks were compared
with controls who had games and play activities for an equivalent time.
The test children made significant gains on the Frostig Test but not on

the PPVT or the Lee-Clark Test (Stone and Pielstick, 1969)5

Dominance, handedness and laterality.--Fives hava not established

foot=dominance, hand-dominance, eye-dominance or left-right awareness of

23
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their own body parts. Hand-dominance is established by age nine; eye-
dominance by age ten; eye=hand interrelationships by age ten; foot-
dominance by age six; accuracy of left-right awareness of their own body
parts by age seven; and accuracy of left-right awareness of enother per-

son by age seven (Belmont and Birch, 1963).

Perceptual-motor abilities.--Performance of fives on the UCLA Visual

Discrimination Inventory is not different from that of fours (Stern and
Lombard, 1968). The five year old is different in his ability to act
pantomimically to pictures from the four year old or the six year old.
His ability to respond to pictures as opposed to responding to real
objects lags about two years, decreasing after the fifth year and disap=-
pearing from seven years up (Klapper and Birch, 1969). Kindergarten
subjects who have been tested on the Harris Draw=A-Man Test do not in=

crease their scores after being asked to improve upon their drawings or

b

Ik

after presentation of visual cues (Kirschner, 1969)., Oculo-motor skills
are not significantly correlated to scores on the Metropolitan Readiness
and Metropolitan Achievement tests although different oculo-motor tasks
are significantly correlated (Efromn, 1965). High potential kindergarten
children are identifiable with the Bender-Gestalt test; however, kinder-
garten scores on the Bender are not predictive of later school achieve=
ment (Keogh and Smith, 1969). Scores on the Lincoln-Oseretsky motor
scale are related to Piaget measures in kindergarten but not in first
grade. However, teachers' grades at later ages relate to the Lincoln
measures, to Piaget measures and to scores on the WISC (Dudek and

Others, 1969),
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Speech.--Fives decrease thzir word rate by more than half and in=-
crease the percentage of prolonged syllables, repcated words, and re-
peated syllables under conditions of delayed auditory feedback. Chil-
dren, aged seven to nine, speak more rapidly under control conditions,
but under delayed conditions there are no differences in rate between

the under sixes and the older children (Chase and Others, 1961).

Vitality.--Younger kindergarten children are more likely to show
hyperkinetic behavior than older children in the group. Hyperkinetic
behavior occurs more often in boys than in girls but it is not related
to social class. Hyperkinetic children have a gre: :er number of absencas

and perform less well on readiness tests (Lindy, 1967).

Advantaged Negro five-year-old children

No studies,

Advantaged five-year-old children with unidentified or mixed ethnic

background

Perceptual-motor abilities.,~-Fives' sccres on the Bender=Gestalt

test correlate more highly with reading readiness scores than with
achievement in beginning reading. These scores may be indicative of the
visual motor function crucial to beginning reading rather than predict-

ors of accomplished reading performance (Smith and Keogh, 1962).

Speech,=~-In an experimental speech program, HSES kindergarten chil-
dren improved the number of perfect articulation and discriminatiom
scoras from 28 percent to 71 percent, but improvement was mnot as much

for LSES and MSES groups who doubled their percentage of perfect scores
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(Byrne, 1962),

Advantaged Anglo children, mixed ages

Perceptual-motor cbilities.--MSES children, aged three through

eight, perform consistently faster than LSES children in putting six
pegs in a pegboard with both preferred and non-preferred hand. They
are not different from the LSES children in the time required to place
fifteen toothpicks into a siyrofoam ball, string ten beads, or tap
sixty times on a laboratory blood cell counter (Schulman and Others,
1969). A sizeable percentage of nursery school and kindergarten
children cannot draw a correct form of a cvecloid under any of three
conditions: visual information alone, both visual and kinesthetic
information and kinestheti¢ information alone. Nearly 100 percent of
the children in grades one through five are able to reproduce the foia
of the cycloid in all three conditions. Fewer incorrect cyecloids are
drawn in the visual-kinesthetic and kinesthetic conditions than in the
visual condition, Correct reproduction of the form is accomplished
earlier than correct reproduction of rotation., These children also
perform poorer in reproducing the form of the spiral in both the wvisual
and visual-kinesthetic conditions than first grade children, nearly
100 percent of whom correctly reproduce the form, Performance in the
kinesthetic condition is poorer at all grade levels, decreasing from
B0-90 percent incorrect in nursery school children to 25 perceni incor-=
rect in fifth graders (Lurcat and Kostin, 1970). Fours and fives per-
form fewer than chance alternations in making "T" outlines when a new

stimulus is provided on each trial (Ellis and Arnult, 1965),
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Children between the ages of three and ecleven cannet correctly
identify the letter "b" traced on fhe forehead and on the occiput. There
is an increase in the identification of the posterior locus and forward
orientation and a decrease in the anterior locus and backward orienta-
tion (Podell, 1968).

Auditory perception abilities increase with age between five and
eight years, Recognition abilities (listening to an inaudible tape)
improve with the use of pictures and witﬁ an increase in percentage of
time the tape is on (Impellizzeri, 1967; Stern, 1966), MSES children
have an advantage in auditory discrimination making improvement between
chronological ages four and six which day care center children do not

make (Stern, 1966).

Advantaged Negro children, mixed ages

No studies,

Advantaged chiidren with unidentified or mixed e;bnigrgggkgrcugd;
mlxed ages

Growth and maturation.--MSES children, aged three and one-half to
tive and one-half, exceed LSES children in height, waist circumference,
and muscularity but not in skin-fold thickness (Crispin and Others, 1968).
Their mean calorie intake is slightly lower than the recommended allow=~
ance, and iron, calecium, and ascorbic acid are among the least well sup-
plied although excretions of vitamins, creatinine values and urinary
nitrogen level all suggest a superior nutritional status to the LSES
group (Kerrey and Others, 1968; Owen and Others, 1969), Egyptian chil=

dren do not show the influence of socioeconomic conditions in their
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serum protein levels but do show a sex difference in favor of boys, thought
to be caused by their preferential treatment in the intact family (Hanafly
and Others, 1967). Japanese preschool children more commonly have food
problems thar American children. They are more commonly given sweets
for a snack whereas American children are given milk and a raw vegetable.
Food dislikes are common in children of both countries but in general
American children like more foods, There is a marked difference in
favor of the American children in milk consumption Muto, Muzuno,
and Kobayashi, 1969).

Sixty-five percent of children aged three years eleven months to
five years four months have no malocclusion. In the 35 percent who have
malocclusion there is no relationship between malocclusion and socio-
economic level but there is a significant relationship between habits
such as thumbsucking and nailbiting and socioeconomic level, with oce-
currence of these habits significantly related to maiccclusion (Calisti,

Cohen, and Fales, 1960),

Perceptual-motor abilities.--ADV kindergarten children score higher

on form perception, perception motor match, body image, and differentia-
tion than LSES children (Lietz, 1969). They do not score higher on the
M@tcric Inhibitions Test and therefore are no more able to inhibit their
motor responses on verbal request (Mumbauer, 1969), Accuracy and speed
of motor performance increases with age. MSES children tend to petrform
tasks such as the grooved pegboard test more carefully and less rapidly
than LSES children (Knights and Moule, 1968). At each grade level from
kindergarten through grade eight, children show differences in increased
clarity and sophistication of representation of three dimensiona?l objects

on two dimensional space, They also show preference for clarity with
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increased age level. At all levels preference is on a level of clarity
higher than their own drawing skill (Lewis, 1963),

Threes, fours and fives in the San Fransisco Bay area were given
the standard Illiterate E vision test by their parents in the home with
a percentage of failures which exceeded the statistics of the National
Society for the Prevention of Blindness but which were confirmed by

ophthalmological examination (Weisenheimer, 1967).

Play.--Underachievers in third grade were children who during the
year prior to kindergarten spent the most time outdoors in winter, spent
the largest amount of time with the mother in outdoor activities, and
spent the largest amount of time with the father in outdoor activities.

No differences were found in the kinds of outdoor activities (Wells, 1970).

Vitality.--Younger girls in a two- to sixeyear-old group of day care
children tend to show fatigue in teacher non-guided participation situa-
tions in the afternoon and on Mondays, There are no differences in the
fatigue scores of the older boys and older girls (Schuckert and Touchton,

1968).

Disadvantaged Anglo children under five years of age

Growth and maturation,--Compared to a "pormal" population DADV Anglo

children are shorter in height, lower in weight and have a smaller head
circumference. Compared to Negro children, Anglo children have higher
red blood cell volumes and higher mean skin volumes. Anglo females are
the shortest and fattest and Anglo males have larger head sizes than

Anglo and Negro females (Stine, Saratsiotis, and Furno, 1967)., But agree=-
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ment is not complete; one institutionalized population of under fives
has normal height and below normal weight at all IQ levels. Head and
chest circumference is also within normal iimits (Mosier, Grossman, and

Dingman, 1965),

Perceptual-motor abilities.--Head Start children are poorer than

private nursery school children in stick-design copying. Errors show a
linear decrease with increasing age after three years (Wise, 1968),
Children with a relatively low level of growth avoid rich stimulation
situations. They choose simple pictures in preference to complex and

novel stimuli (Hicks and Dockstader, 1968).

Disadvantaged Negro children under five years of age

Balance, movement and coordination.--Children of LSES disorganized

families are sure-footed and quick with good rhythm but they show a lack
of motoric caution. Often they use their bodies for diffuse discharge
and avoidance, with little focus on the pleasures of attaining mastery.
After uursery school experience improvements are noticeable in enjoyment
and skill of body use and gross motor control becomes functionally
excellent. Abuse of their bodies is reduced to a minimum and there is

a shift from diffuse tension discharge, primarily motoric, to a more
focused mode of reaction to stress, which includes verbalizaticns.

Hyperalertness does not cease (Pavenstedt and Othewrs, 1967).

Dominance, handedness and laterality.--Under fives who have left-
hand-left-eye dominance perform more poorly than all other hand-eye

dominance groups on perceptual-motor measures which involve copyving
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forms such as a circle, cross or square and the diamond or cross of the
Porteus Mazes (Flieék, 1966), Under fives are also poorer in left=-right
differentiation than children older than five and one-half{ (Ozer and

Milgram, no date),

Perceptual-motor abilities.--Four and one-half year olds are pourer

at copying letters of the alphabet and Arabic numerals than five year
olds, The ability to correctly match letters of the alphabet and Arabic
numerals is very low both before and after attending the Head Start
program (Ozer and Milgram, no date). LSES Negro children make meager
gains on the UCLA Visual Discrimination Inventory so that at the fifth
year they are not superior to the average three-year-old Anglo child

(Stern and Lombard, 1968),

Growth and maturation.--Children of LSES disorganized families are

generally well-built and present a sturdy appearance (Pavenstedt and
Others, 1967). As compared to the '"normal" population, LSES Negro chil-
dren are shorter in height and lower in weight with a smaller head
circumference. Twenty percent have red blood cell volumes below normal.
LSES Negro children are taller than LSES Anglos, with Negro boys being
the tallest, heaviest, leanest, and most anemic (Stine, Saratsiotis, and

Furno, 1967),

Play,--Prior to nursery school experience, children of disorganized
families do not know how to play but after school experiences they begin
to enjoy play and develop the capacity to become involved (Pavenstedt

and Others, 1967),
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Disadvantaged children under five with unidentified or mixed ethnic
background

Comstruction with manipulables.--Learning of manipulation skills is

influenced by the kind of instruction the child is given. Under fives
given only verbal instruction on how to assemble form boards and puzzles
regress while children given practice and practice and verbalization
treatments make gains., Practice and verbalization is not significantly
better than practice (Lombard and Stern, 1970). Head Start children are
able to produce a scorable response on the '"make a felt person” test;
but only 70 percent are able to make a scorable response on the Draw~A-
Person Test, and only 42 percent can copy ti.. picture of the person

they have made of felt (Clos and Serafica, 1967).

Dominance, handedness and laterality.--During the fourth year children

start to demonstrate an eye preference which is consistent as the child
is tested and retested. There is some change in laterality between three
and four years, Most threes use both hands interchangeably in play while

most fours use one hand more than the other Gavitz, keed, and Valadian, 1964).

Grow th and maturatiny . --Physics]l srominations reveal that physical

problems are frequent, 1In one group of 842 children physicians found

66 children with severe medical problems: 1,3 percent had definite
neurological findings; strabismus was found in 2.4 percent; 3.8 percent
had convulsions; 57 percent still wet the bed; 10,% percent wet themselves
during the day; 40 percent stuttered or stammered; and 25.3 percent were
thumbsuckers. Only 35 percent of the children were free of habits that
indicated symptoms of emotional tension (Stine, Saratsiotis, and Furno,

1969). oOther commonly discovered problems are low hemoglobin, visual

2
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defects, and nced for dental care (Sherman and NDovlie, 1967). Those chil-
dren who are in the extremes of physical mcasurcs such as height, weight
and hemocrit have a greater likelihood of having characteristics that
place them in the extremes of other measures, Those in the lowest

10th percentile of the hemocrit have twice the expected representation

in the group of children below the 1Jth percentile on the Columbia Mental
Maturity Test. Those above the 90th percentile in head circumference
have an increased frequency of neurological defect (Stine, Saratsiotis,
and Furno, 1969).

Vitamin A and B complex deficiency signs increase with ape between
one and five years; however, vitamin deficiencies are prevalent in chil=-
dren in different growth categories of height, weight and height-weight
ratio., These deficiencies do not seem to interfere with the growth
performance of children to the same extent as protein and calorie mal-
nutrition (Madhaven, Sushella, and Suaminathan, 1967). Supplementing the
diet with lysine supplemented wheat results in an increase in height but
not an increase in weight, hemoglobin, packed cell volume, total serum

proteins, or serum albumin (Pereira and Others, 1969).

Perceptual-motor abilities.--Problems are involved in the measure-

went of perceptual motor abilities of LSES children under five, In a

test of visual attention span for objects, 88 percent of fours failed to
reach the minimum score which is the basis for a mental age of two years.
At the end of the Head Start program this percentage was reduced to 54.
Motor speed and visual attention span are areas of considerabie develop-
mental deficit. The high and middle IQ samples improve in motor speed but

the low IQ group continues to perform below a mental age of three years

(Cawley, 1966). In another group tested for visual acuity 10 percent of
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the children did not speak at all and 57 percent of the testable children
did not speak well for their age. The ability to name pictures appears
to increase with age, but it overlaps with abilities 1like indicating
directions. In indicating directions the abilities of three year olds
are limited but testability increases markedly after 42 months {(Savitsz,
Reed, and Valadian, 1964)., Difficulties are also incurred in drawing and
copying and in describing the roundness, pointedness or squareness of an
object. Threes and fours make many errors on tasks requiring these

abilities (Clos and Serafica, 1967, studies I and 11).

Speech.--Imitative responses in the repetition of English and
Russian words are found to be dependent upon at least partial reinforce-
ment in children under five. These imitative skills are regarded as
important in the process of vocabulary elaboration (Brigham, 1967).
Practice with auditory stimuli which requires discrimination between :the
correct and incorrect responses does.not help under fives with articulatory
problems to correct their inability to correctly pronounce stimulus

words (Brigham, 1967).

Disadvantaged Anglo five-year-old children

Balance, movement and coordination,=--Fives who have been given

diagnostically based motor development lessons and an organized program
of physical education do not show gross motor proficiency whidh is dif-
ferent from children who have been enrolled in a regular kindergarten
program or who have had no schocl experience (Lillie, 1966). Ability
to inhibit motor activity is positively related to IQ while the ability
to speed up is not related (Massari, Hayweiser, and Meyer, 1969),

Anglo fives are less skillful at tasks demanding physical coordination

Q )
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than Negro fives (Kohlewes, 1966),

Perceplual-motor abjilitics.--Fives, selected because they can sort

triangular and circular cards and can trace tw: circles and triangles

but cannot draw circles and triangles freehand, improve in their abilities
to draw after discrimination training which involves '"pointing® to the
correct figure and regress when the discrimination training involves
"tracing' the correct figure, The child cannot draw what he cannot
discriminate, but he may not draw what he can perceive. Some of the lag
between perceiving and performing may be due to inadequate discrimination
but some is apparently due to the child®s inability or unwillingness to
translate what he has discriminated intc his copying behavior (Bee and
Walker, 1968).

Anglo fives are less skillful at tasks demanding sensory perceptien
than Negro fives (Kohlewes, 1967)., Fomnmnal instruction involving diag=-
nostically based motor devclopment lessons results in increased fine motor
proficiency higher than that gained from a regular kindergarten program
which in turn results in greater fine motor proficiency than no school

experience (Lillie, 1966).

Balance, movement and coordination,.=-Negro DADV fives are more skill-

ful than DADV Anglo fives at tasks demanding coordination (Kohlewes, 1966).

Perceptual-motor abilities,--Negro Head Start fives are characterized

by a comprehensive developmental lag when they enter first grade. Five

measures of visual-perceptual development have an average lag of about
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eight months and approximate the child's MA, Visual motor association

is one of two areas in which performance approximates CA (Cawley, Burrow,
and Goldstein, 1968). A similar relationship exists between MA and
matching and copying abilities. Older chiléren in a Head Start program
are more skillful at copying letters and Arabic numerals than younger
children, but scores are very low and neither group improves significantly
as a result of the program. --bility for matching lectters and Arabic
numerals does improve but improvement of scores is more related to the

MA than to program, sex, age level, or practice (Ozer and Milgram,

no date).

Speech,--Stutterers get greater scores on repression-denial and
symbolization than adaptive non-stutterers but there are no differences
between stutterers and maladaptive non-stutterer: on these characteristics
(Porterfield, 1969),

Disadvantaged five-year-old children with unidentified or mixed ethnic

background

Balance, movement and coordination.--Fives who receive Kephart-type

training make higher motor abilities scores on Gesell Developmental

Schi.dules than the controls (Edgar and Others, 1969).

Dominance, handedness and laterality.-~Eye-hand confusion problems
are found to exist among 50 percent of a group of Anglo and Mexican
Head Start children regardless of ethnic group. Mexicans make greater
gains in laterality and directional training, ancording to teachers

(Johnson, 1965),
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Growth and maturation.--Incidence of physical health r sbloms among,

Head Start children is very high. 1In Boston 77 percen’” were roferred for
one or more conditions, pediatric, dental or mental health. Seven percent
had findings in all three arecas. Twanty-nine percent had findings in

a single area (Mico, 1966). In a Tennessce county, 84 percent had

teeth defects and 12 percent had general medical problems. Six percent

of these children were found to have vision defects and one-half of

one percent had hearing defects (Larue, 1970).

Perceptual-motor abilities.--Deficits in perceptual-motor functioning

of about one year are found in DADV fives (Johnson, 1965). Some training
programs tend to help in overcoming these deficits. Psycho=-socially
deprived children enrolled in a diagnostically based and kindergarten
control program made gains in fine motor skills above a home control group
(Hodges, Spicker, and McCandléss, 1967), Children enrolled in programs
labeled as direct-verbal, Ameliorative, Montessori, and community
integrated made gains in visual perception although children enrolled

in a traditional kindergarten program did not make progress in this area
(Karnes, Hodgins, and Teska, 1969).

The effects of iraining programs are not predictable, however.
Frostig training produced gains on only one subtest, Position in Space,
and made no difference in IQ (Beck and Talkington, 1970). Training on
psychomotor functioning using subtests of the Stanford-Binet such as
folding a triangle or copying a square increased psychomotor scores
but did not change the IQ (Jonmes, Terrell, and DeShield, 1967).

Five year olds using a programmed text have no difficulty discerning
the roundness, pointedness, or squareness of an object (Clos and Serafica,

1967, Study II).
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Self-care activities.--DADV children do not show increased abilities

in manipulative self-help skills as a result of school experience

(Vance, [968).

Disadvantaged Anglo children, mixed ages

Growth and matvration.-=~Twenty-nine percent of Anglo children in

a Head Start sample were hospitalized during the period of one year.
Illnesses accounted for 21 percent of the hospital admissions (Stone and

Kudla, 1967).

Perceptual-motor abilities.--DADV Anglo children perform better than

DADV Negro children on the Frostig Test on two subtests, Position in
Space and Spatial Relationships, After special training in body orienta-
tion exercises children performed better on the Red and Frame Test

and on Frostig subtests, Figure-Ground and Form Constancy (Gill, Herdtner,
and Lough, 1968),.

LSES children ages three through ecight perform consistently poorer
in speed of putting six pegs in a peghoard with both preferred and non-
preferred hand. They are not different from ADV children in the time re=
quired to placc fifteen toothpicks into a styrofoam ball, string ten
beads, or tap sixty times on a laboratory blood cell counter (Schulman

and Others, 1969).

Disadvantaged Negro children, mixed ages

Growth and maturation.--In one group of 223 DADV Negro children who

were given physical oxaminations, 20 had eye defects, |3 had hemotologic

diseases, 8 had nosc znd throat diseases and 7 had gastro-intestinal
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diseascs (Scott and Kessler, 1968). In a sample of Head Start children
8 percent of the Negro subjects were hospitalized during the vear.
Illness accounted for only 4 percent of the hospital admissions (Stone

and Kudla, 1967).

Perceptual-motor abilities.--Negro children do not+ improve over age

between four and six years on auditory discrimination on the Wepman Test
as Anglo children do, On visual diserimination as measured by the
Frostig Test, scores are in the lowest 25 percent (Sterm, 1966). Negro
children perform more poorly than Anglo children on the Frostig Test

on subcests of Position in Space and Spatial Relationships. When train-
ing in body orientation exercise was provided, gains were made on the

Rod and Frame Test and on the Figure-Ground and Form Constancy subtests

of the Frostig (Gill, Herdtner, and Lough, L968).

Disadvantaged children with unidentified or mixed ethnic background,
mixed ages

Growth and maturatiom.--Health problems, many of them major and many
not under care, are common among Head Start children. Some of the most
frequently identified are dental diseases, diseases of the nervous sys-
respiratory diseases, skin infections, enuresis, hernias, speech abnor-
malities, vision and hearing losses (Gilbert, Lewis, and Day, 1967;

Stone and Kudla, 1967; Kravitz, 1966; Brewster, 1968). Physical
problems are often found in conjunction with personality problems,
neurological problems and mental retardation, and deviations in size

of the head and in height and weight (Comly and Hadjisky, 1967; Kugel
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and Parsons, 1957). Changes in hemoglobin levels of children who have
begun treatment with hemoglobin levels below 12.0 grams are related to
changes in IQ (Munreo, 1967). Caloric intake varies between 48 percent
and 141 percent of the daily recommended allowance with large percent=
ages of children eating more than 100 percent of required non=enriched
carbohydrates and fat (Munro, 1968: Kugel and Parsons, 1967)., The
greatest source of calories for the LSES group is the bread and cereal
group. Iron, calcium, protein, caleries, and ascorbiec acid are among
the mutrients least well supplied (K=rrey and Others, 1968; Owen and
Others, 1969). Height and weight show deviations from nornal to
below average (Kugel and Parsons, 1967; Munro, 1968; Murphy, Guthrie, and
Woodruff, 1967; Crispin and Qthers, 1968; Owen and Others, 1969).
Habits such as thumbsucking and nailbiting are less frequent in
LSES groups. Malocclusion is related to the ocecurrence of these

habiis but not to socioeconomic level (Calisti, Cohen, and Fales, 1960).

Perceptual-motor abilities.--Inner city children's perceptual

performance shows Montessori training is good for poor perceptual

achievers and modest for the average or above average perceptual perceiv-

ers. Effects of training are more pronounced with younger children

and differences were much more salient at the end of the second year

of training than at the end of the first year of schooling (Berger, 1969),
LSES children tend to perform such tasks as the Maze test, graduated

holes test, and grooved pegboard test with more speed but less accuracy

than HSES children (Knights and Moule, 1968), DADV children score lower

on the Purdue Perceptual=Motor Survey with greatest differences in form

perception and least in body image and differentiation (Lietz, 1969),
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They are more impulsive in response disposition than ADV children but
are not less able to inhibit their motor responses upon verbal request

(Mumbauer, 1969).

Speech.--Articulatory ability tends to increase with age between
four and one-half and five and one-half with subjects preferring actual
nbjects to color transparencies and color prints as stimuli, with black
and white prints the least preferred stimuli (Irvin, 1967).

Anglo children of undesignated or mixed socioceconomic background, under

five years of ape

Balance, movement and cpordination.--Scores evaluating aspects of

physical conditions at one and five minutes after birth are related to
scores evaluating gross motor coordination? line walk, hop on right and
lefi foot, and ball catching at four years of age (Edwards, 1968).

Using the same measures of gross motor coordination a greater percentage
of four-year-old girls than boys delivered through elective induction of
labor were found to be normal (Niswander, Toroff, and Romans, 1966).

The single best predictor variable of the criterion measures at four was
the rating of muscle tone (Edwards, 1968). There are mno differences in
the accident rate between threes and fou?s. Most accidents occur while
using equipment. Next, in order of frequency, are accidents inflicted
by others, falls, bumping into sometuing, and piuying in the sand.

Most accidents occur in the last hour of the school session except for

children who stay for lunch (Bitner and DeLessovoy, 1264).

Dominance, handedness and laterality,--Fours cannot follow testing

procedures which involve pointing to one of six colored circles arranged

O
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in three rows of two circles each and fail to estwblish a basal score on

the Left-Right Discrimination Test (Buone and Prescott, 1968).

Growth and maturation.=~-Higher frequencies of health problems are

found in fours and in threes than in twos in a population including
children up to five years old. Two major causes of health problems are
congenital malformations and infections, followed by allergy, nutrition
trauma and tumors, Proportionately fewer infections are found during
sumner months than during the spring. Tumors are more frequently identi-
fied in the Anglo children while congenital malformations are more frequenL
in the non-white children, Fewer health problems oecur in the Anglo

group--40.2 percent as compared to 45,2 percent (Hartman and Others, 1960).

Perceptual-motor abilities,=--Preference oi threccs and fours for

complexity is an increasing linear function of the complexity of the
stimuli with no change across trials, This p- :rence seems to be
independent of age (Munsinger and Weir, 1967; Strain, 1968). Success

in color matching increases with age with the mean number of errors de-
creasing rapidly from age three to five. Figures such as firctrucks,
lemons, and lakes are matched with fewer errors than squarces. The most
preferred color is blue followed by red, green and yellow (Navrat, 1965).
Among threes and fours, ability to correctly identify figures, some a
dark figure on a light ground and some a light figure on a dark ground,
improves as a function of age, practice, and distinctness of figures but
there is no difference between the number of correct responses for dark-
on-=light versus light-on=dark figures (Johannsen, 1960). Both auditory
and visual pretraining facilitate performance in a tactilec discrimination
task by threes and fours. Visual pretraining is more cffective in
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facilitaring prrformance in the tactile task than is auvditorv pretrain-
ing (Houck, Gardner, and Ruhl, 1965). Body size is inaccurately estimated
by threes and fours in terms of reaching for objects that arc too high

but block builders seldom misjudge the size of block that will fit when
the sizes of blocks are grossly different. Visual perceptions of diree-

tion and depth can account for nearly all the space perceptions required

for safe and successful performance of children's play activities (Smith,
1965), Scores cvaluating aspects of physical condition at one and five
minutes alfter birth are related to fine motor skills as measured by the
Porteus Maze, Wallin Pegboard, copying forms and stringing beads at age

four (Edwards, 1968),

Play.-- Color preference is not of primary importance in the block
play of fours. Position does appear as the single most important factor
in determining children's use of blocks, with ouicrmost piles chosen more

often than inmer piles (Gramza and Witt, 1969),

Speech.--Between the ages of two and one<=half and four, various
types of the "r''--prevocalic, intervocalic, stressed vowel, and unstressed

vowel-~develop at different rates. With an increase in age, the child's

develop systematically in the direction of correct production, Parallel-
ing his development toward correct production, the child's articulatory

pattern becomes more stable (Murray, 1962).
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Negro children oﬁ,undesigﬁggggror mi;girsocioeccncmig background, under

five years of age

Growth and maturation.-=-Analysis of factors affecting anatomic,

physical, and psychological growth of Negro children under five reveals
that intragroup variations are similar, both in range and in factors
relating to the variation, to those long accepted as existing among

Anglo children., Socioeconomic status was found to be directly related to
most of the measurements of growth and development such as weight,
height, head and chest circumference, and nutritional evaluation (Crump
and Horton, 1961), Differences in height and weight, however, are very
slight among ability groups on the Merrill-Palmer Scale showing little
indication of a relationship between these physical characteristics and
mental development (Horton and Crump, 1962). Negro threes and fours have
more health problems than Anglo children--45,2 percent as compared to
40.2 percent, Congenital malformations are more frequently identified than

in Anglo children (Hartman and Others, 1960),

Perceptual-motor abilities.--Bi-dimensional sorting on the basis of

form and color is very easy for three and one-half vear olds and fours,
A quick shift in the development of this ability oeciirs between two and

ona~half and three and one-half years (Watson and Leinberry, 1967).

Children of undesignated or mixed socioceconomic background, under five
years, mixed background

Balance, movement and coordination.--The first two-footed jumps that

involve appreciation of the distance objective and the type of attitudinal

preparation which simultaneously project the body forward and upward are
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made at thrce. The shoulder girdle is retracted and the arms move back=
ward during the propulsive phase of the jump. At 4! months the arm re=
traction patcern is full blown. The shoulder girdle appcars almost to be
elevated. Dorsiflexion of the head during the early stapes of flight is
extreme, No lower extremities extend nearly to the full on the take=off.
The upper extremities extend to a position virtually parallel to the floor,
The direction of arm movement is opposite to the linec of flight and

must slow up forward progression. At forty-three months, the child is on
the thresl.old of the execution of a muiture Eype of jump for distance.

The first overt manifestaticen of this, the suppression of the retracted
arm position which had seemed to be a purely reflex maneuver, was not

a complete success, The first attempt to swing the arms forward in
synchrony with the propulsive thrust of the legs disturbed the balance
and the subject landed on all fours (Hellenbrandt and Others, 1961).

Threes and fours show marked differences in their frequency of
accidents, In free play boys have twice as many accidents but in controlled
situations there are no sex differences, Some children are repeaters,

a characterisvic which is predictable by teachers and is associated with
such traits as obstinacy, over-sactivity, robustness, and impulsive-:

It is not equipment per se but the way it is used by the child that is

most significant in contributing to the frequency of accidents (Federer

and Dawe, 1964). Retardation in the development of motor skills appears

to be strongly influenced by restriction of specific learning opportunities.
Institutionalized threes who had been left on their backs until they
spontancously achieved a sitting position were severely retarded in motor
skills development whereas children propped up, encouraged and provided

with toys were only slightly retarded (Dennis, 1960). Fours, with

O
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identified weakness in gross motor abilities, are helped more then
children in control groups by a program designed specifically to help
overcome weakness {Coffman and Dunlap, 1968), Stimulation of the affect-
ed hand of cerc»ral palsied children, while the child listened to a
story, resulted in an increase in the growth curve of spontaneous

reach and grasp with that hand (Barrett and .Jones, 1967),

Growth and maturation.--Based on samples drawn mainly between (950

and 1960 in Africa, Asia, Australia, Europe, North and South America,

the West Indies and the Malay Perinsula, contemporary populations of
fours differ as much as seven inches in mean height and thirteen pounds
in mean weight (Meredith, 1968; Ashcroft and Others, 1966). At ages thrce
and four weight is related to birth weight and prematurely born show
lirtlie tendency to overcome their initial weight handicaps. At four the
prematurely born are still shorter than the mature controls Ej betwenn
one and one and one-half inches. Increments are approximately equal for
boys and girls but decrease with declining maternal standards, the effecct
being most noticeable in those smallest at birth, At four, differences
are found in weight inerement between those who had or had not exhibited
feeding problems in the previous two years (Drilliem,; 196l; Harper, Fischer,
and Rider, 1959)., Obstetrical complications increase the occurrence

of neurological signs with 73 percent still abnormal between two and four
years as compared with 14 percent among newborns without complications
(Prechtl, 1965). There is very little difference in the data for boys

and girls under four for the measurements of both the bone and muscle
width. Growth shows basically a rapid inurease in infancy and a slower,

more straight curve in the childhood years, Fat width rises rapidly dur-

O
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ing infancy with the curves for boys and girls practically superimposable
but betwecn the second and fifth years girls lose fat less rapidly than
the boys (Maresh, 1966; Tanner and Whitehouse, 1962; Anderson, Messner,
and Green, 1964),

Mean food intakes of threes at the ncon meal provide one-third or
more of the recommended calories and nutrients except for calcium and
iron which fall between one~fourth and one-third of the recommendation.
For fours, one-half of the daily requirement of iron and over one-third
of calories and all other nutrients is obtained (Samenfin%, Schuck, and
Opheim, 1958). The percentage of total protein derived from animal
protein in the diets of thrzes and fours is approximately 70 percent,
Patterns involving extreme shifts from high to low are very rare. Approxi-
mately 13 percent of calories are derived from total proteins (Burke and
Others, 1962). Mean tap water intakes are consistrntly less than one-half
of the daily fluid volume consumed in threes to fives (Walker, Margolis,
and Teate, 1963). Preschool children are found to have fewer likes and
to be familiar with fewer foods than parents. All foods unfamiliar to
both parents are usually unfamiliar to the child also. TFoods disliked
by both parents are usually disliked by the child or are unfamiliar to

him (Metheny and Others, 1962).

Perceptual-motor abilities.--Large scale vision screening of preschool

children with the Snellen E Chart reveals that 5-6 percent are referred
for professional examination with the highest referred rates being for
threes and fours. Seventy-five percent of those referred for professional
examination were found to have some type of abnormal eye condition.
Eighty-seven percent had some type of refractive error; 22 percent had a

muscle imbalance; 11 percent had amblyopia; and some children had more
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than one defect (Hatfield. 1967). Other studies show similar abnormal
conditions although in different percentages but in eacn case verifying
the need for early visual screening of preschool children (Kaivonen and
Koskenoja, 1963; Kittredge and Cunningham, 1965). Testing of some
threes is impossible because of rejection of the oceccluder but acceptance
after age 41 months is usually possible (Savitz, Valadian, and Reed. 1965),

On the basis of audiometer tests, 4.8 percent of threes and 5.3
percent of fours are referrec to private physicians for further testing.
The percentage of hearing loss is comparable to that found in school age
children. The percentage of hearing loss in children with an egssentially
normal throat is 12.5. With diseased conditions the percentage rises:
slight disease in nose and throat--32.5 percent; enlarged and infected
tonsils and adencids--45.0 percent; allergic rhinitis--22.5 percent;
serous otitis media--17,5 percent; eardrums -bnormal--236,3 percent:
wax in canals--51.3 percent (Ashley and Seshin, 1962).

Under fives do not differ from their parents in their ability to
detect the difference between low dilutions of sucrose and citric acid.
Parents are more sensitive in detecting quinine sulfate and mothers are

more sensitive in detecting sodium chloride solution, but no evidence

sensitive than those of adults (Feeney, 1965; Feeney, Dodds, and Lowen-
berg, 1966)., A child who is sensitive to one of four taste sensations

is also highly sensiti-e to the others, but taste sensitivity is not
related to the percentage of foods liked, the length of time required to
eat, or the amount of milk consumed. Acceptance of oatmeal and grape=-
fruit is related to lowest taste sensitivity (Korslund and Eppright, 1967).

In figure drawing at 46 months children begin to inciude a mouth

.
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more systematically than younger children., Twenly-two percent under

46 months draw a mouth while 75 percent draw a mouth if over 46 months.
Once the child is able motorically to manage a pencil to draw an cllipse,
he also draws eyes, and only later includes other facial features. Draw-
ing of the nose shows similar changes to those of drawing the m th.

Some children, after questioning about different parts of the face, show
a strong sameness in the way they produce what are essentially replicas
of their first drawings and label them different people. Threes also

are not influenced by a training program of fourteen lessons in tracing
patterns in comparison to a group that worked puzzles and played games
for an equal time. On a post post-test the experimental group achieved
higher scores on the parts of the test that required copying of the
training and criterion figures (Kannegieter, 1970). There is a diiference
between the fours' drawing of a house before and after he sees an adult
model draw a stylized house. Their houses become more like the adult
drawn model in size and in the use of more horizontal than vertical

lines (Urbana and Pease, 1960-1961). Experience in a nursery school
classroom which ranks high with regard to supportive discipline has

a positive influence on children's drawings as compared to experience in
a permissive or punitive classroom (Reichenberg-Hackett, 1964).

In a three-phase training program in which threes and fours were
asked to demonstrate ability to match names of letters with their graphic
symbols, to type letters from dictation and to demonstrate skill in
reading words orally, training sessions on the Edison Responsive Environ-
ment non-automated typewriter, audiovisgal equipment and Instructo
resuited in improved ability in the recognition of upper case and lower

case letters. The children could recognize their names but no other
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words and could type their names but no other words., No differences were
found between MSES and LSES children (Steg, Mattleman, and Hammill, 1968).
Pricr to participatin; in three of five preschool intervention programs,
96 percent of the fours in the traditional program, 75 percent of the
fovrs in the Ameliorative class, and 91 percent of the fours in the
direct verbal class had scores placing them in the lowest quartile on

the Frostig Test. After participation in the program, on the post-

test the Ameliorative was higher than the other four groups with only

21 percent in the lowest quartile. In direct verbal 43 percent scored

in the lowest while 75 percent to 81 percent of children in the other

three groups obtained scores in the lowest quartile (Karnes, Hodgins,

and Teska, 1969).

Play.--Toys that were selacted for use in a training program to help
parents teach threes and fours through the use of educational toys were
sound cans, color lotto, wooden table blocks, and the flannel board.

Toys rejected were feely bag and color cubes. Toys revised were stacking
squares, numberite, and Sifo shapes. The toy was‘selected if during

the week the child played with it more than five times, if he played with
it at least once without being asked by the parent and if 80 percent

were still interested in the toy at the end of the week (Nimnicht, Rayder,
and Alward, 1970). Nursery school children's play shows a wide range of
sex differences with boys playing with blocks more than girls but no age
or sex difference is found in the duration of play (Clark, Wyon, and
Richards, 1969). When play with a toy is preceeded by a film, the in-
fluence of the film is enhanced if the child has no previous experience

with the toy (Madsen, 1968),
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Self-help activicies.--Some threes and fours are completely unable

to wield a toothbrush. The parents are 9 parcent more offective
than the child at toothbrushing. Scrubbing horizontally is more effec-
tive than the roll method for the primary dentition when either the
child or the parant brushes the teeth (McClure, 1966). cChildren who
receive 120 ml. of milk at mealtime drink more in terms of amount than
children who receive 40 ml. During an experimental period in which a
laissez faire attitude was taken, the amount of milk consumed decreased

(Holloway, L960).

Speech.--During a two-semester vocal training program twelve out of
thirteen threes learned to sing tunefully from middle C up to A while the
remaining child achieved tuneful reproduction from middle C to F.

Threes did not respond to training designed to help them learn to sing
tunefully in a higher range. Fours ::sponded more quickly than younger

after one semester of training.,

©

children, becoming complecely accurat
The old.r children did improve as a result of upper range (A-D) train-
ing but only 7 achieved the level of accuracy displayed in the lower
range (Smith, 1961).

The number of articulation errors by cleft palate children decreases
as age level increases, but only 6 percent of the cleft palalte children
three years or older are able to earn articulation error scores at or
above the level of three-year-old normal children. The order of difficulty
of consc—ant sounds when grouped by phonetic classification is similar
for cleft palate and normal subjects. The cleft palate children differ
from the normal children in that medial sounds are more difficult than

initial sounds; whereas for controls, the medial and initial sounds are
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of nearly equal difficulty. Another difference is that substitution
errors do not decrease appreciably with chronological age for cleft
palate children as they do for the normal children (Philips and
Harrison, [969),

in a special case study of a blind four year old, eight months of
treatment resulted in substantial progress in learning, imitating and
producing speech meaningfully and spontaneously, Her vocabularv and
receptive language increased greatly, as evidenced by ability to

respond to simple commands (Wessell, 1967),

Anglo five-year=old children of undesignated or mixed sociceconomic

packgfﬁund B

Dominance, handedness and laterality.--Beginning with age five, the

number of errors on the Left Right Discrimination Test decreases. From
five to ten years there appears to be a strong linear trend related to
increasing age and decreasing left-right errors. The child must first
master a basic left-right discrimination with left-right directions
related to self before he can make relativistic discrimination, recog-
nizing the left-right sides of persons and objects before him or in

back of him (Boone and Prescott, 1968),

Perceptual-motor abilities.-~Success in color tint matching increases

with age with red, yellow, blue and green not discriminated with the same
relative accuracy at all age levels. Green becomes easier for fives and

remains so for older children. Children match figures of most preferred-
least preferred colors with fewer érrors than squares of the most pruofer-
red colurs. The most preferred color is blue, followed by red, grecen and

yellow. The number of errors decreases less rapidly after five than be-

Q .
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tween three and five years (Navrat, 1965). Kindergartencrs are less
spontancous in their discrimination of mirror-image reversals than first
praders. After instruction, first graders discriminate mirror-image
reversals with more proficiency than kindergarteners (Cronin, 1967).
Speed of fine motor functioning--length of time to put six pegs in a
pegboard, seconds required to string ten beads, and seconds required

to tap sixty times on a laboratory blcod cell counter--improves more
slowly after five than before (Schulman and Others, 1969). TFives'
control of operant motor responding (tapping response) approximates

that of first grade children when the subjects say the verbal opersnts
to themselves aloud, but whispering the cperants usiug only lip movements
has minimal functional control over motor behavior. First grade chil-
dren's self-verbalization has more functional control over motor be-
havior when covert than overt (Meichenbaum and Goodman, 1969). Mean
time on target for fives on a rotary pursuit task is very small with
overall proficiency increasing steadily between kindergarten and first
grade. Fives and sixes make greater gains with practice than younger
children, thus magnifying age differences on later trials. The pursuit
rotor is not considered the ideal task to use with young children since
it is repetitive, fatiguing, and less interesting than a more complex
task might be (Davol, Hastings, and Klein, 1965), Fives trained on a
task involving lists of words of high and low similarity in an artificial
alphabet resulted in the best performance in the post-training task by
the low similarity group and worst performance for the high similaricty
group. On the transfer task (reading) the low similarity group made
a greater number of false identifications than the high similarity

zroup, leading to the conclusion that training that forces the atten-

03
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tion to each letter is less likely to lead to reading errors than train=-
ing which permits the child to identify words on the basis of a single
feature (Samuels and Jeffrey, 1966), These results were confirmed by

a similar experiment using combinations of actual letters, Letter
discrimination training is superior to both relevant shape, relevant
letter training and irrelevant shape, relevant letter training (Muehl,
1961).

Anglo fives fall at the 50th percentile on ‘™e Frostig Test and
get 23,57 out of a possible thirty points on the Wepman with a low
rate of variabili'y and no correlation between auditory and visual
perceptions. Over a period of five years only 8.7 percent of these
children were retained in first grade (Lowry, 1970). In normal fives
tne median number of developmental deficits is one as measured by the
Sapir Developmental scale, whereas among deficient children the median

s four (Sapir and Wilson, 1267). The Bender-lazstalt errors of kinder-

(5

garten children are lower for kindergarten than non-kindergarten
children and have a higher negative correlation with PPVT scores than

those for the non-kindergarten children (Whipple and Maier, 19664).

Negro five-year-old children of undesignated or mixed socioeconomic
backpground

Perceptual-motor abjlities.--Negro fives show considerable overlap

on structural organization, visual imagery and visual classification

on :the Chicago Test of Visual Discrimination, The auditory discrimination
test scores on the Wepman Auditory Discrimination Test and Ryckman-
Bereiter=-Powell Auditory Cleosure Test were excluded because the test

proved too difficult for LSES boys (Ryckman, 1967).

O
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Five-year=old children of undesignated or mixed socioeconomic background,
mixed cthnic background

Movement, balance and coordipation.--Fives engaged in a training

program of gross motor activities for one-half hour daily over an
eight-week period made gains on the Perceptual Forms Test and Form A
of the Metropolitan Readiness Tests. No differences were found bet en
the children above and below the median chronological age, but scores
of experimental subjects above the median MA o: the Pintner-Cunningham
Primary Test exceeded scores of experimental subjects below the median
(Lazroe, 1969)., Fives are more willing to try a difficult bean bag
target game when in pairs than when alone. They are least willing to
try when before the class (Torrance, 1969). In jumping, fives move
arms forward during the propulsive phase of the jump; however, the
arms remain bent and rarely elevated above the shouldzr level. As
viewad in profile they appear to project at right angles to the torso,
parallel to the floor. The upper extremities now function primarily
and importantly as equilibrators. They prepare attitudinally for jumping
by a deep crouch, marked flexion of the trunk and strong
dorsoflexion of the head. Extention of weight bearing limbs is rapid,
Use of the arms as stablizers is probably necessary., Head positioning
follows a stereotyped pattern once jumping for horizo. _al distance is

accomplished (Hellebrandt and Others, 1961),

Growth and maturation.--Food consumed by fives at the noon school
meal provides one-third of the daily requirement of iron, over one-third
of the calories and all of the other nutrients, Vitamin A and ascorbic

acid are high (Samenfink, Schuck and Opheim, 1958). The percentage of
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protein derived from animal sources in the diet is 69,0 for boys and
72.3 for girls. Patterns involving extreme shifts between high and low
are rare, whereas patterns involving consistent ratings in successive
age periods from one to eighteen are relatively common. The parcentage
of calories derived from proteins is 12,9 for boys and 13.3 for girls

(Burke and Others, 1962),

Perceptual-motor abilities.~-Fives with very high ratings for class-

room adjustment score above the lowest quartile on the Frostig Test
Children rated as very low in classroom adjustment score below the
33rd percentile on tha Frostiy Test (Frostig, 1963; McBeath, L538).
Differences also »xist between the visual activity of those children
who score low on the Frostig Test and those who score high (McBeacth,
1966)., Six percent of fives given auditory tests were referred to a
private physician for further testing. This incidence of hearing
loss is approximately the same as for school-age children and is

thought to warrant the development of screening programs (Ashley and

o

Seshin, 1962). On the Frostig Test Indian fives fall in the lowest
quartile and have greater variability than the Anglos.' Over a period of
five years 27 percent of Indian children were retained in first grade.
There was no correlation between their visual and auditory perceptions
(Towry, 1970).

Perceptual-motor training programs have been found to result in
increased school readiness (Rutherford, 1965; Ellerman and Wadley, 1970).
However, training programs are not always adequate to overcome visual-
motor deficiencies. Torty pevcent of fives in the experimental group
and 57 percent of the control group continued to have poor visual-motor

skills after training. Training procedures of the Winterhaven templates

-
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are tec rigid and take toe long for many fives, Immature and unsettled

children profit least from the activities (Keim, 1970).

Speech.--Five=year-old cleft palate children arc less proficient
in articulation than normal threes, Normal children are more proficient
on each consonant sound withott exception, although differences on the
w, m, n, and h sounds are slight. Cleft palate children make substitu-
tion errors more than twice as frequently and omit sounds four times as
frequently as normals. Substitution errors acecount for the majority
of all articulation errors in both groups (Bzoch, 1965). On learning
to imitate non=English sounds, there is no difference between sound
learning and auditery memory span, but a slight difference between sound
learning and auditory proficiency does exist. Fives can learn new

articulations at the same rate as sixes but less accuratel (Locke, 1968),

Anglo children of undesignated or mixed socioceconomic background, mixed

ages

Dominance, handedness and laterality.--Eighty-one percent of children

two through five years old demonstrate ear dominance, 70.33 percent for
the right ear. Only 54.06 percent have established dominance in all four
aspects (foot, hand, eye and ear). Sixty=-five percent of thase are
completely right dominant (Sinclair, 1968).

As early as age four, right-handed children ranging in age from
four to nine, report more accurately on digits arriving at the right
car. This effect is present for both boys and girls, although boys
achieve lower total scores than girls (Kimura, !963). Right hand grip
of preschool children is stronger than left hand grip in performing

isometric contractions, remaining approximately the same from the first
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to the second day while the left hand grip becomes weaker on the second
day. Thus the non-dominant hand is more vulnerable to fatigue. Iso-
metric contractions of bot% the dominant and non-dominant hand have the
effect of increasing the difference between right and jeft grip strength
while emphasizing rhe dominance of right-hand strength (0'Connor, 1970).
Nursery schcol =ad kindergarten children do not differ from each
other in errors in lefz-right visual fields but school children show
differences favoring more accurate perception in the right visual field

(Dyer and Harcum, 1$61),

Growth and maturation.--Children, one to seven and one-half years,

show a wide variety in individual ossification increments. While one
child may exhibit no new centers of ossification, another may gain many
during the same age intefval9 Girls are consistently advanced over boys
in the incremental pattern by an amount approﬁimating six months increment.
Most children deviate from the median trend line in their ossification
pattern., Correlations between individual ossification increments and
height and weight indicate that no inferencé can be made about height
and weight from knowledge of ossification increments (Garn, Rohman, and
Robinow, 1961)., Between one and one~half and twelve and one~hkalf, chil-
dren who are about»one standard deviation above the average in fat are
about 0.35 standard deviation above the aﬁerage for their size. They
are taller than the average for their age by an amount equivalent to
about one-half a year's growth. Children one standard deviation above
the average in outer fat are advanced skeletally by approximately 0.4

years (Garn and Haskell, 1960),
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Perceptual ~-motor abilities.--Discrimination of letter-iike forms

is accomplished with few errors by children of four through cight years
with errors declining with increasing age. Perspective shift errors

are vary high and decrease only slightly with age. Errors for rotation
and reversals start out high but decline almost to zero by age eight,
Least errors are caused by break and closure transformations. Similar
results are found with real letters, although total numbers of errors

is less (Gibson and Others, 1962). Kindergarteners and second graders
on a form discrimination task respond differentially by eye and hand to
orientation and curvature., In the haptic task left-hand reversals and
up~-down changes produce figures that are felt to be very unlike the origi-
nal, even when the children are aware that the figure has only been
turned around (Goodnow, 1969). Orientaticn of a form is an important
determinant of response. Greater difficulty is experienced in discrimi-
nating between an originally learned figure in upright and inverted
position than between the inverted figure and unfamiliar stimuli (Hunton
and Hicks, 1965). Preschool children tend to rely heavily on focal
point location as a discrimination cue, using the lower half of figures
such as upside~down triangles and pentagon stimuli as cues. With
increasing age top to bottom scanning plays a progressively greater role
and -less reliance on focal point location is obser yed (Kerpelman and
Pollack, 1964; Strang, 1967; Dodd and Strang, 1966), Betweeﬁ five and
eight years, picture naming in an unstructured array results in errors
of omitting or misnaming an object picture whereas no such erfors are
made on a strucitured arraye Thére is an age related decreése in

unsystematic patterning and an age related increase in complex pattern-
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ing in the unstructured array. Top-bottom patterning increases with
age while left-to-right patterning first increases and then declines
across the age levels tested, All children use patterning on the
structured array. Two patterns, ieft~to-right and triangular, are used
(Elkind and Weiss, 1967), Pos cion and length dJdiscrimination is
consistently easier for normal thfees to fives than for older psychotic
children. Position discrimination is easier than length discrimination.
In position learning, the middle positions are easiest to learn while in
length discrimination the two extremes are easiest to learn (Hermelin
and O'Connor, 1967).

With threes through fives in a color versus form task, younger
children (three to five) prefer color matching while older children
(seven o eleven) prefer form matching (Corah, 1964). When the color
form matching task involves fives and sixes and when it is a more com-
plex task in which color characteristics differ in hue, brightness and
saturation or some combination of these, brightness produces a greater
number of color matches than either hue or saturation differences.
Differences in hue alone do mnot have any effect on color matching and the
combination of color characteristics has no greater effect on color
matching than brightness alome (Corah and Gross, 1967). Form is the
dominant concept for fours and fives on a colox form reading task
(Cramer, 1967).

Reaction time to tactile stimulus on the lower 1lip decreases with
age before age sevene In ccntrast; reaction time to a pure tone changes
1ittle over the range of about four years to eleven years {Siegenthaler
and Bianchi, 1968). Preschool chiidren have a faster response speed when

given a "ready' signal than when no such signal is given. Continuously
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and immediately rewarded groups perform faster than groups experiencing
partial reinforcement, varied delay or constant delay (Sheikh, 1967).
In terms of locus of the perceiver, there is no shift from an allocentric
iocus in threes through fives, but there is an/increase in the anterior
locus, forward looking view and a decline in the anterior locus, back-
ward looking view (Pedrow and Busse, 1970). Perceptual-motor functions
improve during the nine month period between four years four months and
five years five months with boys showing more overall growth. Disagree-
ment exists regarding sex differences, whether girls and boys are abour
the same at this age or whether girls are suﬁerior (Sapir, 1966; Siegen-
thaler and Barr, 1967), On the Stick Design Test there is a linear
decrease in mean numbey of errors between the ages three and sever
(Wise, 1963),

No single method of visual motor discrimination appears to be
best as preparation for teaching words to ¢ . fives and sixes. On
training trials more correct responses are made for tracing th: for
matching, and matching is better than rearranging. On the rea : task
similar words are harder to read than dissimilar words and sir .ar
words result in more errors (Jensen and King, 1970). Pretrair ag of
fives and sixes in attending to directional differences between the
letters b and d facilitates learning the names for these letters but
pretraining in making a consistent motor response to the directional
differences does not make a difference in this 1earning\(Hendrickson
and Muehal, 1962).

Speech.~~Echoic behavior of preschool children shows a decrease
in the frequency cof errors which is different for each age betwean

three and five. Consistency of specific error response increases with
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age, Errors made are inversely related to the frequency of sounds in
the repertoires of infants and to the frequency of the sounds in the
English language. More errors are associated with the place of articu-~
lation than with either the manner of articulation or the voiced-voice-
less dimension (Bricker, 1967), Fives and sixes, chosen initially on
the basis of high or lo. scores on the Templin Speech Sound Discrimina-
tion Test, show differences in favor of the high group on articulation.
The high group zlso has a higher IQ than the low group (Sherman and
Ceith, 1967). Conjunctions and proncuns make up = greate- nrop-~rinn
of stuttered words than total words in the two through six age range
whereas nouns and interjections make up a smaller proportion (Bloodstein
and Gantwerk, 1967). Disrupted lingusralatal taction does not result in
misarticulations among children below five and one-half. The total
number of misarticulations, the number of misarticulated consonants and
vowels, and the number of distortions, substitutions and omissions are

not altered by the disruption of taction (Weiss, 1970).

Vitality.-~An emotionally induced increase in work capacity and
greater resistance to fatigue in thé presence cf another in comparison
to working alone appear only from the age ¢ five to six onward. This
increase of electrical activity in muscles and their capacity to perform
a motor task on the ergograph in the presence of agemates was not

observed in threes and fours (Missiuro, 1963).

Negro children of undesignated or mixed socioeconomic background,

mixed ages

Growth and maturation.-~The absence of demonstrable early neuro-

logical deficits in prematurely born children does not necessarily imply
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a good prognosis for 1earnin§ at later ages. Comparisons with normal
threes, fives and sevens ind;cates subtle distinctions seem to persist
in those aspects of the 1earni;g process which, like reading, writing
and spelling, require a high degree of differentiation and integratiom.
The prematures' central nervous system functioning seems more primitive,
their behavior controls less firmly established, and their neurological
integration lower than that of the maturely born subjects, They present

subtle difficulties in motor, perceptual, visuo-motor and linguistic

patterning (Pe Hirsch, Jansky, and Langford, 1966) .

Children of undesignated or mixed socioeconomic background, mixed ages,
and mixed ethnic background

Balance, movement and coordination.--Motor development represents

. b
the area in which five and six-year-old mongoloid children are most

‘mature. They are capable of walking, running, squatting, climbing

stairs with support and have adequate motor coordination for the per-
formance of simple tasks such as stacking blocks and stringing large
beads (Thompson, 1963). 1In threes, fours and fives with brain damage,
matched for CA, improvement is greater in ambulation and hand skills
after participation in a Montessori program than in an orthodox progiram,.
Matching according to IQ and MA results in greater improvement in hand
skills for the Montessori children and greater improvement in ambulation
for the orthodox children (Argy, 1965). Normal preschool children
enrolled in a Montessori program show a positive relationship between
positive learning attitude and sensory-motor coordination and verbal
ability (Fleege, Black, and Rackaukas, 1967).

The leading causes of accidents among twos through fives are falls,

cuts or piercing, poisonings, and transportation accidents, Twos and

o,
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threes account for 24 percent and fours and fives account for L7 percent
of the accihents among children under fourteen years of age (Keddy, 1964).
The effectsof assessment and personalized programming were studied
with prekindergarten children extending into elementary school. Pre-~
kindergarteners who were low on motor abilities including ability to
jump on each foot, jump in position and walk a balance beam backward
and forward were given twenty mimites of instruction emphasizing motor
skills. Superiority of both boys and girls in the experimental group
was found at the end of kindergarten. At the end of the primary year
boys participating in the motor program scored higher and showed greater
growth in motor skills; those participating in the visual program also
scored higher in motor skills and made greater growth in cognitive skills

(Coffman and Dunlap, 1963; Dunlap and Coffman, 1969).

Construction with manipulables,~~Instruction and practice in three

skills--visual discrimination, manual dexterity, and verbal mediation-~-
and practice in visual discrimination and manipulative skills produce
gains in puzzle assembly skills in preschool children. " Failure of the
stories treatment to produce similar gains indicates that the type of

experience provided in instruction is a critical factor in the learning

of puzzle assembly (Lombard, 1968), /

Growth and maturation.--Wide variations zre found in the intake

of various nutrients of preschool children. Most children show a
characteristic battern of food intake which varies from infancy into
early childhood and reveals a change in the curve of intake of nutrients
as the consumption of specific foods changes. There is a decrease in

the intake of cz c. um, phosphorus, ascorbic acid, iron, vitamin A
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and riboflavin (Beal, 1961l). Calcium, vitamin A, iron and calories are
among the least well supplied, particularly among low income groups
(Metheny and Others, 1962; Burke and Others, 1962: High, 1969). Serum
cholesterol is not related to total caloric, carbohydrate, fat, and
protein intake (Beal, 1965). However, protein supplementation, whether
from animal 6r plant sources, results in an increase in the percentage of
albumin which does not occur with a protein=-free supplement (Hanafly
and Others, 1967). A shift from lower to higher calories is xperienced
as the frequency of between meal eating increases in fives and sixes,.
Children who report eating no sweet or sticky between meal items the
day prior to the health conference show 3.3 decayed, extracted, or
filled teeth while the chiildren who report eating four or more such
items exhibit 9.8 decayed, extracted, or filled teeth (Weiss and
Trithart, 1960), Differences in bone width and muscle are found among
African children, ages three and one-half to seven and one-half, wio
have maintained weight at a high level from birth, whose weights have
been at a consistently low level and whose weights have been at a high
level but have fallen during the first year. ©No differences are found
in bone length or subcutaneous fat (McFie and Welbourn, 1962).
Measurements of bone, muscle, and fat increase more rapidly in
the first year of life than in subsequent years., Also evident is the
decrease in width of fat measurements after one vear of age, while
the muscle and bone widths continue to increase, The rate of change
with increasing age ié not the same for each tissue at the different
age levels. Larger values of fat measures for girls are apparent at
all ages (Maresh, 1961)., 1In boys from age three to seven the most

important factor influencing variation in weight is wvariation in the
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general development of the flesh mass. TFor girls ages three and

four height leads chest girth squared and calf girth squared, but

from age five on, calf girth assumes the leading role (Lu and Savara,
1962). Rate of skeletal maturation is also different for bcys and girls.
with girls having a higher mean rate of growth between five and six
years (Marsball, 1969; Hansman and Maresh, 1961). In a comparison

study of Kampala African, Kampala European and English children, the
weights‘and the heights of the girls are similar but there is a marked
superiority of the European children in both groups to the Kampala
African children in both height and weight (Welbourmn, 1961),. Physical
growth is satisfactory in children with galacto semiaj; however, skeletal
age is retarded in over 50 percent of the children without relation

to age at time of diagnosis, diet or intelligence. Early diagnosis
followed by immediate imstitution of treatrent permits more satisfactory

mental development (Donnell, Collado. and Koch, 1961), k

Perceptual-motor abilities.=-Incidence of visual defects am;ng
b

preschool childr%n is high enough to support recommeiidations of large
scale vision screening programs (Michigan Depa:rtment of Health, 1965;
Hatfield, Barrett, and Nudell, 1967; Trotter, Phillips, and Shaffer, 1966;
Burman, 1969; Gibbons, 1970; Kripke, Dunbar, and Zimmerman, [1970). The
high incidence of amblyopia (presently one i: twenty children) and the
number of partially sighted children provides justification for this
screening (Burman, 1969; Hatfield, Barrett, and Nudell, 1967). Refractive
errors, strabismus, énd amblyopia can be identified and shculd be treated
in early childhood (Kripke, Dunbar, and Zimmerman, 1970). The incidence

of color deficiency among fives and sixes is 0.5 percent for girls and
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3,0-3.5 percent for boys (Lampe, 1969). Accommodation decrcases with
an increase in age between five and seven vears. Girls' accommodation
cexcewds boys', Suburban children’s accommodaticn euceeds thit of
urban children (Eames, 1961),

In the maturation of auditory abilities o. three to thirteen
year olds therc is an increase in acuity over the age range of four
to nine with the majority of the improvement oceurring before eight
years. Speech intelligibility increases 5 percent with most of the
change occurring before six years., Noticeable is the decrease in
localization error which is at 18 degreess at age three but which by
age eight is at approximately 5 degrees. Girls are comsistently more
disturbed by interferring noises. Differences are found in responses
to fragmented speech signals at all age levels. Reaction time decreases
as a function of age and for both sexes for both auditory and tactile

stimulation, The auditory reaction time is relatively stable across the
y y

e

age rahgé, especially beyond age five. The auditory and tactils

3
4
4
E]
k1

reaction times are approximately equal for subjects under five but

markedly separate with tactile reaction time being shorter for

older children (Siegenthaler, 1969). Auditory screening of fours and 1
fives identified approximately 10 percent as having a hearing loss

(Griffing, Simonton, and Hedgecock, 1967). It is believed that correc-
tion of hearing defects at the preschool age for both the culturally and
economically deprived will improve their educational achievement (Michi-

gan Department of Health, 1965). By comparison with normal children,

hearing loss children between ages three and seven are less able to re-~
produce auditory than visual patterns while there is no difference be-
tween auditory and visual scores for the control group (Sterrit, Camp,

O



O

ERIC

Aruitoxt provided by Eic:

64

and Lipman, 1966). On tests of auditory discrimination using noisemakers
and word pictures for stimuli, threes were able to identify three of
eight iitems and fives were able to identify seven items. With word pic-
tuses the six year old can identify 21,5 of 24 stimuli. Maximum growth
is reached on these tests by age six (Martin and Others, 1969),

In form copying, judged on the basis of eight characteristics--
form, curvature~linearity, open-closedness, number of parts, relationship
of parts, orientation on the background, size of relatiounship, and inter-
sections~~two and one-halfs to fives improved with age in accuracy of
reproduction for each of the charactaristics judged and for each of the
designs and in qualitative organization judged on the basis of whether it
showed a change from the original {Grsham, Berman, and Ernhart, 1960).

In a study of motor control as a copying pattarn of preschool chilidren,
CA is positively correlated with speed of orientation, écceptance of
structure and motor controil. A positive relationship is also found
between IQ and speed >n and IQ and motor control. The
brighter child is quice. . . perceive meanings and impli.icaitions of test
instructions and 1s more likely to have advanced motor skills, Motor
control correlates significantly with speed of orientation, acceptance
of structure, quality of participation, capacity for social relation-
ships, autonomy, accepting limits, lack cf overt tension and s=lf-
feeling. Stress in relation to newness and difficulty is likely to
become observable in the form of motor awkwardness, stiffness, restraint
or limpness (Moriarty, 1961),

In testing brain injured threes through fives, the copy-forms
test is too difficult for the very youngest children. The Mark-Car

Accuracy Test is too easy for the children over five. Age is the most

M F e
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important variable affecting performance on vocabulary, conceptual

and perceptual-motor tests., Intercorrelations among vocabulary, con-
ceptual and perceptual-motor measures suggest that the various tests

are to a considerabie degrce independent of aach other (Graham and
Others, 1963), The performance of brain injured children is inferior
compared to that of normal children but it is not equally impaired on
all measuvres. Impairment is marked in the cognitive and perceptual-~
motor areas and relatively slight in the area of Personality functioning
(Ernhart and Others, 1963), Comparison of normal three through five
year olds with retarded children with MA's between three and five years
shows coler recognition and discrimination to be learned before auditory
and aural discrimination and visual discrimination with a gap between
noxmal and retarded groups. The gap widems in the aural discrimination
test which is dependent on a knowledge of words and language. Training
makes a difference in both groups with children receiving the most
training making the highest scores (Lipmau, 1969).

Willingness of thre .s through fives to perform a difficult perceptual
task such as buttoning or working a puzzle‘is independent of ability.
Older children are more skillful than younger (Starkweathar, 1966).
Movement speed of nursery schocl and kindergarten children in putting
marbles into a tube is increased by reinforcement and continues to be
faster on non-reinforcement trials than in the control group {Penny,
1960)., It is estimated that between three and fours‘40 percent of
perceptual growth has occurred and that 20 percent occurs between four
and seven. Not until age six is the child able to accurately perceive
the visual stimuli requiring the integration of saveral visual skills

Martin and Others, 1969).

l{llc 68
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Self=care activities.--Cerebral palsied threes, fours and fives

followed up at sixteen, seventeen and eighteen provide information of
prognostic significance. No cerebral palsied child with an initial

IQ under 50 was able to secure employment of any sort as an adult.

Spastic groups tend to have the highest IQ's, achieve a higher level

of schooling, function at a more indepeiident level in self-care activities
and in a soc¢ial and economic sénse.. High levels of -self care correlate
highly with employability, school achievement, general economic status,
s#ocial integration and interpersonal adequacy in functioning (Klapper

‘and Birch, 1969).

Speech.~~The learning curves of kindergarteners and first graders
suggest that the vowel "oe" is learned gradually through successive
approximations to the model utterance. Consonancs are learned in a
more dichotomous fashion. A common response te q is s, Few children
can produce close accoustical approximations to x., Almost all children
can produce h with markedly fewer producing k or both h and k. Fives
can learn new articulations at about the same rate as sixes but thev
learn them less accurately (Locke, 1969)._ Errors in echoi .
of threes through fi&es decrease with increasing age with differences
between all three ages.. Although the absolute errors decrease with
increasing age, the consistency of a specific error response increases
with age. Fewer errors are made on sounds that occur most frequently
in the English language. The place of articulation is the primary source
of error while errors of voicing and manner of articulatioan occur much
less frequently (Bricker, 1967). The tongue~thrust swallow (low, for=-
ward tongue and a slightly depressed mandible during swallowing) pattern

appears to be the normal one among fives and sixes. Most of the children,
" B4
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89 percent in this classification, articulate the sounds t, d, 1, n, t,
and z in dental and low interdental position. Stuttering by twos

through sixes occurs on all parts of speech, disﬁributing itself as the
parts of speech are distributed in their language. To the degree that

a grammatical factor is present, pronouns and conjunctions are associated
with larger amounts of stuttering in this age group whereas the important
content words (nouns) are responsible for most of the stuttering in adults
(Bloodstein =nd Gantwerk, 1967)

Prior to training in a specific speech improvement program, experi-
mental and control groups of kindergarteners and first -raders were
similar on the Speech Battery., Immediately after the training, dif-
ferences were apparent but decreased during the four mouth interim
following the training. The two groups did not differ on the Wepman
Auditory Discrimination Tests during any testing period. By the middle
of the program: the LSES and MSES groups had almost dc-bled their percentage
of perfect scores and the high group had improved fr¢ «£8-71 percent. By
the second grade LSES groups had improved as well as MSES groups, but

HSES groups were still better than both (Byrne, 1962). An experimental

group of three and one~halfs to five and one-halfs trained on .e ITA

showed greater improvement in articulation than controls (Goldman, 15&8).
Cleft palate children at all age levels from three to nine show
censistent and substantial weaknesses in vocal and gestural expression
and in visual memory relative to their performance in other areas of
psychelinguistic functioning. Performance is progressively poorer in
each language area as age increases, Although the language scores are

consistently higher at each age interval, they are consistently lower

than the appropriate CA (Philips, 1969; Smith and McWil! ‘am:, L968).
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Speech development represents the most obvinusly limited area of
development in mongoloids of five and sixe. Speech in the mongoloid
develops during the fourth, fifth and sixth Yyearse. Most are able tb
combine words and use simple s2ntences., None can use words relating
to spatial relationships such as "in"” and '"on." Articulation is poor

and many of the words consist only of their initial sound (Thompson, 1963).

Summary of findings in psychomotor domain

Comparisons ‘between ADV and DADV, between under fives and fives,
and between Anglo and Negro children are made difficult by the nature
of the data. No studies were found of ADV Negro fives or ADV Negro
children of mixed ages. Only one study was found of Negro fives of
undesigtated SES. Few studies focus on one age group while the majority
include from a twc to five year age span with infrequent designations
of the actual abilities of children of a given age. Few studies make
comparisons between ADV and DADV although it may be known that both SES
levels are included in the study. Studies for one SES level have mnot
been replicated with other SES levels. The same problem holds for dif-
ferences in Anglo and Wegro children in terms of comparative data and
replication of studies, Behavioral characteristics are seldom described.
Data tend to be reported in terms of scores on tests or factors affect-

ing performance on a specific task rather than on developmental abilities.

Socioveconomic differences,=--Compared to a ‘‘normal'' population DADV

Anglo and Negro under fives are shorter in height, lower in weight, and
have =z smaller head circumference. DADV children of undesignated rxacial

background and mixed ages show normal to beicw mnormal weight and height.
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Diets of ADV under fives meet or exceed 1964 standards in calories,
protein, iron, vitamin A, calcium, thiamin, riboflévin, and ascorbic
acid., Vitamin A and B complex deficiency signs are prevalent in DADV
under fives. Also prevalent in DADV children of all preschool ages
are physical problems, many of which are not under care. Most frequeutly
identified are dental diseases, diseases of the nervous system, asthma
and other allergic conditions, nutritional diseases, respiratory
diseases, skin infectioms, enuresis, hernias, speech abnormalities, and
vision and hearing losses. Physical problems in the DADV are cften
found in conjunction with personality problems, neurologicai problems,
mental retardation, and differences in physical size. Habits such as
nailbiting and thumbsucking are less frequent :x the DADV than in the ADV.
ADV under fives show superior abilities to DADV under fives in
stick~design cepying. They alsc sesk complex stimulation situations
as compared to simple situations, Problems are encountered in measuring
the perceptual abilities of the DADV under fives which involve their
inability to reach a minimum score, sometimes associated with inadequate
speech develupment and inability to indicate directions. Developme- ~al
deficits are found in DADV under fives in motor speed and visual atten~-
tion span, DADV fives also show deficits in perceptual-motor functioning
of about one year. DADV children of mixed ages are more impulsive in
motor responses but no less able to inhibit motor responses than ADV.
Effects of training programs for DADV children are not predictable.
Children make gains in some programs but not in others. ANV children
make gains in training programs in auditory and visual discrimination
which DADV children do not make. Gains of the DADV children appear to

be affected by the age of the children, their abilities, and the type of

RIC
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training received, but no specific pattern of relationphip is identifiable.

N

Age differences.-~ADV under fives can copy designs with sticks with

increases in this ability being primarily a function of developmehtal
age. Age difference also appears in ability to act pantomimically, with
a two-year lag at age five between ability to respond to pictures and
ability to respond to real objects. Under fives are not fully aware of
the temporal aspects of delayed auditory feedback and make fewer changes
than fives, who decrease their word rate by more than half and increase
the percentage of prolonged syllables, repeated words, and repeated syl-
lables. ADV fives have not establishad foot dominance, hand dominance,
eye dominance, or.left—right awareness of their own body parts and they
are not able to increase scores on the Draw-A=-Man test after visual cues
are given. Between four and six, ADV children improve in auditory
discrimination. ﬁigh potential kindergarten children are identifiable
with the Bender-Gestalt tes: but scores do not predict later school
achievement,

DADV Negro under fives are very poor at copying letters of the
alphabet and Arabic numerals. By five‘they become more skillful.
Negro under fivses are also poorer in left=-right differentiztion than
children older than five and one-half. DADV under fives of mixed ethni..
background mske many errors in copying, drawing, desc;ibing roundness,
pointedness, or squareness of an object, After training, f:ves have
no trouble ma:iing these ciscriinations, DADV under fives cf mixed eth:
groups are abl: to make a scorable response on making a felt person but
cannot copy the pic-ure mace. DADV Anglo fives can make discriminations

required to sort triangle :nd circle cards but may not be able to draw
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these freehand, Under fives given only verbal instruction on how to
assemhble form boards and puzzles regress while children given practice
and practice and verbalization treatments make gains. In the learning
of articulation through imitative responses, DADV under fives are de-
dependent upon at least partial reinforcement; under fives also do not
correct their inability to correctly pronounce words on the basis of
practice which requires discrimination between correct and incorrect
responses, %ye-hand confusion problems exist among 50 percent of
five~-year-old DAbV children.

‘Among studies of children in which socioeconomic status is not
designated, under fives fail to establish a basal score on lefe-vight
discrimination; but beginning at five, errors decrease, Success in
color matching increases with age with errors decreasing rapidly from
three to five and less rapidly after five. The most preferred color
is blue, followed by red, green and yel.ow. Color tint matching also
increases with age with different colors not discriminated with the same

degree of accuracy. Green is easiest for fives to discriminate. Figure

identification of light figures on a dark ground and dark figures on

a light ground by under fives improves with age, practice, and distinct-
ness of figures, Fives match figures such as firetrucks, lzmons, and
lakes more easily than they match squares. Houses drawn by under fives
after they have seen an adult draw a house resemble the adult drawn
model more than the original houses drawn by the children. At 46 months
children begin to include a mouth in their figure drawings and they do
not change their drawings when guestioned about other features.

Toys preferred by under fives from a larger seleétion includg

sound cans, wooden table blocks, color lotto, and the flannel board. 1In
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the selection of blocks to be played with, position is a more important
determinant than color, Gross discriminations in size are made by under
fives in block play, but there children inaccurately estimate body size
in terms of reaching for objects too hirh. Mature jump for distance is
accomplished before five, as is singing tunefully in the middle C-F
range, but not all fives can successfully handle a toothbrush, Taste
sensitivity of under fives does not differ from their parents., Fives
make greater gains on a motor pursuit task than younger children. They
can control operant motor responding when saying the operants aloud but
not when whispering them. Tihey are less spontaneocus in their discrimina-
tion of mirroxr-image reversals than first graders. They are more
willing to try a difficult bean bag target game when ian pairs than

vmen alone and are least willing before a class,

Ethnic differences.--ADV Anglo under fives enrolled in an experi-

mental program to provide instruction in body orientation perform better
on the Rod and Frame Test and on several subtests of the Frostig Test
than Negro children. As measured by the UCLA Visual Discrimination
Inveﬁtory, age differences appear in Negro fives which do not appear in
Anglo under fives. ADV and DADV Anglo fours and fives are not different
in their performance whereas ADV Negro children show gradual growth

from the third to the fifth year with DADV Negro under fives making
meager gains from the third to the fifth year so that by the fifth year
they are not superior to the average three-year-old Anglo child., WNegro
DADV fives are more skillful than DADV Anglo fives at tasks demanding
physical coordination and sensory perception. Negro Head Start fives

are, nevertheless, characterized by a comprehensive lag of about eight
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months in visual-perceptual development when they enter first grade,
Analysis of factors affecting anatomic, physical and psychological
growth of Negro under fives of undesignated SES reveals that intregroup
variacions are similar, both in range and in factors relating to the
variation, to those long accepted as existing among Anglo children;
Compared to Negro DADV under fives, Anglo DADV uuder fives have higher
blood cell volumes and higher mean skin volumes, Negro under fives are
taller than Anglo under fives. The Negro boys as a group are the tallest,
heaviest, leanest, and most anemic while Anglo girls are the shortest,
fattest, and had the best scores on mental maturity. More health
problems occur in Negro DADV under fives and congenital malformations
are more frequently ideatified, but a larger percentage of Anglo DADV
under fives are hospitalized with a larger percentage of hospitaliza-

tions due to ilinesse.
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Cognitive Domain

Advantaged Anglo children under five years of age

Concepts.~=When children are asked to respond to commands which vary
in complexity, a definite age trend for most commands is found. The
number of failure types decreases across the three to four and one-half
age range while the number in the correct performance group increases.
Commands which are least able to regulate the child's behavior have the
following characteristics: 1) most complex syntactic structure, 2) re-
quire simultaneous aitention to a larger rathar than a smaller number of
conditional factors in a situation, and 3) f:he behavior they instigate
extends over a longer rather than a shorter time periecd (Beiswenger, 1968).

The perception of children in ordering five sets of pictures from
youngest to oldest reveals that more of the children age four and one-half
and older order the pictures correctly than those under four and one~
half (Britfon and Britton, 1969). ?

Experimental and control children,>in a two-~choice discrimination
problem, produce behavior resembling their model. They do not overlap
in types of imitative respomses, Further, social rewards have a

facilitating effect on imitaticn, and aggression is readily imitated

by all the children. Nurtured threes and fours exhibit more predecision

conflict behavior than non-nurtured threes and fours (Bandura and Huston,

1961).

The results of the Preschool Inventory for a summer Head Start group ;
when compared with a University of Kansas nursery school group show the
nursery school children (although somewhat younger) to be better in all

areas on both the pre- and posttest. 1In the areas of number concepts and
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ordination and concepts II, the Head Start children's performance at the
end of the summer is neo longer significantly different from the nursery
school group's performance during the third and fou:th week of the

summer (Horowitz and Rosenfeld, 1966) .,

Intelligence.--There is less difference in IQ points for MSES fours

on the S-B than for LSES fours (Wellewxman, Broman, and Fiedler, 1970).

Language.--The objects of a child's communication vary as a function
of social setting. A child in each sucrceeding preschool age group
emits significantly more information processing predicates to ano ther
child an# most of this increase is of a simple talking or communicating
type. A significant portion of the increase is in wverbal cognitive
communication (Honig, Caldwell, and Tannenbaum, 1969), Examining chil-
dren's reactions to sentence command, two types of commands are found
to be least able to regulate .the child's behavior, The two types have
thase characteristics: 1) they have the most complex sencence structure
and 2) they require simultaneous atvention to a larger rather than a
smaller number of conditionai factors in the situation. The behavior
they instigate extends over a longer rather tham a shorter period of
time (Beiswenger, 1968). White MSES children in a free speech 'situation
use proportionately more complex sentence types when compared with
Negro LSES children (Ossexr, 1968; Osser, Wang, and Zaid, 1969).

From a.very early .ge children can analyze the structure in their
own speech., The three year old can make cognitive statements, includ-
ing those he may not have heard before. He nnderstands and can interpret
correctly cognitive sentences without emotional charge. The three year

old not only names but also makes statements that are predicational and
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cognitive and may refer to events in the more distant past which have a
future sense or intent but which are not just demand for action and
which involve pretense or possibility, From about age two and one-half
on the child uses language as an instrument of explofation with syntactic
play, arrangements and rearrangements, transformations of sentence types,
and substitution of words in fixed sentence frames., The three year old
gives evidence he has the concept of a sentence, which indicates under-
standing of grammatical relations (e.g. subject-predicate, object of a
verb) and that these are well marked in his own speech. The child of
three expresses the basic sentence relations with great precision in
English and has the ability to make demands, give commands, negate
propositions and ask innumerable questions (Bronowski and Bellugi, 1970).

A study of the language of three children shows that by the age of
thirtyfsix menths they were producing a first derivative of occasional
questions, a kind of invention that might develop if the grammatical
rules were in the process of formation. The children produced a kind of
question which is neither the occasional nor the normal form, but an
"ungrammatical’ creation that lies midway between them, i.e. "What John
will read?" All three children started giving weli-formed answers
of a given type before they themselves constructed Wh questions of the
corresponding type (Brown, Re, 1968). |

The grammatical rules for expressing complex meanings develop along
with the meanings. The three year old organizes his vocabulary into
categories of adult language, These then are combined not by naming
but by grammatical principles which include hierarchical organization of
the parts. 1n general he forms and extracts rules from the sentences he

hears and rcorganizes them in his own speech. Examining the use of the

V80



77

English plural, it is noted that the same threc children supplied the
plural correctly when the requirement was within the noun phrase’
boundary. These data suggest that one aspect of language development
is the extension of linguistic dependency relations across larger units
(Cazden, L968). The sentences of three and four year olds are marked

by the age characteristic of "rules of maximum generality," causing over-
extension with gradual narrowing to greater precision of application
(Bronowski and Bellugi, 1970). Overgeneralization results in notice-
able errors with irregular verbs aad irregular plurals for nouns.

These irregular forms are often used correctly by the child before he
begins to generalize, as a result of having learned the irregular form
by rote. Particular forms of parent interaction have less effect on

the child's development of mure strictly grammatical aspects of the total
language acquisition process than on the more cognitive aspects (Cazden,
1968). Basic grammatical structures seem to be learned despite the
variation in the child's linguistic enviromment, while the ability to
use language to express ideas may be more vulnerable to the variation
(Cazden, 1968; Brown, R., 1968).

Various programs use the PPVT to measure receptive language in this
age group with varying results. Pre- and posttests over a seven month
interval showed gain scoraes equal for children in a Montesseri school,

a conventional day nursery school, and with no mursery school experience
(Prendergast, 1968)., University of Kansas nurseryischool children made
significantly more responses than a group of Head Start children but
showed no gain between pre- and posttest (Horowitz and Rosenfeld, 1966).
Fours fail to verbalize scorable reasons from observing a model perform
conservation tasks (Rosenthal and Zimmerman, no date).
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General cognitive,--On transposition tasks the Very Far group (six-

step) task was more relational than the Far group (three;step). The
Near group (one-sitep) was more relational than the Very Far and Far
groups on the first test but less relational than the Very Far group on
the second tests These results hold for children who lack as well as
those who poséess functional labels and for children younger than four
as well as older than four and one-half (Taron, 1967).

From no consexvation in the baselil:: o piase, fours increase their
udgments of equivalence in imitation and tiie generalization phaszas
significantly, T:.2 children fail te var..: =e scorable reasons from

observing the modei perform (Rosenthal and Ziimerwman, no date),

Advantaged Negro children under five years of age

Ability, specific.-~A follow-up study of children initially observed

at age four shows that MSES children receivé higher grades and test
scores than do LSES children. Maternal control strategies, ability to
teach effectively (as defined in the preschool phase) and affective
behaviors are related to academic grades and standardized test scores,
The child who does well in school is likely to have a warm, supportive
mother who stresses persoﬁal-subjective control strategies and avoids
imperative commands and status -normative appeals, His mother also
uses effective teaching techniques such as orienting the child to the
task, giving specific feedback, accompanying directions with rationales,
eliciting the child®’s interest and cooperation, and giving praise. The
mother’s use of standard English is found to affect the child's performance

to the same degree as her control strategies, teaching styles and affective
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behavior (as rated by the home interviewer) (Hess and Others, 1969).

Concepts.-~The degree of informational specificity in Negro mothers’
teaching their children how té sort by color, shape. height and mark
varies with socioeconomic status and the degrece of s. s ;onél press
(Brophy, 1970). MSES children taught sorting tasks bs the .r mo* -ers
performed well above LSES children, particularly in of  :ri-z ver:al
explanations as to the basis for making their sorts. 7he score.. higher
on using descriptive and categorical responses, which was nterr =ted
as showing more reflection and evaluation of alternati-re :nd T=re

cbjective and abstract thinking (Shipman and Hess, 1966).

Intelligenge.——On the S-B and Columbia Mental Maturity Tests,

MSES groups give higher predictions of scores they will attain than
both upper and lower LSES groups. The ULSES group gives a higher

prediction than the LLSES (Brophy and Others, 1965),

Laﬁgugge.--MSES children,uttered longer and more complex sente+ces
with relatively fewer nouns than those in the LSES group when colored
slides were used as the stimulus. About 57 percent of their utterances
were complete sentences and most used compound or complex sentences.
MSES and LSES children differ in total voczbulary and the number of
different words. They differ most in relative use of noun and verb

clauses (Weener, 1966).

Mediational processes.--Mothers tending to a personai-subjective

orientation or a cognitive-reactional teaching style manifest a more

elaborate linguistic code, These mothers were more midd_e class (Olim,
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Hess, and Shipman, 1967), The mothers' language styles were definitely
related to the child's performance on these tasks, Maternal teaching
behaviors (control., linguistic) are as useful or better than their IQ or
social class as predictors of their child's behavior (Hess and Sph-.pman,
1968).

The lower the IQ was (MA held constant) the lower the mediatic al
facilitation of children. Qualitative aspects of the sentences foraulated
for the subjects had no relation to the efficiency of verbal mediation

(Milgram, 1968).

General cognitive,--Longitudinal data obtained from the preschool

phase measure of curiosity indicates that it is of littie use in examining
cognitive development. Measures from the children's free play behavior
are more in accord with the model of curiosity behavior. They were
meaningfully associated both with some postulated antecedents of active
exploratory behavior (matermal control strategies and teaching behaviors)
and postulated consequents (children's ability to perform successfully

and to avoid detrimental behaviors) (Hess and Others, 1969).

Advantaged ‘children under five years of age, mixed or undesignated ethnic
background

Attentional processes,--Total fixation time or the total time the

subject oriented his head and eyes toward a screen reveals no differences
for either the experimental or control group, nor any between-group
differences, Response recovery in the experimental group is highly
significant, For both groups response recovery alsb occurs when every

set changes. Total fixation time for the three and one-half year old
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can be considered part of the orienting recflex im thst response
decrement occurs to repeated stimulation and response recovery cccurs
when the stimulus is variede. Distfibution of attentién can be a func=-
tion of novelty and familiarity ("ushell, Wrobel, and Michaelis, 1968).
More children from a non-depri—ed background prefer complex figures and

novel stimuli than Head Start children, who tend not to have this

preference (Hicks and Dockstadexr, 1968).

Ability, specific.~-=Children admitted early to kindergarten are

generally successful in later school life. As they progress in school,
the relative standing of the underage children improves (Miller, 19623
Hobson, 1962). The Academic Preschool children are superior to
Montessori children on the WRAT but the Montessori group shows greater
variance on arithmetic and spelling. Only one child in the Montessori

group could read while thirteen out of eighteen Academic Preschool

children s=cored at or above 2,0 (Bereiter, 1967) .

Third grade reading ability was compared with preschool play
activities. Underachievement and amount of time spent outdoors in the
winter, the amount of time spent with the mother in outdoor activities,
and the amount of time spent with the father in outdoor activitias show
a significant relationship. The amount of time spent indoors with
father is also in favor of the underachievers, who also SPehd more time
outside with both parents. The underachievers tend to spend more time
outside in the summer. Achievers spend two hours, thirty miautes daily
watching television while underachievers spend one hour fifty minutes
(Wells. 1970},

Three year olds can follow a television cartdon.and read appropriately

"no" and "no, no" when spoken by the characiers, More than 90 percent
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of them could sti.l read the words in a posttest given one week latere.
More than 50 percert could read the additional three words and combina-
tions taught them in the following two lessons (Cobb, 1970). Another
program reports no three year 01ld learning to read well enough over a
five month period to be tested on a standardized test. Individual
children did learn from twenty to fifty words, twenty or more letters
of the alphabet, and ome could sound out words firom their spellings
(Bereiter, 1967).

In a classification task Treatment I children whc use pictures
of familiar objects score higher than the control group on the Hier-
archical Classification Teszt Form 1. There is no difference between
younger and older children on Form l. On Form 2 of the HCT, Treatment;
and Treatment, (children with whom pictures of geometric designs were
used) score higher than controls. Older children do score higher.than

younger subjects on Form 2 (Ward, R., 1969).

Concepts.-~HSES children learn discrimination tasks faéter and
make more correct responses when effects of Verbal-Nonverbal, Reward-
Nothing, Pynishment-Nothing, Reward and Punishment conditions are
considered than LSES children (Spence and Dunton, 1967). MSES children
tend to make more correct choices than LSES children on picture-object
matching (Franklin, 1969), Cognitive styles of MSES children show more
complex forms of construction than LSES chiidren (Fowler and Burnett, 1967).

The most frequent of all types of manipulative organization ob-
served in forty-month-old "ildren is the maaipulation of all eight
objects used in the study. About 15 percent of the children manipulated
the objects in =z successive alternation sequence, a behavior virtually

never observed in these children at age twenty months. At forty months
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there was a sharp rise in complete grouping of both sets of four objects,
particulariy with specific sorting instructions. There was a decline in
the structuring of single groups as well as similar pairs. The grouping
of four objects almost mnever occurred. A fair number of children grouped
similar objects but did not instinctly separate them one from another
more often under general than under specific instructions. Grouping of
dissimilar objects or arrangements configurationally occurred almost
exclusively at forty months. Symmetrical division was observaed more
often under specific sorting instructions. Grouping of dissimilar
objects into four pairs and successive alternation were observed occasion-
ally at forty months (mever at twenty months) with more of the firsta
There was essentially no relationship between children's scores av

twenty and forty months (Ricciuti and Johnson, L963).

On a discrimination task matching geometric shapes up-down and
left-right, children discriminate orientation of objects with a high
degree of consistency. Up-down reversals give fewer errors than left-
right reversals, Latencies are lower, as are errors, for high direc-
tional stimuli as compared to low directional stimuli {Wohiwill and
Wiener, 1964). Color and size discrimination appears to be more dif-
ficult for sixes than for threes (Lee, 1965).

Oon conditional discrimination training tasks, few threes and fours

n -—

attain criteriom. Distributed practice during training facilitated
both the training and conditional discrimination performance of four
and one-halfs to fives but had little effect on three .and one-halfs
to fourse. Training three and one-halfs to fours over a five=-day
period produced a dowmward trend in the number of erroxs over the
successive days of practicé, and almost everyone achieved success on
Q

ERIC .

Aruitoxt provided by Eic:

e

&7

P



84

the reversal task on the fifth day (Gollin, i966). An irrelevant dimen=~
sion or attribute interferes with the perception of the child under four
in a learned size discrimination task. After four the proportion or
percent of correct responses increases abruptly {(Rosenberg and Birch,
1969).

Cchildren who receive the major goal (reward) during the learning
trials in an inferential behavior task and whe could see the major
goal during the test trial perform better than children for whom only
one or neither of these conditions prevail (Kendier and Others, 1958).
on discrimination learning tasks, fours (as well as sixes and eights)
make many more errors on a reward problem than on a non-reward prcblem.
None reached criterion during six sessions. Fours did not improve
significantly over training sessions when compared to sixes and éights
(Berman, Rane, and Bahcw, 1970).

on a discrimination reversal task children benefited more from a
mixed experience than from a positive, negative or no~reward reversal
experience, The positive experience was superior to both the negative
and‘no-reward experiences and no difference was noted between the
latter two. Discrimination reversal is more difficult as trial length
increases (Vaughter and Cross, 1965).

ADV children are better at matching pictures and arranging them
spatially than DADV (Franklin, 1969). There is a progressive increase
in age discrimination of photos by four year olds (Kogan, Stephens, and
Shelton, 1961). Four year olds have great difficulty recognizing the
Double Alternation sequence (Pufall and Furth, 1966).

Varying stimuli in discrimination learning is more difficult and
distracting for fours than sevens. Fours’® performance on the negative

Q N
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shift is slightly superior to performance on the poéitive shift for the
control condition whereas the opposite is true for the eiperimental
condition (Brown, L. 1969).

Fours use less relative cue préference than twos. They tend to
shift choices after non-reward (Berman and Grzham, i964), Problem
solving behaviors are more developed in an ADV prekindergarten group.

An HSES child makes more use of the presence of adults in his problem
solving (Banta, 1969).,

Children whose parents participated in a course on the use of educa-
tional toys improved on the concepts the toys were designed to teach
(Rayder, Alward, and Nimnicht, 1970). 1In the area of cognitive abilities,
results of programs for Negro and Puerto Rican children favored conven-
tional teaching in the public school and Montessori in the community
center (Berger, 1970). Negro and Anglo threés could not master even the
first and simplest learnimg sequence on the concepts of "fat" and "skinny"
to criterion. Adding an extra example seemed to have a negative effect
on learning (Greenfield, 1968).~

In a study examining the concept of double function terms,'threes
and fours know double function terms only in relation to physical
objects. In the few instances in which the terms are used to describe
persons, the reference is most often to physical properties of persons.
n"Sweet” is the only word applied to persons in a sense other than
physical. Several of the children were surprised and indignant at the
suggestion that some of the terms could be used to describe persons

(Asch and Nerlove, 1967).
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Creative processes.=~ADV children's representzational play is some-

what more elaborated and differentiated than that of DADV children.
They engage in more verbal descriptions of what they are doing (Franklin,
1969). Children whose teacher takes them step=by=-step through the con-

struction of specified objects exhibit superior criterion performance

(product fulfilled assigned task). This treatment ﬁas especially pro-
nounced with the youngest children (Bereiter, 1967). During training
and extinction in puzzle completion the competence reward gap had a {
higher mean competent response rate than did the dependencyAreward gap

(Speer, Briggs, and Gavalas, 1969).

Intelligence.--When verbal dependency to the experimenter is examined,

average intelligence boys change from opposite sex orientation at age four
to same sex orientation at age seven., Bright boys change from same sex
orientation at age four to opposite sex orientation at age seven. Average

girls remain slightly opposite sex oriented. Bright girls remain slightly

opposite sex oriented, Average boys beccome more father oriented with

.

age, Bright boys do not change their initial father orientation.
Average girls @initially mother oriented) become more father oriented with

agee, Bright girls do not change their initial neutrality of choice

(Kohlberg and Zigler, 1%67).

Program posttests show significant gains on the PPVT and S-B for
ADV childéren (Fowler and Burnett, 1967). MSES Negros, Anglo and Puszrto
Rican fours have a mean raw score on the PPVT only half a point lower
than MSES fives in the same study. 1In terms of IQ this is a nine point
difference in favor of the fours (Melton and Others, 1968), ISES child-

ren in an experimental treatmentz of nursery school experiences generally
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showed no significant raise in IQ when measured by the S-B, PPVT ‘and

Bender. Three dependent variables all favored the MSES group (Z~rosage,
1969). By the end of one year MSES children in an experimental program

had nearly reached the level that was achieved by DAD

V after two years
of instruction in reading and spelling, MSES did not have to be taught
many of the subskills that had to be programmed for the DADV children,
especiall: in reading (Bereiter and Engelmann, 1966). .HSES children
achieved higher.IQ scores on three testing occasions (beginning and end
of preschool year and end of first primary year) than LSES regardless
of the program they were in (Lenrow, 1968).

In a study compari. g programs, Montessori threes obtain higher total
scores on tests measuring intelligence than traditional nursery school
threes (Cox, 1969). After Head Start an experimental samplé's IQ gain
is fourteen points while the IQ of the contrast sample, composed of
children whose family income is above the Head Start eligibility level

remains stable (Fratto, 1968),

Lanpguage,~~Increasing numbers of children use transformations at
the older nursery school age, None of the young nursery school children
use the transformations auxiliary have, reflexive, participél-complement,
iteration and neminalization, Somé did use the réflexive and nominaliza-
tion trénsformations eight months later, Decreasing numbers of tﬁe older
children use restricted transformation forms, None of the older children
use the additional restricted forms found in the young nursery school
children's grammar such as the exclusion of zhe article (Menyuk, 1964),
More nursery school children above the mean IQ use articles redundantly

(Menyuk, 1963), There were no significant differences in the use of

9
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transformations between nursery school and kindergarten groups. More
nursery school children use noun phrases redundantly, omit articles,
omit restrictions in the use of the contraction, relative question and
adjective transformatioms, omit or substitute forms in the third perscn
present or past temse of verbs, and omit prepositions and articles in
phrase structure Gﬂenyuk; 1963; Menyuk, 1964),

At the youngest level 75 percent of the transformation restric-
tions not observed are contraction deletions, More children in the
nursery school group could perform only the first steps ir the
following transformations: relative question, pronominalization and
adjective. They could not bring the tramnsformation t£o correct compietion.
They also omitted the irregular past forms of verbs and substituted
regular past forms (Menyuk, 1963).

An almost equal percentage of preschool children 1earn'and respond
correctly to tasks requiring learning of both grammatical and ungram-
matical sequences and reproducing grammatical and ungrammatical sets.
Fewer preschool children than kindergarten children learn the grammatical
sets. They also give more incorrect respomnses toO grammatical sequences
than db children at the second grade level., Mean response time for the
nongrammaticéi material is greater.than for grammatical material as 1is
the percentage of correct responses between grammatical and nongrammatical
sequences. None of the children were able to reproduce a nongrammatical
set (Menyuk, 1968).

Sentence stress occurs much more frequently on contrasting picture
description than on the initial picture. 1t occurs more frequently for
subject and for verb than for object in the case of the contrasting

picture; and when it does occur on the initial picture, it is for object
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and rarely for the verb (Hornby and Hass, L970).

Threes and fours perform more adequately than fives when recalling
a nonsense string of phonemes. As the string length increases for more
complex language forms, MSES fours perform better than Head Start fives
(Horowitz and Horowitz, 1967). Threes and fours make more errors
repeating stimulus sentences containing difficult structure (adjective,
relative pronoun, verbal auxilary, conjunction inversion) than in senteﬁces
containing easy structure (number, conjunction and complement forms),
although both were of the same length. Responses to the difficult
structures take longer. More of the inaécurate responses that are
grammatically correct versions of the stimulus occur for the easy
structures than for the difficult ones. The grammatical errors oécurring
are deletion, substitution, and addition of consomants or endings (Smith,
Ce, 1966),

Fours give use definitions for a high percentége of the words they
define (Wolman and Barker, 1965). Tne frequency of dramétic play
questions increases with agees Children who talked more frequently in
carrying ouf the roles of dramatic play were chosen more often as
preferred playmates by their prescnool peers than children who were
observed to use dramatic play language less frequently (Marshall, 196Ll).
When children attempt to explaiﬁ judgments about conservation, they fail
to verbalize scorable reasons. Anecdotal evidence suggests that limita-
tions in their verbal repertoires influenced this result (Rosenthal
and Zimmerman, no date),

Language styles of the ADV seem slightly more complex than those
of the DAbv; Interest in verbal explanations was secondary or minimal

(Fowler and Burnett, 1967). A contrast sample of children whose family
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income was above the Head Start eiigibility index had an average of
thirty~four more words in their vocabulary than children in the Head
Start sample. The vocabulary of the Head Start sample contained two-
thirds of the words included in the vocabulary of the contrast sample
(Fratto, 1968).,

When final scores of children in a Montessori p.ogram and those in
a conventional nursery school are compared, there are no differences in
auditory discrimination and receptive language (Prendergast, 1964),

In a study comparing programs, Montessori threes obtain highér scores
on associative vocabulary than traditional nuirsery school threes
(Cox, 1969).

The Academic Preschool children were better than Montessori children
when auditory vocal association verbal versus nonverbal tests of the
ITPA were compared (Bereiter, 1967)., A Moantessori group made greater
gains between pre~ and posttests in receptive language but final scores
of the two groups were not significamtly different (Prendergast, 1964) .

Favored groups of English children use language five times as
often as the less favored groups fcr extiending or promoting action and
for securing collaboration with others. They also use language almost
three times as often to convey information to the listener which was
not apparent from the concrete situation and more than twice &as much
speech for the promotion of imaginative play as the less favored groups

(Tough, 196¢°

Memory.--Fours cannot remember as 1oﬁg or as complete language
‘/’J -
forms as fives but threes and fours can perform more adequately than

fives in recalling nonsense strings (Horowitz and Horowitz, 1967),

ERIC -
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Mediational processes.--When stimuli and responses involved in

pretraining and learning tasks differ, faster learning is found follow-
ing pretraining with high frequencies as compared to low frequencies of
reinforcement (Steigman and Stevenson, 1960). The performance of four
and one~half year olds parallels the threes' performance on oddity-
discrimination problems. Transfer to tasks that are two or more steps
removed from the original occurs to threes and inter-problem transfer

occurs for children after four and one-half (Saravo, Bagby, and Haskins.

1970). Nearly twice as many children can place an item cor :c:ly when

it corresponds to the subject of the experimentor's instructi:-. as

when it is the object (Bem, 1970)., Below “our few childrex » verbalic=z
the concept, transposition of middle size. Betwzen four amd _-ive and oze-
half many children were found at all three levels of the co: zpte

Transposition test responses of four and one-nalf to five anc one-half
vear olds indicate that verbal mediation will facilitate transposition
of the middle size response (Marshall, 1966), Fours have great dif-

ficulty in recognizing a Double Alternation sequence (Pufall and Furth,

1966).

Perceptual processes.--Children between the ages three and four

show little accuracy in sameness~difference judgments but increases
are found by ages five and six. Children between the =zges three to six
make cross-model sameness-difference judgments and recognition matches
in which accuracy requires differential spatial positions (Abravanel, i968).
Perception of quantity increases between ages three and four. Three-
dimensional stimuli elicit more correct responses thaﬁ do two-dimensional
stimuli. The number of incorrect responses does not vary according to
the size of the stimulus and the numerical differences between two
Q
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stimuli (Estes and Combs, 1966). Relative positive is a highly signifi-
cant factor for sensory coordination of up-down figures and left-right
positions (Huttenlocher, 1967). Upper MSES nursery school children
identify like capital letters as easily as lower MSES kindergarten chil-
dren. Capital letter pairs confused by children are M-N, M-W, S-P, I-J,
H-A, K-X, B-X, H-X, N-X, I-L, P-R, A-X, and H-W (Rlair and Ryckman, 1968).
MSES children receive higher total scores on spatial arrangement
than LSES children., Representational orientation is widespread among
children of both groups. The occurrence of representational activity
as ar inclusive or dominant mode of approaching the task situation is
more orevalent among the MSES than LSES children (Franklin, 1969).
When Ffinal scores of children in a Montessori program and those in =
conventional nursery school are compared, there are no differences in

figure-ground and position in space tasks (Prendergast, 1964).

General cognitive.--Anglo and Mexican American children increased

their judgments of equivalence in the imitation and generalization phase
from a position of no conservation in the baseline phase (Rosenthal and
Zimmerman, no date). There are no social class differences in the
ability to conserve numbers as measured by collapsing, rotation, expan-~
sion, equal addition, and unequal addition., Within this age a very
small percentage of subjects actually conserve when both "same' and
"more" are used in the questions (Rothenberg and Courtney, L968). The
number of children who can successfully place as many chips as the
experirienter decreases as the number of chips increases (Sallee and
Gray, 1963). Fours give more inconsistent nonconserving responses when

five transformations--lateral displacement, collapsing, resub-grouping,
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equal szddition and unequal addition--are compa red (othenberg, 1969).,
Very few foufs show comprehension of '"same' or "difZerent' using water
in glass jars as the conservation medium (Hall and Others, 1970),
The mean number of correct responses under a verbal condition

is greater than that under a pictorial condition in a class-inciusion
experiment (Wohlwill, 1968), Young ecucable mental’y retarded childrern
are far behind their CA pee:s.of average intelligence in knowledge and
the sylloquism form of logicai thought. Training results in a definite

improvement (Ross, 1967).

Advantaged Anglo five-year-c

Ability, specifice.=-Children who began a daily fifteen minute informal

reading activity during the second semester of the kindergarten year were
reading at an average grade level one year above other children (who had
scored on the GPRA in kindergarteﬁ but were not in the reading prcgram)
by the end of first grade; one year one month at the end of grade two;
six and one-half months at the end of grade three. Only 60 percent
of the children who had MA's above six years six months when the project
began learned to read in éhe project (Sutton, 1969), Nagro and Anglo
MSES kindergarteners do not differ from each other in the number of
errors in learning to recognize six words, Children make fewer errors
when given social reinforcement than when given either material reinforce-
ment or just kno&ledge of the results (Pikulski, 1970)H,

The relationship between Bender reading'achievemént.and reading
readiness of kindergarten children is lower than Bender reading readiness
anid reading achievement scores (Smith and.Keogh, 1962). Teachers'

pyecictions of kindergarten children's ability correlated through fifth

"Tt;' S)q?
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grzde with their achievement. The Bender—Gestalt Predictisns generally
dic not (Keogh and Smith, 1969). Non-Puerto Rican white caildren from
a MSES housing projezt are ranked higher by their kindergsz_-ten teachers
than Negro and Puerts Rican children (Wolff and Stein, 1967),

There is a difference between Negro and Anglo scores n the MRRT
but not between LSES and MSES groups (Scott, Nelson, and : inbar, 1967).

MEES nursery school children show a consistent incresse in ability
to count as a function of CA with the oldest group able to count as high
as 15.5 without error. Boys were able to count higher tha— girls. The
remainder of the test involwved generating number series, reversing a
number series, watching object, enumeration ability, equality and in-
equality, ability tc fomrm groups, use numbers in a memory task and
ability to detect missing numbers. There is a correlation of .88
between counting ability and the remainder of the test for the younger
nursery school children and .79 for the older nursery school children

(Pollio and Whitacre, 1970).

Concepts.~~-Fives are betterlable to order a set of pictures of
persons by ages than younger children (Britton and Britton, 1969).
Immediate verbal reinforcement leads to faster learning than delayed

- material rewards, which act as a distractor (Mérshall, 1969), Negro
and Anglo kindergarten children make fewer learning errors when given
social reinforcement than when given either material reinforcement or

just knowledge of the results (Pikulski, 1970),

Inteliigence.-~-Only two of the ten subtests of the Plaget Tests of

Thinking show more than one-third of kindergarten children at Stage IiI

(thinking). Piaget measures' predictions are slightly higher than the

98




95

WISC at the kindergarten l:zvel (Dudek and Others, 1969),

Anglc girle appear tc reason beatter than girls of other races

i

(S-B, CP') (Xrider and Ze-s:h=, 1967). Anglo children outperformed
Negro ck:i'dren on ver®al znc full scale measures of the WISC. 1In an

age range of five to nine, thare was a tendency for the younger Anglo
children and the older Negrc :hildren to be fluent in response to the
unusual uses test meésuring divergent thinking ability (Iscoe and Pilerce-
Jones, 19€<). The mean "2 “or a group of children who began daily
fifteen minute reading act_vities during the second semester of kinder-
garten was 115.5 in Septemcer of first grade compared to a mean IQ of
107 for all the children in the first grades in the programe Only chil-
dren whe scored on the GPRA uvegan the kindergarten veading program
{(Sutton, 1969). HSES American and French Canadian children made similar

IQ gains in an experimental kindergarten program (Pineault, -1967).

Language.--MSES Anglo children tested for their control of thirteen
common syntactic structures'give superior performances when compared
with the performance of LSES Negroes, even when dialect differences are
taken into consideration (Osser, 1968; Osser, Wang, and Zaid, 1969).

In free samples the Anglo MSES subjects use proportionately more complex
sentence structure (Osser, 1968). The mean word length of total language
production increases with every advance in grade level when groups of
kindergarten through eighth grade subjecfs respond té similar stimulus
situations (Griffin, 1966), Garbles are common in the child's language.
The kindergartener uses relative clauses and the sub ject-verb-predicate
nominal type clause more than older childrem. T-unit length increases

from kindergarten through first grade. Clausal patterns identified in
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kindergartensxs ‘ound only there, in third graders' writing, and
in the speech zazn ‘-ing of seventh grade children (O'Donnell, Griffin,

and Norris, 19&7

When chii<==: < identification and reproduction of w, r, and 1 are
studied, more oZ .. : children observe speech-sound boundaries in an
identification tz < -han in a repetition task, Children above the mean
age show a great:z =ndency to categorize the stimuli in a set as a
single speech soir .z to respond randomliy. Only 42 percent of the
children treated - sets of stimuli in the same manner in repetition and

identification (M=,uk and Anderson, 1969),

Ceneral cognitive.~-In a training program to teach concepts, rote

counting, object cooa2zing, "“same," '"more,'" addition, subtraction, one-
to-one correspondence, reversibility, and "more" or "longer," experi-
mental children show an increase from pretest tO posttest in contrast

to control groups ar both LSES (Negro) and MSES (Anglo) levels, with po
social class differsnce at posttest. A replication study with different
subjects and diffsrent examiners and three posttests found conservation
of numbers fairly . -able over time. MSES (Anglo) children showed more
conservation respcmses in the control condition than the LSES (Negro)
children, On the reasoning level test the result shows a general ir-
crease in adequate reasons and decrease»of inadequate reasons frcm pre-

test to posttest for SES groups (Rothenberg and Orost, 1969).

Advantaged Neg~> _ :-year-gld children

Ability, specific.--All of a Montessori group were ready to enter

first grade as cowpa: 1 with only about 50 percent of '.ls age group in
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a control group. Comparable percentages for childrern in public and
parochial primary grades who had attended Montessori preschool were
found to be superior to peers who had attended other preschools on
teacher ratings of learning ability and jiaterest in learning (Fleege,

Black, and Rackaukas, 1969),

Concepts.~-In & study of MSES arnd LSES Negro kindergarten boys
all cognitiwve variables discriminate between the socioeconomic groups

in favor of the MSES boys (Ryckman, 1967). i

Creative processes.--Children who attended a Montessori preschool

rate no highar on creative measures than children who attended non-

Montessori preschools (Fleege, Black, and Rackaukas, 1569).

T.anguage.-~Negro children use a different highly structﬁred language A ;
cf their own patterned after the adult speech of their community (Baratz
an? Povick, 1968). 1In a study of MSES and LSES Negro kindergarten boys ;
the MSES group scores well beyond the general language ability of the
LSES group. Only 20 percent of the MSES boys fell below the jnedian of
the LSES boys {Ryckman, 1967). ADV Negroés produced a great many more
wordz to describe pictures than ADV Anglos and DADV Negroes (Stern, 1966).
A MSES control group with no preschool experience in September of first

grade scored as well as a LSES group which had completed a year=-round

preschool center on the MRRT. On the MAT given in May the MSES control
group scored higher on all subscales than any of the ISES experimental
or control groups (Bittner, 1968). Children in a Montessori program

made greater gains than those in a non-Montessori program :n the area

of verbal ability (Fleege, Black, and Rackaukas, 1969).
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Advantaged five-year-cld children with unidentified or mixed ethnic
background

Ability, specific.~-MSES children perform better than LSES

children on reading readiness tests and on reading achievement tests:
Gilmore Oral Reéding Test, MRRT, Stanford Achievement Test. Children's
home activities are not found to be correlated with either reading readi-
ness or first grade reading achievement Gniller,’w., 1969). On the MRRT
ADV kindergartenérs scored higher than the average,who scored higher
than DADV (Hanson and Robinson, 1967). Measures of self-concept and
ego strength taken at kindergarten level are predictive of reading
achievement two and one-half years later (Wattemberg and Clifford,
1964) . The MRRT and Gesell Developmental Readiness Test add little
to the prediction of second grade reading achievement. Digit Span
improves second gradé reading predictions for the HSES group (Hirst,
1969). The kindergarten teacher's prediction of reading success survives
as a predictor variable fer the end of first and second grade reading
success., There does not seem to be a relationship between the kinder~
garten teacher's prediction of the child's success in reading and his
age (Hirst, 1970).

. Another study found that home prereading experiences are definitely
related to children’s first grade reading achievement as measured by
the Gilmore Oral Reading Test and Stanford Achievement Test. Experi-
ences more prevalent amang MSES than LSES were stories heard or books
read to them by their parents, family trips, dramatizing stories,
"pretending te read," and considerable contact with books. MSES and
ULSES children were more able to interpret appropriate pictures than

LLSES children. Most of the MSES children could rhyme words (Miller,
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We, 1969).

Educable mentally retarded children from HSES and LSES backgrounds
show little difference in spelling and arithmetic, Those in an experi-
mental program show reading scores approximately five months greater than
their peers (Fouracre, Connor, and Goldberg, 1962). |

Results of the Caldwell Preschool Inventory show no differences‘
between groups of Head -Start and noﬁ—Head Start Negro and Anglo child-
ren upon level of achievement (Krider and Petsche, 1967). A sub-first
grade program stressing more structured readiness program and an informal
kindergarten were equally effecti#e in promoting reading readiness
growta (Gabler, 1963). Test scores indicate there is a positive
correlation for both younger and older kindergarten children between
reading rexuiness achievement and kindergarten training. Before kinder-
garten training, maturation is the telling facter in determining
reading readiness (Rosenthal, 1969). A summer readiness program
before first grade does not produce differenceé in an experimental group
when compared to a control group which is not in any program on the MRRT
(Wingert, 1969). Scores on the Lee=Clark Readiness Test in first
‘grade and Califormnia Achievement Test in second grade show no dif-
ferences between children who attended kindergarten and those who did
not (Fox and Powell, 1%64), An experiméntal group using AAAS for
reading readiness showed gains on the listening subtest, the alphabet
subtest, the numbers subtest, the copying subtest and in overall gain
on the MRRT. The control group had gains in the Word Meaning subtest,
copy subtest and overall gain. Differences between groups favored the
experimental group on the listening subtest, numbers subtest, and on

total test scores and the control group im the word meaning subtest

a0
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(Ayers and Mason, 1969)., According to results obtained from the Caldwell
Preschool Inventory, no significant differences existed between Head
Start and non-Head Start children at the kindergarten level (rider

and Petsche, 1967).

Preschool children with a MA less than seven wefe taught to read
in small group instruction using a phonic method. These children were
able to generalize to standard print without formal training
(Kjeldergaard and Frankenstein, 1964). Kindergarteners of MSES
background do not differ from each other in number of errors in learning
to recognize six words. The children make fewer errors when they are
given social reinforcement than when given either material reinforce-~
ment or just knowledge of results (Pikulski, 1970).

A small city-rural group was censistently the top performing
group when compared with urban core arza Head Start, non-~Head Start,
non-core area, and small city-rural Eead Start groups. On the PPVT
and ITPA this group had a fairly well-devéloped and even profile except
for the high Auditory Dacoding subtest., They also showed stirength on
size and number concepts (Hillefy and Others, 1969). ADV children had
‘higher mean scores on the PPVT, MRRE and GPRT than culturally mixed
groups or DADV children., The MRRT yielded the highest correlation with
the GPRT and was the ﬁost important pfediction test (Mayans,‘1967).
After receiviﬁg the Delacato treatment, an experimental group's post-
test means on the Lee~Clark Reading Readiiiess Test do not differ from
those of the control group (Stone and Pielstick, 19569).

MSES children representing top, middle and bottom scores on the
MRRT were taught by a visiting teacher. All of the codes of the unit

were recalled by 60 percent of the children and the remainder could
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identify two of the four codes. Most of the children acquired a new
vocabulary and most recognized the arbitrariness of codes. Only 40
percent could answer a question concerning permanence of codes.
Ninety percent could put pictures in a series to tell a story. The
concept that the letter A was the symbol for a sovund was not clear

to the children (Levin, 1966).

Concepts.-~Age discrimination of photographs reaches a ceiling at
age five with little further increase from age five to six. Children
who are nondiscriminating or only partially able to discriminate for
age are more likely to associate age with body size, while those who
do discriminate use bhysognomic cues (Kogen, Stephens, and Shelton,
1961). Considerably more hearing fives than deaf fives master the
double alternation rules. Improvement in double alternation behavior
increases with CA, with ages five and six appearing to be critical in
acquisition and transfer, respectively (Pufall and Furth, 1966).

Children are more successful with discrimination, seriation. and
numeration of size differences with increases in the dimensionality of
the materials in which those differences appear (Elkind, 1964),
Children find it easier to learn to discriminate between the mirror
image when they were placed in the skewed relative position than
those in aligned relative position than in any other position. Up-down
mirror images are easier to learn to discriminate between than left-
right mirror images {(Enteline, 1970). When children are asked to
point to pictures or figures that had been pointed to by the experi-
menter and to do so in the same c¢rder, pictures are better retained

than nomsense figures., The highest scores are obtained in the condition

I



102

in which children are asked to recognize items when the same items
were again presented (2-2 condition). The next highest scores occur
in the condition in which the children had an option in that three of
the nine objects were pointed out but only two items were asked for in
the subsequent recognition testing (2-3 condition). The lowest scores
occur in the condition in which the children are required to recognize
three of the nine items (3-3 condition). In the 3-3 condition a
definite improvement in scores occurs between CA five and CA six-
seven on both pictures and nonsense materials; no change occurs on
pictures in the 2-3 condition or on either material in the 2-2 con-
ditione In the 2-2 condition primary tendency (child recognized first
the item which had been presented fiyst) is predominant at all ages
(Ross and Youniss, 1969),

Fives give a greater wmumber of Stage I responses and fewer Stage
II1 responses. Stage I resyonses are those indicating that the partial
class is greater than the total class while Stage II1I responses
indicate that the whole is greater than either part (Elkind, 1961).
The pexnerntage of kindergarteners who could count by rote to or beyond
20, 15 and lO was equal to the percentage who counted rationally.
Twice as many of the oldest kindergarteners successfully counted to
20 compared to the youngest groups. Kindergarteners in the two oldest
groups (Qlder than 6£ months) were higher in achievement on money,
number, measurement and total score than kindergarteners in the two
youngest groups (less than 62 months). Kindergarteners with nursery
school experience differed from kindergarteners with either Head Start
or no prior formal educational experience but generally not with

day care children. Xindergarteners whose fathers had sixteen or more

O



years of formal education scored higher on all of the subtests than
those whosce Fathers had less education. This was also true for children
whose mothers had sixteen or more years of education. 11 a majority
of the subtests kindergarteners whose fathers werec anemploved or on
relief or whose fathers were unskilled workers scored higher than
kindergarteners whose fathers were highly skilled workers or members of
the classic professions. Those children whose fathers were highly
skilled workers scored higher on numbers, geometry and total score
than kindergarteners whose fathers were in the classic professions
(Rea and Reys, 1970).

Children who used cuisinaire rods beginning in kindergarten
scored higher on the MRRT numbers subtest than children who had not
had this experience. The experimental children made either perfect
scores or nearly perfect scores on tests administered in kindercarten
and first grade (Daery, 1969). Nearly all of the children in a train-
ing program increased in their ability to identify six denominations
of money or maintained a2 perfect score (Robisomn, 1964)., MSES kinder-
garteners have a narrower range of correct responses on the Arithmetic-
Concepts Inventory fer Kindergarten and Entering First Grade than LSES
kindergarteners (15 points as coméared to 24 points), The MSES group's
mean score is much higher than that of the LSES group (Montague, 1964),
ADV fives scored higher than DADV on the Matching Familiar Figures Test,
Children's Embedded Figures Test, Paired Associate Learning Task, and
Reactive Object Curiosity Test except for subtests on number of contacts
and number of manipulations (Mumbauer, 1969), HSES children learn

discrimination tasks faster and make more correct responses than LSES

children (Spence and Dunton, 1967).
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Both the control group and the experimental group which used AAAS
for reading readiness showed gains on the matching subtest of the
(Ayers and Mason, 1269), Children who received reinforcers of confirma-
tion plus trinkets for concept discrimination tasks did not produce
differences on the time taken to complete program, errors, or
pre~- and posttest scores when compared to no trinkets (Alter, Eigen, and
King, no date). Teachers of MSES children were more accurate in pre-
diczing the children's performance on matching words but less accurate
in predicting performance on the letter-knowledge test than teachers
of LSES children (Koppman and LaPray, 1969),

In a classification task Treatment I children who used pictures of
familiar objects score higher than the control group on the Hierarchial
Classification Test Form I. There is no difference between younger and
older children on Form l. On Form: 2 of the HCT Treatmenf: I and Treatment
II (children with whom pictures of geometric designs were used) score
highexr than controls. Older children do score higher than younger sub-
jects on Form 2 (Ward, R., 1969). There is no difference between chil=-
dren who come from a nursery school background and those who do not
on items measuring concepts: naming geometric shapes, identifying
shapes, counting buttons, writing numerals, counting numbers of a giQen
ect, identifying numerals, vocabulary, equivalence of sets, oxdinal
numbers, 1raming and identifying colors, matching geometric shapes and
matching colors (Heard, 1970).

A battery of tests for Cognitive 8Skills was designed for a
project studying Israeli children of differing cultural background.

HSES Orientals and HSES Europeans were found to be better than LSES

Orientals and LSES Europeans, respectively. Europeans were better
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than orientals in both HSES and LSES groups (Smilansky, 1964).

Creative processes. A study of home prercading activitics shows

that most MSES chiidren had dramatized stories. Few had made up stories

which they later used in their play (Miller, W., 1969).

Intelligence.~~Kindergarteners above and below the mean IQ did

not differ in the usage of all language structures. ADV scored higher
than DADV on the S-B (Mumbauer, 1969). Kindergarteners who showed
average or above average intelligence scores on the S-B and PPVT
were given a criterion reading achievement test the following year in
first grade. Variables found to contribute most to the prediction
equation were perceptual quotient frem the Frostig test, teachers'
expectations, sex, social position and self-concept (Rarhart, 1969).

Chiidren from a preschool readiness program score higher on the
PPVT upon entry into first grade than the MSES comparison group., The
~comparison group scores higher upon entry into second grade but not
significantly so (Bittmer, Rockwell, and Mathews, 1969); SES of
kindergarveners is a predictor variable of second grade reading and
arithmetic achievement, but mnot of first grade reading and arithmetic
success. A teacher's check on a one~line scale from "little" to “very"
successful appears to be a successful evalﬁation measure, Neither the
use of the MET or WiSC appears to be an appropriate approach to identifi-
cation among kindergarteners' reading success through second grade.
Intelligence scores add no predictive value for first and second grade
reading achievement (Hirsi, 1969).

In one study the higher SES group showed a five pointVIQ gain
while the LSES group dropped three points for a mean overall gain of

Q
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three points, 1In the comparison group the LSES's I1IQ hela consistently
while the higher SES group had a mean loss cf two IQ points, M-P
IQ does not differ from S-B IQ scores (Fouracre, Connor, and Goldherg,
19623. A HSES group shows an IQ gain of six points in an experimental
program and a one point gain in a follow-up study (Fouracre, Connor,
and Goldberg, 1962). S-B test scores indicate that there is no dif-
ference between the experimental group which completed the AAAS pro-
gram and the control group whiclx did not (Ayers and Mason, 1969).
American and French Canadian children whe had been in kinder-
garten had higher mean IQ's than nonkindergarteners. The LSES group's
mean 1Q was higher than the HSES group's. The HSES experimental group
experienced no significant gains. Size of family and children's IQ gains
showed a negative correlatioﬁ for the Canadian children, and é high
correlation existed between birth order and IQ gains with the first-
born making the greatest gains. No correlations fo1r either sizme of
family or birth order was noted for the Americans (Pineault, 1967).
Children from a more advantaged school district show higher intellectual
potential than children from the LSES district (Irving, 1967). On WISC
small city=-rural gfoup, an urban "non~-core'" group, and a small city-
rural Head Start group exceed urban "core'" children's performance by
three_or more standard score units, The small city-~rural group is two
standard score units above the urban "non-core" and the small city~rural
Head Starr group (Hillery and Others, 1969). MSES Puerto Rican, Negro
and Anglo fives have a mean raw score on the PPVT only half a point
higher than MSES fours in the sane study. 1In terms of IQ this is a
nine point difference in favor of the fours (Melton and Others, 1968).

After receiving the Delacato treatment the experimental posttest
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scores cn the PPVT did not differ from those of thé control group
(Stone and Pielstick, 196§\° Kirdergarteners who had participated ﬁn
iweiu oifart were mnot significantly different from non-Head Start kim?er—
garteners in ir+elligence (S~B), vocabulary and veasoning., but ;

differences were found within each group in these areas., In the

average category of intelligence (IQ 80-~89), the non~Head St-rt
favored on mean IQ and on MA. In the borderline defective categb@
intelligence (IQ 75-79), the Head Start children are favored on

and on selected tests of comprehension, Both groups make high within

1967). Average scores of MSES children on both verbal and non

tests are almost identical (Stern, 1966). There are few significant
relationships between the descyiptive part-whole, descriptive’ {global)
and relational-contextual approaches and the IQ as measured Lty the S=B

(Siegel and Olmstead, mo date),

Language.~~-There is a difference in the use of transfoﬁhations by
kindergarteners when compared with first graders but not wh#n compared
with nursery school children. More [irst graders use the #“ransformation
auxillary have and conjunction with the introductory segment if, More
first graders than kindergartener: .se noun phrases reduncantly. Dif-
ferences between nursery school«rs and kindergarteners ani kindergarteners
and first graders ih‘the total number per sentence of the various
restricted forms used were not significant (Menyuk, 1964). Structures
restricted to a child's grammar such as third person singular and

plura1 in the present tense of verbs, past tense of verbs, singular

111
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and plural nouns. z2d possessive pronouns and adjectives are used by
varying numbers ¢ . zhildren at the kindergarten level (Menyuk, 1963).
Up to a point fi- =35 remember more and longer and complete language
forms than de fours, though once past the five-phoneme length his per-
formance drops sc¢ sharply 2s to be not much better than the threes.
In a seven~phoreme complex language form, the five can recall
approximately 60 percent in such a string and 30 percent of the
elements in a random word string of like length, Fives do not recall
nonsense strings as adequately as threes and fours. As the string
length increases for more complex language forms, ILSES fives' per-
formance drops below the MSES fours' level as well (Horowitz and
Horowitz, 1967).

Children five and one-half to six and one=-half hold a conﬁersa-
tion with another child more frequently than younger children (Marshall,
1961). The percentage of children at the kindergarten level who learned
a set of materials and the percentage of correct responses was higher
for nongrammatical sequences; This occurred only at rhis age level.

A greater number of kindergarteners than preschoolers learned the
grammatical sets, but more first and second graders than kindergarteners
also learned the grammatical sets. There is a sharp rise in response
time at the kindergarten level., The mean response time for the nongram=-
matical material was greater than for grammatical., The percentage of .
children repeating sets of words is higher at the kindergarten level

than at any other grade level (Menyuk, 1968)., When twenty kindergarten
children were given randomly balanced pairs of high and low frequency
nouns and adjectives and asked to choose the word card he wanted to

keep, children showed a preference for higher rather than lower frequency

words for both nouns and adjectives (Bereiter, 1967), English MSES
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children use more nouns at the head of the nominal group while working

class children use mo.e2 pronouns {Hawkins, 1969),

Memory.--Up to a point fives remember more, longer and complete
language forms than do fours. Once past five-phoneme length, their
performance drops sharply and is not much better than threes'. Fives
do not perform as adequately as threes or fours in recalling nonsense
strings. In a seven-phoneme complex language form, the five can
recall approximately 60 percent in such a string and 30 percent of
the elements in a random string of like length. Children were asked
to pnint to pictures or figures of familiar objects, aonsense figures
and geometric cshapes in the same order in which the experimenter had
pointed to them. @Pictures were better retained than nonsense figures,
Between CA five and CA six to seven both pictures and nonsense
material showed improvement in the 3-3 condition (children required to
recognize three out of nine items), only nonsense material in the
2=3 condition {three out of nine objects were pointed out but only
two were asked for), and neither material in the 2«2 condition (children
asked to recognize same items when'they were preseinted agéin). Primary
tendency prevailed at all agesv(Ross and Youniss, 1969). There did
not appear to be any difference in visual memory of objects between

children who attended nursery school and those who did not (Heard, 1970).

Mediational processese--Above age five few children lack knowledge

of line length. Between four and five and omne-half, children were found
at all inree levels of the concept, middle-size. Between ages four and
one-half and five and one-half verbal mediation facilitates transposition
of the middle-size response (Marshall, 1966). Torrance and Guilford and
) RN -
ERIC L8

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

110

the MLCT were us2d to determine kindergarteners' scores on divergent
thinking. Teachers rated children on five component traits of playful-
ness: physical, social, cognitive spontaneity, manifest jcy and sense
of humor. Playfulness correlated with the measure of divergent
thinking (Leiberman, 1964).

Response speeds during pretraining in discrimination learning were
found to be related to the reward condition on the immediately preceding
trial rather than to the stimulus associated with immediate or delayed
rewards. Pretraiaing had no effect on subsequent discrimination learn-
ing. Simultaneous presentation of stimuli during discrimination train-
ing resulted in faster learning and faster response speeds (Rieber, 1964).
Two pre-experimental situations provided for 1) satiation and punish-
ment for incorrect response and 2) satiation manipulated by varying
the number of reward objects with the penalty for an incorrect response
consisting of the subject's relinquishing a reward cbject, For children
who did learn the task, there was a difference for penalty effect and

satiation effect (Stevenson, Weir, and Zigler, 1959).

Perceptual processes.=--Increase in accuracy in sameness~difference

judgments are found by ages five and six. Children between the ages
three and six made cross-model sameness-differe: e judgments and recog-
ni.tion matehes in which accuracy required differential spatial positions
(Abravanel, 1968)., Lower MSES kindergarteners made about the same number
of error scores as UMSES nursery school children on a task identifying
"like' capital letters, Letter pairs mest often confused are M-~-N, M-W,
s-p, H-A, 1-J, K-X, B-X, H-X, N-X, I-L, P-R, A-X and H-W (Blair and
Ryckman, 1968), Children retain memory of pictur es better than nonsense

figures in the exact order which had been pointed to by the experimenter
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(Ross and Youniss, 1969). Age, soccioeconomic differences and size of
cues are significant factors when ADV and DADV fives and sixes are compa red
using two-dimensional pictures as the stimuli Baikie, 1969).

Aé urban '"mon-core area" group of children showed strength in
Visual Decoding on the PPVT when compared to LSES groups. At the end
of eighteen months they were two months below the norm on Visual Decod-
ing and Visual Motor Association and three months below the norm on
Auditory Discrimination. A small city=-rural group of nonDADV had a high
Auditory Decoding subtest score (Hillery and Otheérs, 1969). The Bender-
Gestalt given to kindergartens predicts both good and poor achievement
at sixth grade (Keogh and Smith, 1967). Maternal nurturance is related
to the child's tendency to match or imitate mother's behavior that is
incidental or irrelevant to the task (Mussen and Parker, 1965). The
development of cognitive style as measured by CEFT and RFT is stable
from kindergarten through first grade (Dreyer, Nebelkopf, and Dreyer,
1969). Growth in auditory=-visual integration is most rapid from kinder-
garten through second grade, Seventy percent of the kindergarteners
scored four or less correct but by first grade only 30 percent received
scores of four or less (Birch and Belmont, 1965). Both MSES and LSES
children were able to discriminate between objects nearly the same
size. Most of the MSES children could differentiate geometric figures,
At least one-half of the children in the MSES group could accurately

discriminate between b and d but few of the LSES could (Miller, 1969),

General cognitive.--Young . res perform no better than threes and

fours on conservation of number tasks as the number of obiects to be
matched increases (Sallee and Gray, 1963). More correct responses occur

when ''same" is used than when "more" is used in the question format,
/
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MSES children made more consistent nonconserving responses than LSES
children., Fives give more consistent conserving responses than younger
children but fives are not consistent in conserving responses when

five transformations-=lateral displacemenv, collapsing, resubgroﬁpinu_
equal addition, and unequal addition--are used (Rothenberg, 1969).

Candy produces more conservation responses than beans. The comparisons--
doll-checkers, doll~car, and car-checkers--produced no better conserva-
tion performance. MSES fenizles were found to be consa2rvers more often
than MSES males and LSES children (Baker and Sullivan, 1970).

Gagnes' learniﬁg set analysis was used as a basis for teaching
fives and sixes wright and length conservation. The experimental group
showed an increase in substance conservation, weight, and length
while the control group did not (Kingsley and Hall,l1967). In a cliass-
inclusion task, the superiority of the verbal condition over the
pictorial conditiop was consistent (Wohlwill, 1968). Two out of seven
MSES fives Jdid not meet class inclusion criteria (ability to deal with
the concepts "more," '"same," and "less" for conservation tasks (Blum,
1967). Both labeling classification and discrimination-memory training
were successful. in inducing conservation in kindergarteners. Only
limited relaticunships were found between conserving and logical opera-~
tions (Shantz and Siege1,>1967). A group of urban "non-core area"
children did better than LSES groups in size and number skills and con-
sexvation of volumes, Although they gained twelve months in a six-
month period, they were still six months below the norm at the end of
kindergarten. A smzll city~rural nonDADV group showed strength on size
and number in terms of gain scores and in conservation of quantity
(Hiller and Others, 1969),

Q
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Ten children with a mean CA of five vears four months were ot Stage
I on conservation of number, They were unable tc make a set .equivalent
to the experimenter's set, Eighty-four children with a mean CA of
five years nine months were at Stage II. They were able to make one~to=
one correspondence with the experimenter but were unable to regrcnip the
equivalent omnce the arrangement of objects within the set had been
altered and tended to make inadequate or incorrect responses to one
or more of the remaining test items. Nine cﬁildren with a mean CA of
five years and nine months could complete all the items on the test,
placing them at Stage III. Posttest data reveals thar the number of
children in the experimental group is greater than the number of chil-
dren in the control group at Stage III. At the end of the experi~
mental program, 30,4 percent of the controls are at Stage III and
78.7 percent of the experimentals are conservers with sets of fourteen.
With sets of twenty-four 28.3 percent and 74.5 percent are comnservers,
Stage placement seems more related to IQ chan to CA (Pace, 1968).

In a MSES school cross-sectional results on three conservation

. tasks show a maturational progression in which by second grade twice

as many children manage all tasks correctly aé in LSES schools. At
kindergarten in t™e MSES school this would fall just under 10 percent.
These results were confirmed in a related longitudiral study. Failure

to probe wusing Piaget's clinical method on suspect answers resulted

in apparent "regression'" of responses to less mature levelis

at a later tiﬁe, indicating that wmore prebing earlier would have led to
scoring the response differently. A third related investigation of thea
conception of "floating objects" asked childrem to give their ideas about

what would or would not float. Trends with chronological age were

P
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similar to conservation studies {Almy, Chictenden, and Miller, 1966),

Advantaged Anglo children, mixed ages

Loncepts.~~HSES children show a preference for the higher probability
alternative., Response latency means did not differ between SES ievels
(8ilverman and Shapiro, 1970), 1In general, the lower the age of the
person represented in a picture the more children ages three through
six would place it correctly as the youngest. A very small percentage
of the children managed to place all the pictures correctly (Britton

and Britton, 1969),

Creative processes.-~MSES children had a maan originality score

higher than LSES using the Starkweather Oxriginality Test (Lichtenwalner

and Maxwell, 1969),

Advantaged Negro children, mixed ages

No studies,

Advantaged children with unidentified or mixed ethnic background,
mixed ages

Attentional processes.~-Pictures of animals and children were shown

through two windows of a display apparatus, One picture stayed ths same
while the other changed on each trial. The response measure was the
number of times the children chose the novel stimulus on the first
block and last block of ten trials. Block 2 was chosen significantly

more often than Block 1 (Teckart, Briggs, and Kirk, 1968),
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Ability, specific.~~The higher SES level of one of several groups

studied is accompanied by elevated initial scores on many of the
variables under investigation as measured by the MRRT and ITPA (Rubin,
1969). A community pattern seems to exist among UMSES children in
which acquisition of specific information is superior to integrated
utilization of information (Berry, 1967). Early readers have

largely higher mean IQ's than non~readers and are largely from HSES

levels (Ylisto, 1968).

Conceptse,~~The best performance of children aged four to six on
a discrimination task requiring placement of a marble in a hole occurred
in the wrong uninformed condition, and the worst performance occurred
in the wrong informed condition (Marshall, He., 1969), The effective~
ness of the positive-negative-ambiguous reinforcement with fours and
fives is related to their development level., Three pairs of verbal
reinforcement were.-used: righp-wrong, nothing-wrong, right-nothing.
The nothing-wrong group performed better on the extinction series than
the cther groups, which means that '"nothing" when paired with wrong
acquired positive reinforcement value (Meyer and Seidman, 1960). On
size discrimination, serirtion, and numeraticn tasks using blocks,
slats and sticks for three, two and one dimensionality, -respectively,
children's ability increases with increase in dimensicmnal:ity of the
materials in which those differences appear, Differences bet-yeen suc-=
cess on discrimination, seriation and numeration tests decreases with
age because of incomplete conceptual ability of older children (ages
four to six considered) (Elkind, 1964),

There is a progrecr = change from nursery school age to thirg

grade in the use ¢ ' color concepts in construction of forms (Hoekstra
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and McDaniel, 1969). The total number of errcrs on conicept utilization
tasks decreases with age., Analytic and sex typed items produce the most
errors while color and size produce the least. Color and size appear to be
more difficult for six year olds than for threes (Lee, 1965). Irrelevant
dimensions and attributes interfere with the perception of young children.
Changed stimulus properties interfere with maintenance of a learned size
discrimination in the majority of children under four (Rosenberg and
Birch, 1969; Brown, L., 1.969). Fours to sixes have the ability to match
objects and collect smalil groups which shara common features as well as
understand some or all relationships and form exhaustive classes on the
Piaget Tasks (Kofsky, 1966),

On two-choice discrimination tasks, color preferred twos through sixes
make more errors under form relevant and vice=~versa in the training phase,
Individual children reverse more often on their preferred attribute
independent of which attribute was preferred but more often where form was
the training attribute. When three dimensional objects are used, children
who prefer colsr tend to make non-reversal responses, Upper MSES children
tend to reverse their preferred attribute with planometric stimuli (Trabasso,
Stave, and Eichberg, 1969),

While telling stories to fours and fives, an experimenter performed
novel actions which she initially asked the children to imitate. They were
reinforced for matching her actions. When new responses which were never
prompred or reinforced were interspersed among reinforced responses, ini-
tation again quickly developed. The model's nonperformance had an effect
on response deacrement. Noncontingent reinforcement tended to prolongz imi-
tation with boys. Imitation was unchanged with a new experimenter but

did decrease when the activity context changed (Waxler and Yarrow, 1970).

¥
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Creative processes.~~High, middle or low creative children as judged

by scores on the Minnesota Tests of Creative Thinking do not differ on
soci-emctional orientation. Parents of high creative children have less
domestic value consensus and more role tension than parents of low creative
children (Dreyer and Wells, 1966). A pre-treatment study on which an inter-
vention program in Israel was based found these characteristics in ADV
children's pl iy behavior: most ADV children are at stage III or above

fusing miniature replicas as "props," undefined play objerts, substituting
verbal description for objects); verbalization serves three fFunctions--~
imitation of adults, imaginative make-believe and management of play; ADV
are "comcept-and-word-minded"; the leader is difficult to spot and leads by
virtue of his capacity to sustain projection of encompassing theme and
ability to explain satisfactorily the logic of’hisAOpinions and actions;

ADV children laugh with one another in the handling of problems or tensions;
criticisms are not directly personal; they are .. little overt in their
aggressiveness; trhey plan their play verbally, i.e. "Let's Pretend thateees"
ADV children identify with a role; a complex imaginative thame can be
discerned in fheir sociodramatic play, and they are flexible in their use of

Props and setting (Smilansky, 1968),

Language.-;When fours and fives are asked to hand an experimenter
various blocks according to commands for particular colors and shapes,
irrespective of connective and idiom used, the distriiLution of responses
for different commandsy s similar. Connectives influence the responses,

The most frequent irntersectio: response is made to ar intersection connective.
The most frequent union response is made to a connective union., Responses
to commands using negatioh are similar even though different idioms and

different connectives are used, The first-mentioned set is given more

O
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frequently than the second-mentioned set (Suppes and Feldman, 1969).

House and road construction, animals that crawl and growl, doctor
and nurse, trains, modern police, dramatic play and reality suggestion and
agreement are the most frequent uses of language in two and one-half
to five and one-half year olds' classroom play. Dramatic play use of
suggestion and agreement increases as the age of the child increases ' iie
reality use of suggestion and agreement fails to change with age. Boys
use dramatic play language more often than girls, but sex differences in
the use of reality language either do not exist (suggestion) or were in
the opposite direction (agreement). Imitation of the -ords and sounds
of other children: is not a frequent beb..;ior, The children asked twice
as many iveality questions of other children and adults as dramatic
play questions. The frequency of dramatic play questions increases
with age. The vocabulary age of the child does not relate to his use of
language and hostility with peers, The vocabulary age of a2 child cor-
relates with three home sources of information--talk with father, talk
with mother. and talk with other adults. Home experiences which relate
to dramatic play topics also relate to the vocahulary age of boys
(Mzrshall, 1961), Differences among language ages show that the total
ITPA age is affected by cultural group but nut by sex. Non~-DADV children
have higher language ages on Auditory Decoding, Visual Decoding, Auditory-
Vocal Association, Vocal Encoding, Motor Encoding, Auditory-Vocal Auto-
matic, Auditory-Vocal Sedquencing, and Visual~Motor . Sequencing, Non-
DADV alsc used more words per utterance than did the DADV (Gerber énd
Hertel, 1969).

The total reproduction of a set occurs very infrequently, but in
all irstances it is a grammatical set which is totally reproduced. None

422
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of the children reproduce a nongrammatical set. For the learning tasks
thare are no effects due to the grammaticzlity of the material in

the percentage of children who learn the task or the percentage of cor-
rect responses at any age level (Menyuk, 1968). As age increases the
percentage of use definitions of words tends to decrease (Wolman
and Baker, 1965).

Oon the Personal Social Responsiveness section of the Caldwell Pre-
school Inventory the HSES group scored'higher than the LSES groupr On
the Auditory Vocal Association and Auditory Decoding subtest of the ITTA
there are no differences between the SES groups, The HSES excelled on the

Auditory-Vocal-Automatic subtest (Howard, Hoops, and ricKinnon, 1970).

Memory.-~An increase in age is related to recall scores on both
words and lexemes. A decrease in recall or words for fives appeawxs to
be more a function of inaccurate word inflection (dropping word endings)
rather than incbility to recall sequential or syntactic organization
or word sequences. MSE3's show less improvement in recall of lexemes

over that of words than LSES's. The MSES group's starting point,

S SRS DI

however, was near maximum level (Salzinger, Salzinger, and Hobson, 1967).
Children's perceptibility of size differences ar more pronounced on ;
difficuli tests than on easy tests (Elkind, 1964). Developmental trends
in shape recogniéion from ages one to five are evident. Important cues
for recogniition of objects by children, particularly the y.unger omnes,
are those which afford information about the texture of objects rather
than their shapes (Fisher, 1965). Threes through fives are able to make
correci: directional placements irrespective of their position with
reference to the donkey (pin the tail on the donkey), whether they have

P have not had previous experience with the donkey (Olsen and Baker, 1969).
Wi;ﬁﬁ 1;;%{
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Mediational procasses.--The performance on oddity discrimination

Problems indicate reliance o¢on negative cues for the younger children and
stronger positive tendencies for older clildren on the first task,
Negative cue effects appear dominant by the end of training. Inter-
Problem transfer occurs for four and one-half to seven year olds

(Saravo, Bagby, and Haskins, 1970).

Perceptual processes.-~The high use of descriptive part-whole responses

bears some significance to the speed of responses to a Perceptual task.,
For boys high frequency of wescriptive part-whole responses reflect a
slower perceptual approach, whereas for girls it reflects a rapid one
(Siegel and Olmstead, no date). A community pattern seems to exist in
UMESES children in which auditory-vocal functions are superior to visual-

motor functions (Berry, 1567).

General cognitive.=-On the water line task of Piaget most fours

throdgh sixes perform better in the p ~meption task than on the predic~
tion taske On the distance consexrvation task a high IQ group obtains a
higher score than a low IQ group (Ford, 1970). Children ages three through
ninr2 show no age difference on problem solving of Qoaden ruzzles or
repetition choice behavior. Boys prefer referring to Ehe_previously

failed puzzle more frequently than do girls (Crandall a“d”

Rabson, 1960). As children increase in age the percentage of usé“
definitions tends to decrease. Fours use 78 Percent words by use definftéon;
eights use 63 percent, and twelves 25 percent (Wolman and Barker, 1965).
Fours through sixes have the ability to match objects, collect small

groups which share common features, an: _nderstand some or all relation-

ships and form exhaustive classcs (Kofsky, 1966). The Plagetian operations
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of multipie classification, multiple artributes, seriation, anil reversi-
bility can be organized into an equilibrated methodology to facilitate
the acquisition of the structure for the concept of conservation of
quality by pre-kinder; ten children (Baptiste, 1969).

Four of five memt s of an ADV group successfully solved a problem
involving a tilted balance board. All of the ADV fives solved it and one
ADV four who had also passed the conservation test. YFour members of
the ADV group also learned to work relative direction problems, mirror
problems, and three-step non-center redirections (Englemanu, 1967).

Descriptive part~whole responses are the most frequent for ages
four and f£ive followed in descending order by relational-contextual,
categorical-inferential and descriptive~global responses, respectively,
Girls show relatively more change than boys from age four to five

(Siegel and Olmstead, no date).

Disadvantaged Anglo children under five years of age

Creative processes.~~Low IQ Anglo preschool children score higher

on divergent thinkiug measures than high IQ Anglo children (Savoca, 1965).

Intelligence.~=On the Columbia Mental Maturity Test, Anglo threes
and fours have a higher score than Ncugro childreé (Stine, Saratsiotis,
and Furno, 1967)., There is a greater ‘ifference in IQ points of LSES
fours than of MSES fours tested on the S=-B (Willerman, Broman, and Fiedler,
1970). A group of children with CA of twe to four show an average IQ
gain of aineteen points on the S~B and Wi3C. When on"y children with a
normal EEG are considered the average IQ gain is twenty-three points
{Kugel and Parsons, 1967). DADV control children show progressive retarda-
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tion in capacity .0 learn a prekindergarten program was comparatively
effective for Anglo DADV males only. They showed a mean gain of 1.9
IQ points while the remaining experimental and control subgroups experi-

enced a mean IQ loss (DiLorenzo, 1967).

Language . -~Anglo children demonstrate greater language ability in

pretest comparisons with nonwhites (Dilorenzo, 1967).

Percertual processes,-—~There is an increase with age of childrei:'s

scores on percept.al tasks requiring object naming, An increase in
mean scores occurs between sessions for fours and fives but not for

threes {Gottschalk, Bryden, and Rabinovitch, 1964),

Disadvantaged Negro children under five years of age

Ability, specific,--The mother who reports that she prepared her

child for the first day of preschool, presented models to him to imitate,
placed restrictions or his friends and toys, planned to be an agent in
his awareness of his own athnicity, and talks consistently with the
child about his own immediate experience has the higher achieving

Negro child in his eariy age group, whether or not sha experiences her-
self s a potent force vis~a-vis the school (Slaughter, 1670}, Neuro-
logic~l measures and SRE pretest scores show a difference between age
groups with a majority of the differences between Level I (54 to 60 months)
and Lével III (67 months and older) chi.dren on the following subtests:
copying Arabic numerals, rcpex. ..g number problems, the intelligibility
rating on numbers und number problems, and the recognition of Arabic

numerals (Ozzr and Mil~ram, no date).
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Children in an experimental preschool program score better on the
California Achievement Tests om reading and arithmetic subtests at the
end of first grade and maintain their superiority throughout second grade.

None of the control group attain scores high enough to be ranked as an

achiever (Weikart, 1967). Another program shows little difference
between experimental and control groups on readiness tests (Alpern, 1966).
Experimental children in WAVE O at third grade placed far ahead of
controls on the California Achievement Tests with scores of 191.2

compared to 114,9. The combined WAVEs for grades one to three show the
experimental groups cutperformed the controls at each grade level on the
CAT (Perry Preschool Project, 1969), 1In a program applying the structure-
process approach to inservice teacher education and compensatory pro-
gramming, children show a marked increase on Ehe Preschool Attaimment
Record for the Slossen Intelligence Test (Frost, 1970),

A follow-up of children studied at age four reveals that measures
obtained from mothers and children during the follow-up testing sessions
and from the preschool phase of the study are more closely related to the
aspects of cognitive development measured by standardized tests than to
the teacher's operational definitions of cognitive (academic) achievement.
Conduct and academic achievement were found to be different aspects of
educability. Working class children receive lower grades and test scores
than MSES children. Maternal control strategies or ability to teach
effectively (as defined in the preschool phase) and affective behavior
were related to academic grades and standardized test scores (Hess and

Others, 1969),

- Concepts,~-Negro fours from werking class homes appear hindered

in the discrimination and labeling processes required for classification

12
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and show attitudes that are less reflective (jiess and Others, 1968),

Or tasks involving labeling, a structured preschool method seems more
effective with DADV Negro fours who were at the low end of the distribu-
tion of language functioning before treatment (Dickie, 1968), Problem-~
solving behavinrs are most pworly developed among non-prekindergarten
LSES Negro children, Children from the LSES Negro ghetto or public housing
settings who went to prekindergarien show gains on problem solving in

a Montessori program but usually do not equal the USES groups. More
advancement in amnalytic thinking prevails in the more orderly, struc-
tured Montessori classroom. LSES children make less use of adults in
problem-solving (Banta, 1969). Children in four programs score higher
on all measures of concept formation on the Reading Prognosis Test and
Leiter International Performance Scale (Denmark and Guttentag, 1969).
Mothers trained by mothers who were previously trained by professionals
are the most effective in a home visitation interventicon program when

children are measured on the PPV matching subtest (Barbrack and Horton,

1970).

Creative processes,~~High IQ Negro children score higher on divergent

thinking measures than low IQ Negro children (Savoca, 1965).

Intelligence.-~LSES groups give lower predictions of scores they will

attain thaa MSES groups. LSES children score lower than MSES on the S-3
znd Columbia Mental Maturity Test. Correlation within social class be-~
tween maternal IQ and children's scores on thé task show that IQ is most
highly correlated at the lower ranges. It appears that the kind and
extent of maternal control exercised over the child is more potent in
determining the scores than were the strict cognitive maternal variables

(Brophy and Others, 1965). At -the end of the preschool program, the
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experimental group's IQ gain is higher than the control group's, but by
the end of second grade the two groups are nearly equal and are out of
the retarded range in which they were originally classified. Children
rated das achievers on the California Achievement Tests maintain and
improve their S-B performance while those rated non-achievers gradually
return to their initial level (Weikart, 1967}, Another program found
no difference in intelligence between experimental and control groups
(Alpern, 1966).

Children in an intervention program who attended three ten~week
sessions and had weekly contacts with home visitors for the rest of the
year (Tl) scored an IQ gain of nine points, A second group in the
program who attended two ten-week sessions and had weekly contacts with
home visitors (T;) scored an IQ gain of five points. The T, group did
not regress as much as the T, group after the program was completed.

Two control groups (T3 and T,) showed an IQ loss. T; and T, groups sur=-
passed T3 and T4 groups on the PPVT and on the ITPA with the exception
¢f Motor Encoding (Gray and Klaus, 1964; Gray and Klaus, no date; Klaus
and Gray, no date). There appears to be a direct relationship between
children's IQ and MA scores on the S«B and their IQ and MA scores on the
Teitner International Perfofmance Test (Costello and Dickie, 1970).
Negro children score lower than Anglo children on the Columbia Mental
Maturity Test (Stine, Saratsiotis, and Furno, 1967). A six~-year inter-
vention program for DADV Negro children shows that after an initial
spurt, experimental groups' scores on the S~B level off to become almost
equal with the control groups' scores (Perry Preschool Project, 1969),

After two years in Howard University's "traditional" nursery school
program DADV Negre children experienced an average IQ gain of 14,7 points

rompared to the control groups' gaipiof:4.1 points. Children from the
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middle and lowest SES quartile made more steady gradual gains. The
highest and lowest quartile made the same average IQ gains. Children with
the best attendance had the highest IG gains at the beginning 6f the
project but made less than average gains over the two year period

(Kraft, Fuschillo, and Herzog, 1968). After three semesters in the Pre-
school Program children placed nine IQ points above children from the
same neighborhood who had not attended preschocl (The Preschcol Program,
1969) . DADV contrcls underwent progressive retardation in capacity to
learn when compared with experimental groups. Prekindergarten treatment
did not lessen the gap between ADV and DADV children but prevented ihe
difference at age four from increasing by age five (DiLorenzo, 1967).

In a program applying the structure-process approach to inservice t=acher
education and compensatory programming, fours show a marked increase on

the Slossen Intelligence test but threes remain unchanged (Froust, 1970),

ngggggg.-~Negfo fours show imprcvement on ITPA subtests in Visual
Decoding, Motor Encoding, and Visual Motor Association (Anastasiow,
Stedman, and Spaulding, 1970),

When the language of twos and threes is analyzed for parts of
speech, adjective means are higher for the initially less advanced sub-
jects on all six measures-~sentence imitation test, mean length of
utteranée, noun phrase index, verb index, copula index, and sentence
type index. Providing sentence mcdels is a more effective treatment than
expanding sentences prcduced by the children (Brown and Cazden, 1965).
Parallel prompting fosters more sentence production than echoic prompt-
ing. Echoic change is less than modeling or mere listening in children
who aiso do not differ from controls, Neither prompting method is greater

than listening only (Stern and Keislar, 1969),
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On Neurological Measures and SRE bretest and posttest scores, fours
rate lower than fives on the intelligibility rating on words and sentences
and retelling a story wvia pictures (Ozer and Milgram, no date), The only
difference between treatment groups taught by a structured and nonstructuréd
method appears on a task involving labeling. The structured method is more
effective than the nonstructured method in producing gains in the children
who are at the low end of the distribution of 1ané;;ée functlonlné-before
treatment. The gains made by the children receiving the language tralnlng
are greater than those made by children who did not attend preschool or
who attended the same Preschool earlier when a more traditional curriculum
was used (Dickie, 1968).- Receptive language improves with a prekinder-
garten program, Nonwhites differ from whites on pretest receptive langu: e
ability but show equal gains on posttest (DiLorenzo, 1967). Although
nursery school children show gains on other tests, they are still over
one year below norms in associaticn language abili_; and in grammar and
understanding meanings of words (Kraft, Fuschillo, and Herzog, 1968).
Children who attended two or three ten-week sessions with weekly con=
tacts wiéh a home visitor score higher than controls with no school o
all subtests of the ITPA except Motor Encoding (Gray and Klaus, 1964)
Children in four different Preschool pregrams score higher than control
groups on vefbal facility, auditory discrimination on the RPT and the
Leiter International Performance Scale. Children in a concentrated two-
month Head Start program emphasizing cognitive skills show the least
gain in té;ms of verbal facility and auditory discriminat;on (Denmark
and Guttentag, 1969)., The mother's use of Staniiﬁg/EﬁEE;Sh was found
to effect the child's parformance to the same~degree as her control

strategies, teaching styles, and affective behavior (Hess and oOthers, 1969),
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General Cognitive,=--The materials used in conservation of number

tasks show no effects or difference between preschool and kindergarten,
LSES and MSES, and boys and girls. LSES fours make few correct responses
and more inconsistent responses than MSES children. More correct responses
were used when '‘same" rather than '"more'" was used in the question format
kothenberg and Cowelney, 1968, Exploratory behavior measured in free-
play sessions suggests that working class children are no less interested

in complexity than MSES children (Hess and Others, 1969).

Disadvantaged children under five years of age with unidentified or mixed
ethnic background

Attentional processes.--Montessori children are more able to settle

down during testing and pay attention and comply with the task procedure

than children in other groups (Berger, 1969).

Ability, specific.=-Fours in an experimental program achieve a mean

reading grade of 2,60 with a range of l.6 to 3.7, a mean arithmetic grade
of 2,51 with a range of 1.4 to 3.3, and a mean spelling grade of 1.87

with a range of 1.0 to 2,3 (Bereiter and Englemann, 1966). The progress of
children taught by paraprofessional staff and those taught by professional
staff shows little difference on the basis of the MRRT (Karnes, 1969).,
Children in fuli-year Head Start programs are superior tc¢ controls on
total readiness and listening. Children in summer Head Start programs are
not. By the end of the second and third grade both summer and full-year
Head Start children do not score better than controls on the Stanford
Achievement Test. Their scores approach the national level on school
readiness at first grade ("Impact of Head Start," Westinghouse Repor t,

1970), Children in prekindergarten classes wmeeting a full year do better
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than ESEA classes which meet for five months. 1In other intervention
progranis, experimental children score higher on reading readiness than
their controls (Gray and Klaus, 1965; DiLorenzo and Salter, 1968),

After twc years in the Academic Preschool Negro and Anglo children
who were four upon entrance into the program have a mean reading
achievement score at grade 2.6 with a range of 1,6 to 3.7; a mean arithmetic
score of grade 1.87 With a range of l.4 to 3,3; and a mean spelling score
at grade 1.87 with a range of 1.0 to 2.3 (Academic Preschcol, 1969).

Tn cnsther “2=yvoor —=pgram children had a 1,7 reading level and a 2.6
arithmetic level at the end of kindergarten. At the end of one year
another group had a 1.2 level in reading and a 1,0 in arithmetic (Osboxn,
no date). By the end of the preschool year, the achievement of fours

was at beginning first grade in reading and beginning second grade in
arithmetic (Bereiter, 1967). 1In omne class of Durham Educational Improve-
ment Program four-year-old boys, gains of approximately twenty months were
made in the Motor Encoding subtest, approximately thirty months on the
Visual Motor Association and twenty momnths on the Visual Decoding subtest
of the ITPA. Their overall gain was fourteen months. Girls in the same
class made a five month gain on visual Decoding, an eight month gain on
Motor Encoding, and an eleven month gain on Visual Motor Association
(Anastasiow, Stedman, and Spaulding, no date). The cognitive ability of
children in the Bereiter and Weikart programs improves in similar amounts
(Seifert, 1969). ‘ : |

The setting of gpecific achievement goals did not prove effective

except for one group of Israeli fours. Verbal control of performance

was effective (Smilansky, 1966).
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Concepts.--A group taught by a structured plan similar to operant
conditioning used the color, shape and texture of the object in descrip-
tions more than % group taught by units of work based on children's
intercests (Day, 1968).

Fours score lower than fives on Form 2 of the HCT (under SCS and
under LSC) but not on Form 2 of the HCT (under CSC) (Ward,‘R., 1969),
Children of a variety of backgrounds who speak a foreign language at
home show a progressive increase in the average accomplishment per pupil
per month by bhoth CA and MA grouping. The difference is slight with the
CA but shows‘a much sharper contrast by the MA class, especially for the
youngest groups, The contrast is much greater between the accomplishment
of children of MA's two and three than of children of corresponding CA's
(Levy and Bartelme, 1966). LSES preschoclers tend to make fewer correct
choices on picture-~object matchings than MSES preschoolers. There is
wide variation within each group, however (Franklin, 1969). There is
a difference regarding concept development favoring a group without
prekindergarten over a group with. eight weeks prekindergarten.and twenty-
six weeks prekindergarten (Cobbs, 1968),

There is no diffefence between inductive and deductive treatments in
Spanish surname fours acquiring the concept of adjectival comparatives
(Bryson and Stern, L969), On the ability to name colors all groups but
one in the New Nursery School make gains from pretest to posttest
(Nimnicht and Others, 1967)., Problem solving behaviors are poorly developed
on the average among the non-prekindergarten LSES group. More advancement
in analytic thinking occurs in the Montessori classroom that is described
as more orderly and more structured thar in the Montessori classroom
described as more flexibie. _.SES children miss many opportunities to take

advantage of the presence of adults in contrast to MSES children, who make

ERIC




131

use of adults (Banta, 1969)., Prekindergarten Head Start children compare
favorably with beginning kindergarten children on a prekindergarten goal
card except for identifying objects in nature and identification cf

color (Jacobs, 1967).

Creative processes,--On divergent thinking tasks the LSES groups

score lower than HSES groups. Reward groups also score higher than
non~reward groups (Savoca, 1965). Fours make more errows than fives

with discerning the roundness, pointedness or squareness of an object

and threes make the most errors (Clos and Serafica, 1967). When chil-
dren in a high structured (traditional) program are compared with children
in a low structured (creative) program, little difference is found on the
Children's Individual Test of Creativity (Foster, 1967). LSES children
in a Montessotri prekindergarten program lack innovative behavior

(Banta, 1969).

- Intelligence.--DADV children in an experimental program achieve

greater gains on the S-B than children in a comparison group. The experi-
mental group shows a 17.4 IQ gain after the first year and an 8.61 IQ gain
after the second year. Thé IQ range after the second year was 103 to

139 (Bereiter and Englemann, 1966). 0f thirty-three children referred
from Head Start, one~third are mentally deficient. The childfen have
severe malnutrition and maternal deprivation (Comly and Hadjisky, 1967).
Children in the lowest tenth percentile in the measurement of memotocrit
are found to have twice the expected representatior. in the group of
children below the tenth percentile on the Columbhia Mental Maturities
Test. Verbal maturity on the CMMT dorrelates with height in the upper

end of the distribution but not in the lower (Stine, Saratsiotis, and

Q irmo, 1969). An Amelijorative proiiam for Negro and Anglo chiidren shows
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average IQ gains of 21 points on the S-B, No childfs gain is less than
5 IQ points and 80 percent of the children have gains of 15 or meore
points (Karnes, Hodgins, and Teska, 1969).

Children who attended nursery school have higher IQ scores than
thos» who did not (Ziegler and Butterfield, 1968;.Borosage, 1968).
LSES children's PPYT results indicate that both fours and fives have an
average 1Q of approximately 72 (Melton and Oothers, 1968). A group of
Appalachaian children's IQ scores on the FPVT are below the national
average at ages three and four., Sccres on the S-B are within the national
norms (Hooper and Marshall, 1J68). Children in the Juniper Gardens Parent
Cooperative Nursery School Frogram had an average IQ gain of 23.5 points
on a one ye=ar ten month iﬁcrease in MA after one school year (The Juniper
Gardens Parent Cooperative Nursery School Program, 1968) . Various programs
fox tﬁrees and fours show experimental groups' IQ scores are higher
than those of contfols or comparison groups (Herbschman, 1967; DilLorenzo,
1967; Academic Preschocl, 1969; Dilcrenzo, 1968; Borosage, 1968; Blank
and Solomon, 1968; Karnés and Others, 1968; Levenstein, 1970; Gray and
Klaus, 1965; Osborn, no date). The pattern for the low gainers ia an
experimental program is one of social and cognitive immaturity and relstive-
ly frequent negative affective tone expressed by an absence of active
happiness in the sessions (Levehstein, 1969). Prekindergarten treatment
does not lessen the gap between ADV and DADV chii..ren but does prevent
the difference at age four from increasing by age five (DiLorenzo, 1967;
DiLorenzo, 1968). In a program for DADV children ages six months to five
years, threes and fours show the most dramatic rate of increase in IQ
on tne Cattell or 3-B (Caldwell and Richmond, 1967). DADV fours gain omn

the Columbia Mental Maturity Scale and PPVT but not on the S-B while ADV
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children show gains on all three (Fowler and Burmett, 1967). 1Q increases
fourteen points as a conséquence of Head Start while the contrast sample
remains rather stable (Fratte, 1968), On the ITPA Head Starters in sumﬁer
progrars only do pot score higher than controls at each of threes grade
levels, Childreun in full year Head Start score higher than controls
only on Visual Seguence Memory and Manual Expression and only then at
second grade level ("Impact of Head Start,” Westinghouse Report, 1970).
Ccmparison of progress of children taught by paraprafessional staff and
by professional staff on the basis of S=B and ITPA show no difference
(Karnes, 1969). There is no difer-nce feor threes and fours between pre-~
test and posttest on the S-B and PPVT, but there is a consistent pattern
of rise in scores on the Preschool Inventory from first year threes to
first year fours to second year fours (Nimuizht and Others, 1967),
Performance on the S-=B, PPVT z2nd Bender-Gestalt favors MSES children
over LSES children (Borosage, 1968). The most effective programs as
measured by scores on the S«=B are those with the most specifiec and
structured cognitive activities (Dilorenzo and Salter, 19683), Within
an experimental group there is a wide range in the cognitive gains of
the children (Levenstein, 1970). 1iIn the Early Childhood Project,
posttests show that in some waves experimentals score highest on the
S-B and Columbia Mental Maturity and in some waves controls do (Early
Childhood Project, 1969}, Ameliorative and Direct Verbal programs bro-
duce the greatest IQ sains of five intervention programs (Kavnes, Hodgins,
and Teska, 1969), <Children in both a highly structured traditional pro-
gram and a low structured, creative program make IQ gains on the-S“B
(Foster, 1967). Maxicaﬁ American children in a bicultural school‘écore
higher on the WISC than their control group and a Hecd Start group
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(Henderson, Rankin, and Frobisker, 1969), Children whose classroom
participation was supplemented with.a weekly visit by a professiomnal who
involved the mother in the educational process show consistent gain on

all ITPA subtests approaching or exceeding the national level (McCarthy, 1963).

Language.-~-Children in a second group who were not visited at home
but whose parents participated in group meetings closely approximate
the national mean in total ITPA score. The group whose parents received
no guidance shows an overall deficit (McCarthy, 1968). High gainers
in an experimental program are characterized by clusters of positive
factors in verbal interaction and positive effect while the pattern for
low gainers is one of social and cognitive immaturity (Levenstein, 1970).
After seven months of a preschool educational program children in the
experimental group did not have higher scores than the controls on the
ITPA, PPVT and Vance Language Skills Test (Vance, 1967; Vance, 1968).
Fours in the Durham EIP program "~ r~ins on the ITPA subtests on
Motor Encoding, Visual Motc , and Visual Decoding with boys
making substantialiy higher ga.ns than the girls (Anastasiow, Stedman,
and Spaulding, no date).
Children in an Ameliorative program fell within normative range by
the second test on the ITPA (Karnes, Hodgins, and Teska, 1969).
Neurological measures and SRE pretest and posttest scores chow a dif-
ference between age groups with a majority of the difference between
~Level I (54 to 60 months) and Level II (67 months up) children on the
intelligibility rating on word sentences and retelling the story via
pictures. Individual testé show a change for subtests measuring the ability
to repeat intelligibly words and sentences, the ability to comprehend

verbal terms, and the ability to recall «nd retell a story in a connected
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fashion {Ozer and Milgram, no date). When grammatical usage was taught
in an experimental program, scores rose dramatically on the Auditory;
vocal Automatic of ITPA but when instruction was terminated, improvement
ceased. At first testing, only three children were at or ahove age level
on vocal encoding but three months later, seven were at or above age

level (Bereiter, 1967). On the verbal section of the WISC the mean

gain of Mexican American children in a bicultural preschool is higher than
the control group but not higher than the Head Start group (Henderson,
Rankin, and Frobisker, 1969). Although there was initially nc psycho-~
linguistic differences between experimental and control groups, after they
participated in the program the experimental children.scored two months
greater than their CA while the controls scored eight months less than their
CA (Kernes and Others, 1968). On test one none of the fifteen children
in an Ameliorative programlfor Negro and Anglo children were able to
Vperform on all four subtests of the ITPA. On tw additional subtests,
nine children scored below norms. At test two, wWith the exception of
Auditory~Vocal Autematic, all but one or two of the children fell within
normative range (Karnes, Hodgins, and Teska, 1969), Fours make more
progress than threes in a one year Ameliorative program on the ITPA
subtests Audio~Visual Automatic and Motor Encoding. The performance

of children who began at age three and continue at age four is not
superior to those who began at age four (Karmes, 1969) . There is a
difference in the total number of words or phrases used between a group
taught by a structured plan similar to operant conditioning and a plan
based on children's interest. There is no difference on total language
production. The latter group is more apt to describe objects by function

or use than the former group. The first group produces more concept
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words than the latter. All of the children make many more kinds of respouses

in which they name a part of each okject than they make relaftional, con-
textual or categorical responses (Day, 1968)., Appalachaian three and
one~half year olds' scores o: the ITPA are not different from national
norms. On 30 percent of the comparisons, frhey exceed the national
norms, Only the Auditory~Vocal Association subtest reveals a clear=cut
age progression (Hooper and Marshall, 1968).

A toy demonstrator modeled verbal interaction with the child in his
home. The children in the program had a mean PPVT gaiﬁ of 12.2 compared
to control group I's loss of four points and control group Il's gain
of 4.7 points (Levenstein, 1970). 1In some programs mean Sco¥res on
language skills of the PPVT and VLST favor the controls over the experi-
mental group (Vance, 1967)., Pretest results indicate that the vocabulary
of a Head Start sample contains two-thirds of the words in the vocabulary
of a contrast sample whose family income was a&bove the Head Start Index.
After Head Start treatment the experimental group demonstrated a growth
in the number of ﬁords in its vocabulary as well as a reduction in vocab-
ulary differences., Children in a prekindergarten program improve in
receptive language. The experimental group's gain is well beyond the
maturational gain of the controls (Diloranzo, 1967; DiLorenzo, 1968).
Children in five groups demonstrate major initial deficits in languagee.
Children in Ameliorative, traditional and Direct Verbal programs progfess
eight to twelve months on Vocal Encoding while the Community Integrated
and Montessori groups obtained lower scores on posttest than on the.
pretest. The Ameliorative group made the greatest progress on the Audi-~
tory Vocal subtest, and the Montessori group regressed. On the Auditory

Vocal Association only the Direct Verbal and Ameliorative groups were

140



not deficient (Ksrnes, Hodgins, and Teskz, 19692), The language styles
of the DADV subjects seem less complex than the ADV. Their interest in
verbal explanations 1is secondary or minimal (Fowler and Burnett, 1%67).
Appalachian three and one-halfs perform exceptionally well on the ITPA.
Only the Auditory: Vocal Assoclation subtest reveals a clear cut age
progression from three and one-half to four and one-~half. The three
and one-half year old sample does not differ from the nationai norm

(Hooper and Marshall, 1968).

Perceptual processes,~~The effect of training on visual Perception

is a great deal more salient at the end of the second yezr than at the
end of the first year of school (Berger, 1969). LSES children receive .
lower total scores than MSES children on spatial arrangem:tic. There is
a tendency to assume that a representational orientation :is widespread
among children of both groups. The occurrence of representational
activity as an exclusive or dominant mode of approaching h¢ task

situation is less Prevalent among the LSES than the MSES (Franklin, 1969),

- General cognitive.,~~0n transposition tasks, initial discriwmination

was more difficult for twos than for threes. The incidence of relwrcive
responses on tests in the negative direction is greater than the incidence
on tests in the positive direction (Rudel, 1958). No SES difference is
found in the ability of twos, threes and fours to conserve numbers as
measured by collapsing, rotation, expansion, equal addition, and unequal
addition, Within each age a very small percentage of subjects can
actually be designated as conservers when both "same"™ and '"more' are

used in the questions or either (Rothenberg and Courtney, 1968)., A

comparison of the Weikart and Bereiter programs shows that ge -=raus
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cognitive ability of pupils in these programs improves in similar
amounts (Seifert,; 1969), None of the DADV under fives could sclve a

criterion problem involving a tilted balance board (Englemann, 1967).

Disadvantaged Anglo five-year-old children

Ability, specific.--There is a difference between Negro and Anglo

scores on the MRRT but not between LSES and MSES groups (Scott, Nelson,
and Dunbar, 1967)., After a six-week Montessori Head Start program,

Anglos were at grade level in reading and arithmetic (Johnson, 1965),.

Concepts.~--Immediate verbal reinforcement leads to faster learning
than delayed material reward. Material reward acts as a distractor.
Delayed verbal reinforcement is detrimental to LSES children (Marshall,

1969) .

Intelligence«.-~The initial PPVT means of the Indiana Diagnostically

Based Curriculum were lower than the Perry Preschool Proiect, but at the
end of one year »f the experimental program the Indiana mean was 95.5
compared to the Perry mean of 74.7 (Hodges and Spicker, 1L967). The
experimental groups in the Indiana Diagnostically Based Curriculum

have a combined mean on intelligence measures that is greater than either
the comparison kindergarten group or the controls who remained at home
during the kindergarten year. The experimental and kindergarten groups'
IQ scores seem to stabilize but the "At Home'" group sho& IQ gains in
first grade of such magnituderto cancel out the difference which formerly
existed between the three groups (Hodges, Spicker, and McCandless, 1969%).
Other programs report significant gains in IQ dufing one or t&o years

in a preschool program. Some IQ gains are enough to place children in
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regular public school rather than mentally retarded clasces (Roll, 1962;

Kugel and Parsomns, 1967),

Language.~-Pretest results indicate that the vocabulary of an
experimental Head Start sample contains two-thirds of the werds included
in the vocabulary of the contrast group. The experimental samplé
demonstrates a growth in the number of words in its vocabulary as ywell
as a reduction in vocabulary difficulty as a result of the Head Start
program. After a seven-wonth interval in which neither group was
subjected to special treatment except for being together in a kinder-
garten program, each group earned the same proportional word increases
as were made subsequent to Head Start (Fratte, 1968),

Intervention experiences are more effective for language development
than for intelligence development. Pretests indicate that the experi-
mental group is highly retarded in ianguage. 1In the period following
the intervention treatment the experimental group exhibits decelerated
progress while the kindergarten control group maintains progress and the
"AC Home" control group shows accelerated progress (Hodges, Spicker, aund
McCandless, 1969). During the school year from pretest to posﬁtv“.
increases in total lahguage age for the experimental group exceeded
the increase in total language of the kindergarten control group and
the "At Home'" contxol group (Stearns, 1967). The rate of lahguage
development for all groups during first grade is less than one-half that

made during the previous year (Hodges and Spicker, 1967).,

Memory.-~Increase in age is positiVely related to an increase in
recall scores. A decrease in recall of words for older fives appears

more to be a function of inaccurate word inflection rather than inability
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to recall sequential or syntactical organization or word sequences.
LSES children showed & more marked improvement in recall of lexemes
over that of words and on imitation of nonverbal sequences than thne MSES

children; but the MSES children yere near the maximum level t:» begin

with (Salzinger, Salzinger, and Hobsen, 1967).

Perceptual processes.--Mean scores in object naming increase with

age. A high increase in mean score occurred between sessions for fours

and fives but not for threes (Gottschalk, Bryden, and Rabinovetch, 1964).

Disadvantaged Negro five-~year-old children

Ability, specific.--The Negro mother who reports that she prepares

her child for the first day of preschool, presents models to him to
imitate, places restrictions on his friends and toys, plans to be an
agent in his awareness of his own ethnicity, and talks consistently to
fhe child about his own immediate experience has the higher achieving
black child in his early age group, vheth~r riences uerself us
a potent force vis=a-vis the school or not (Slaughtor, .1970). There is
a difference between Negio and Angloc children using seriation scores as
a2 criterion but there is no difference between the LSES and MSES using
the same criterion (Scotc, NWNelson, and Dunbar, 1967).' In an all Negro
school, the top 30 perce :t of the strands hold 33 percent of the Head
Start children and 26 percent of the non-Pead Start children. Eighteen
percent o~ the Head Start children and 42 percent of the non-Head‘Start
children + :re found in th= bottom 30 percent of the class (Wolff and
Stein, 19¢7),

At the end of first gr-ade twenty-one grade equivalent comparisons

were made znd all favored the children who had attended kindergarten over
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those who had not. At the end of second grade the kindergarten group
still was favored in nine of fourteen comparisons. When the children who
had had kindergarten are cqmpared by reading approaches used in first
grade, the Language Experience Approach is favored over the Skills
Centered Approach (Morrison and Harrie, 1968),

In a program applying the structure-process approach to inservice
teacher education and compensatory Programming, fives show a gain on the
Preschool Attainment Record (Frost, 1970). There is no difference in
reading or arithmetic on the MRRT between children in a nine-month
preschool, a summer preschool experience., and no preschecol (Pitts,
1967). Children from slum housing receive higher test means on the
prescheol inventor& test than those in public housing. Head Start
children exhibit greater growth and development. Without Head Start
the public housing groups were superior; with Head Start greater changes
were produced among those children from the slu.: area (Rice, 1969).

In a reanalysi. of Head Start data on urhan black ceqters, it is found
that Head Start raised the group average on the MRRT 16 percentile
points from the 32nd to the 48th percentile (Smith and Bissell, 1970).

A trend of accumulative deficit is evident in experimentals and
controls in reading achievement., Virtually all meaningful ability
achievement differences measuring experimentals who had kindergarten
and controls who did not disappeared shortly after entrance into
traditional primary school programs (Weisberder, 1969)., Summer Head
Start programs generally show no difference in reading readiness he-
tween children who participate and those who do not (Hyman and Kliman;
1967)., Negro children are less often interested in only one or two

Objects or activities than the Anglo child., Negroes are more skillful
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at tasks demanding physical coordination (Kohlewes, 1966).

Concepts.~-There is a difference between Negro and Anglo children
using seriation scores as a criterion, but thare is no difference
between the LSES and MSES groups using the same criterion (Scott,
Nelson, and Dunbar, 1967). Children given training in relevant verbal
language did not perform significantly better on posttest than the
children who weira not given labéling training, There were a greater
number of correct responsas cn those items where either of the extremes
of a stimulus dimension was correct as compared with items where the
medium sized stimulus was correct (McNeany and Keislar, 1966)., In a
study of MSES and LSES Negro boys, eighteen cognitive variables discriminated
between socioeconomic groups in favor of the MSES boys (Ryckman, 1957).
Chi” 1ren in a treatment group which used picture-books chemically
treated to previde feedback for both correct and incorrect responses
give superior performance to other treatment groups on a transfer task
(Stern and Teager, 1968). Differences in scores between the first and
second administrations of a test show that kindergarten children can
understand the earth as a globe (Portugaly, 1968). cClassification
tréining does enhance the child's ability to employ grouping and scorable
responses, as well as increase the variety of criteria by which to

classify (Sigel and Olmsted, 1967) .

Creative processes.--Children with prescheool scored higher than

controls without preschool on Quick Picture Vocabulary Test on Creativity

(Weisbender, 1969),

Intelligence.~--Negro children improve on the ITPA in Visual Decoding,

Motor Encoding, and Visual-Motor Association (Anastasiow, Stedman, and
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Spaulding, 1970). riginal preschool Binet posttest favors experimental
proups (preschcol experience) over controls (no preéchocl experience)
(Weisbencder, 1969). In a Eead Start group that is 90 percent Negro,
performance on memory for designs and on Visual-Motor Association are
the only two areas in which performance approximates CA, Performance

is above MA on seven measures (Cawley, Burrow, and Goodstein, 1968). 1In
a program applying the structure process approach to inservice teacher
education and -ompensatory programming, fives remain unchanged on the

Preschool Attainment Record (Frost, 1970).

Language.~~LSES Negroes are not functioning at an underdeveloped
or retarded le el of syntactic development., They use a different highly
structured language of their own (Baratz and Povick; 19682, Of eight
children who performed below CA on pretest, six show linguistic improve-
ment on a vouiiast of the ITPA after structured and unstructuraed language
situarions. Most of their speech patterns exist in the form of frag-
menting expressive phrases or simple sentences. Most expressive patterns
of the children show an omission of verbs and infinitives which is
generally common to the dialect of the children (Hernigan, 1968).

Negro mother-child pairs appear more‘paSSive in the home than in
the school setting. Puerto Rican mother-child pairs were twice as active
as the Negro group in verbal and non-verbal forms of communication that
encouraged exploratory behavior and learning. The Negro group was more
active in the use of verbal admonitions and "don't" in critical comment,
in directing and coercing verbal and non~verbal communications (Weiss-
man, 1967).

When compared to a group of Anglo MSES children, the Negro LSES

~hildren were substantially below in development of the range of syntactic
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structures tested. There-were large differences on the three indices
of linguistic performance within the Negro group (Osser, 1966).

After five months of an enriched kindergarten environmernt with
specific and intense instruction in perception, language, and concept
development, the kindergarteners scored higher than a group of first
graders on seven of ten subtests of the ITPA (Cowles and Daniel, 1970).
Children given training in relevant verbal labaling did not perform
sigﬁificantly better on the PPVTlposttest than the children who were
not given labeling training, It appears that many of the children in
the labeling group were vocalizing while children in the non-labeling
group, who were not instructed to label, never spoke audibly (cNeany
and Keislar, 1966). LSES Negro children show increased verbalization
in the classroom after classification training taught through guided
discovery (Sigel and Olmsted, 1967). Comparisons of first grade children
who had received one year of kindergarten experience with first graders
who had no kindergarten axperience yielded significant differences on
six of the ten subtest scores of the ITPA. Subtests with no difference
were Auditory Reception, Grammatical Closure, Auditory Memory, and
Visual Memory. The non-kindergarten first graders showed deficits while
the first graders with kindergarten scored within average range on six
of the ten subtests (Cowles and Others, 1970),

DADV Anglos and ADV Negroes produce "a great many more" words to do-
scribe pictures than ADV Anglos and DADV NegroeS. DALV Negro and ADV Anglo
are similar in part=-of-speech usage, using 60 percent nouns, few pronouns,
adverbs, adjectives and prepositions, and a much higher proportion of verbs
than the other two groups (Stern, 1966). Negro Head Start pérticipants'
language deficits seem to lie in areas of language ocutput and in items

where stimuli are organized and sequenced in the response pattern
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(Cawley, Burrow, and Goodstein, 1968),

Two treatment groups were higher than the control group on all
subtests. Treatment I was the oral group in which the children gave
verbal reasons for choiées of appropriate answers tc the problem, The
second treatment group -id not give oral answers. The oral and non-
oral groups did not differ on any of the subtests., 1In Phase IT the same
treatments were used to develop specific concepts of nature study. The
oral group had higher scores, Phase ITI involved deductive learning
with "and," "or" and 'not." Children were given a rule and expected to
apply it. The orai 2nd non-oral groups again were superior to fne
controls (Keislay and Stern. 1969) .

General language ability has the highest correlation with SES.

Only 16 percent of the 1.SES boyz exceeded the median of the MSES boys

and only 20 percent of the MSES boys fell below the LSES (Ryckman, 1967),

Mediational Brocesses.~~Phase III of an experimental program involves

deductive learning with "and,” “or" and "mot." The children are given
a rule and expected to apply it. Both the oral and non-oral groups are

superior to controls on posttest (Keislar and Stern, 1969),

Perceptual processes,--There is consi-derably more cverlap between

LSES boys and MSES boys on visual imagery and visual classification
(Ryckman, 1967)., Negro children are superior in semnsory perception

to Anglos and Orientals (Kohlewc., 1966), DADV Negroes in Head Start
show rapid and isarked improvement (about 25 percent error reduction)
over an eight to ten week period in their recognition of geometric forms
and irregular shapes that are tachistoscopically prezsented. This change
in accuracy is unaffected by specific training. Accuracy of perception

is positively related to S=B IQ (.63) and with the developmental scale
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of the Preschool Inventory («68) (Gotts, 1967),

General cognitive,==~In a training program consisting of twelve

to twenty minutes to teach concepts, rote counting, object counting,
"same M "more," addition, subtraction, one-to-~one correspondencé,
reversibility, "more,™ or "longer," there is no SES difference at post-
test in three eXperimental groups.' Both LSES and MSEs groups improve
from pretest to posttest., Both SES 8roups increase consumption responses

from pretest to Posttest. MSES children show more conservation responses

tasks using plasticine, but a significant increase is found across
number tasks using M and M candies, Perceptual supéorts are more
effective for older children and sensorimotor supports for younger
children (ages five to SixXx and one-~half considered) (Whiteman and

Peisach, 1970),

Disadvantaged five-yvear-old children with unidentified or mixed ethnic

background

Attentional Drocesses,-~DADV children are more impulsive in response

disposition, They do not inhibit their motor responses less upon verbal
Tequest or manifest less object curiosity than ADV children (Mumbauef,
1969). Fives are more attentive on Program segments A and B of an educa-
tional television Study. MSES children's attention level is higher than
Mexican American 1SES fives on all segments of Programming, During five
Programs one of three children look at television, while during cartoons all
children look at television, When CA is partialled out of the analysis,

PPVT has no correlation with attentional processes (Palmer and Others, 1968),
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Ability, specific.=-In one program various assessment indices point

out that the Head Start program strengthered the children's emotional
stability and task-oriented interactions with adults and their work
orientation (Michigan Head Start Evaluation and Research Program, 1968).
No progress is reported for Israeli children who léarned general instruc-~
tions only for two scholastic tasks. Verbal control of perforﬁance

is effective with both letter and word and picture tasks (Smilansky,
1966). Between summer Head Start and non-Head Start children tested at
the kindergarten level, there are nc differences in achievement level
(Krider and Petsche, 1967),

After a six=-week summer Montessori Head Start program, Angio
children were better than Mexican American in reading and arithmetic
readiness. Anglos were at grade level while Mexican Americans were at
a preFreading stage (Johnson, 1965), Fours and fives attending the child-
care language enrichment programs show no superiority on reading readiness
or reading achievement when compared to other similar childcare children
(0Oakland Interagency, 1964), Children who previously attended a Rural
Chiid Care Project Center for a minimum of sixty days do hot perform
better than a matched group on the California Achievement Test. Both
"groups are one to six months below national norms (Briscoe and Archambo,
1969). 1In general, the words children ask for using Ashton~Warner's
Key Vocabulary for the Disadvantaged differ from the word lists and words
used in the major basal series primers and preprimers. There is a
similarity between the words pupils ask for and the words in their
basal readers only in the Jacksonville, Florida Center (Packer, 1.570).

Fives who were in an experimental preschool scored no higher

than a kindergarten contrast group and an "At Home" group when measured
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either on informal criteria or academic criteria_at later testing in
grade schoal (Hodges, Spicker, and McCandless, 1967). After Head Start
programs Head Start children tend to be ranked high in thei r kinder-
gaeten classes in greater proportions‘than children who had not had

Head Start after six months of kindergarten and appeared less frequently
in the bottom three deciles of the class than non-Head Start children.
Teachers who had fewer than 25 percent Head Start children in their
classes thought thaﬁ Head Start had made -~ d_Zference. Where Head

St “rt children made up 50 percent or mor. >f the class the teachers

al. thought Head St: -t had halped the chil - initial adjustment (W>1ff
and Stein, 1967). Head Start children score< higher at the end of an
eight-week summer session than non-Head Start children tested at the end
of eight weeks of first grade although the non-Head Start children were
older at the time of testing than the Head Starters were (Pierce-Jones
and Others, 1966).,

Children of LSES background benefit from intensified structured
activities involving oral laﬁguage (Irving, 1967), For children with
PPVT scores below 104, "Rule-example" is the best instruction method
(Anastasiow and Others, 1970). A phonetic approach to the teaching of
reading does not seem to be applicable to children in a Mississippi
Head Start program (Gordon, 1966). By the end of the kindergarten year
of a two-year program, the children's mean achievement was mid-first-
grade level in reading and mid-second-grade level in arithmetic
(Bereiter, 1967). Children who attended the Academic Preschool at ages
four and five have mean reading achievement aé grade 2,60, mean arith-
metic grade level at 1.87, and mean spelling grade level at 1.87 (Academic

Preschool, 1969). In another program, spc¢lling and arithmetic scores do
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not differ for experimental and control groups but recading scores for
the experimental group are substantially higher, After the program 63
percent of the children are in public or private mentally retarded
special classes (Fouracre, Connor, and Goldberg, 1962), On the MRRT
the J. F. Kennedy preschool is favored over a Head Start ~—nup and a
group with no preschool on verbal readiness and nunt er reac ‘e .5
(Block, 1968). After seven weeks of Head Start, children st w g=ins
on the Lee-Clark Reading Readiness Test but no éains after so = reeks
in kindergarten. Non-Head Starters show no gain after seven wee : in
the same kindergarten (Diehl, 1967). No differences between ~eg Star.
and Non-Head Start children are found in kindergarten or in fir:s grad=
learning ability (Cawley, Burrow, and Goodstein, 1968),

On the MRRT, Numbers Test, DADV children are inferior in the amount
and kind of math information they Possess as compared to MSES children.
Approximately 23 percent of the children from ADV communities and 8
percent from DADV communities were judged ready for first grade instruc-
tion in math at the time of entrance into kindergarten (Searle, [(968),

Children's home activities are not found to be correlated with
either reading readiness or first grade reading achievenent., A signifie-
cant difference in daily schedules is found among children of the
three SES levels. LSES children perform least well on the MRRT and on
the Gilmore Orél Reading Test and the.Stanford Achievement Test (Miller,
1970).

SES is a sighificant predictor variable of second grade reading
and arithmetic achievement but net of first grade reading and arithmetic
success (Hirst, 1969; Smith and Bissell, 1970). In a reanalysis of the

effect of full-year Head Start on the ove—=zl1l sample of firs:--grzde chil~-
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dren, the Head Start groups scored higher than the control group on the
MRRT by a large margin. The percentage of Head Start children in the
subsample classified into "below averaze' groups is only 26.3 percent
while over 47 percent of the control children are similarly

classified (Swmith and Bissell, 1970), The kindergarten teacher's
prediction of the child's success in reading survives as a predictor
variable for the end of first and second grade reading (Hirst, 1969;
Hirst, 1970). The MRRT Numbers Subtest enters first in the regression
analysis for total group first grade reading achievement, The Matching
subtest improves the prediction of male and female first grade reading
success, but the MRRT adds little to the success of predicting second
grade reading achievement. Intelligence test and creativity test

scores add no predictive value for first and second grade reading achieve-
ment (Hirst, 1969; Mayans, 1567), In generdl, measures of self-concept
and of ego streungth taken at kindergarten level are prédictive of
reading achievement two and one~half years later (Wattenberg and Clif-
ford, 1964). Another study shows that reading level for ADV culturally
mixed and DADV children in firét grade can be predicted from psychological
test scores secured early in the kindergarten year (Mayans, 1967).

A group of DADV Head Starters achieves a greater amount of change

from pretest to posttest on the math sections of the WISC and Head

Start Arithmetic Test tham a comparison group (Adkins, 1969).

Classes with one teacher and one aide experienced the greatest
gain on tests of reading rcadiness and total readiness on the MRRT when
compared to classes with one teacher and no aides and one teacher and
five aides (Goralski and Kerl, 1968). ADV kindergarten children score

higher on the MRRT than the average and the average score higher than the
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DADV (Hanson and Robinson, 1967; Mayans., 1967). When groups in first
grade were equated for occupation and MA, it was found that among the
children of skilled workers the Head Start group with mental ages above
77 months achieved higher than the non-Head Start group of the same
MA (Ramsey and Boercker, 1967). Summer Head Start programs appesr
to be ineffective in producing any gains in cognitive devélopment that
persist into the early elementary grades. Full-year programs are
marginally effective in producing gains in cognitive development detected
in grades one, two and three (Westinghouse Learning Corporation, }969).
Prekindergarten Head Start children compared favorably to beginning
suburban kindergarten children on the goal card except for identifying
objects in mature and identification of color. Prekindergarten class-
es meeting a full year did better than ESEA classes which met for five
months. Then children made significant gains in pre-grade one on the
goal card (Jacobs, 1967), There is a difference in the achievement of
older and younger pupils (Koch, 1968). Urban LSES children are in the
bottom group on all measures compared with MSES children. There is a
consistent tendency for the urban Head Start group to outperform the
urban non-Head Start group.: The small city-rural Head Start group does
not display the cognitive defects that distinguish the urban DADV chiyrd
(Hillery, Lindgren, and Remstad, 1969). Children in a program in kinder-
garten; first and second grade are no different from their controls
(Jenkins and Phillips, 1968)., Head Start does not produce a specific
gain in reading readiness or information (Hess, 1966).

Few LSES children had heard stories or had books read to them by
their parents. Few had gone on family trips or to the library., They

have dramatized stories, or made up stories which they later used in



theix play. Some could recog:. .ze some of the letters of the alphabet
but few could recegnize words. ¥ew LSES children could interpret

approprizate pictures, The majority of the children do not have a good
sense of left-to-right progression. There is a significant difference

between MSES and ULSES children and LLSES children (Miller, 1969),

Concepts.-~On discrimination tasks HSES children learn faster and
make more correct responses than LSES children (Spence and Dunton, 1967).
Children trained with more instances were superior on the Transfer-to-
New-Instances Test to those who received fewer instances which were
repaated, DADV children demonstrate near transfer when they are exposed

to an intermediate condition of variety in training. The transfer

occurs when children have been trained on many instances of few categories

and when the near transfer test involves classifying new Instances of

workers within those categories (Schwab and Stern, 1969). Both boys and -

girls learn boys-words and girls-words equally well. Retention of words
originally acquired is independent of sex, word type, and ability of the
subjects (Harris, 1969).

Head Start children increase their proficiency as measured by the
Preschool Inventory (Nimnicht,'Rayder, and Tuck, 1970). They are ahead
of their control counterparts on the Preschoolklnventory (Sontag, Sella,
and Thorndike, 1969). ADV children score higher than DADV children on
the Matching Familiar Figures Test (Mumbauver, 1969)., Item recognition
improves with age (Irvin, 1967). On discrimination tasks on which
letters are either the séme or different, the group which was told
not to turn letters and why is better than the group which was told
nothing. The latter group is better than the group which was encouraged
to turn the letters if they desired (Caldwell and Hall, 1968). Ranked
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means for the concept categories indicate the highest performance on color
and the lowest performance on time concepfs, Non-English spcaking

children arc more than one standard deviation below the population mean

and are consistently below the population mean for each concept

category., Non-English speakers' performance on conjunction relative to
other categories is lower than that of the entire population (Locatis

and Smith, 1969), With fives the greatest amount of transfer occurs

on the size probleﬁ. A tendency to perseverate is associated with

LSES and with fives (Scholnick, Osler, and Katzenellenbogen, 1968),

There is a significant difference between HSES and LSES Israeli
children on subtests measuring similarities and arithmetic (Smilansky,
1964) ., Teachers of LSES children are less accurate in predicting
performance on matching words but more accurate in predicting performance
on the letter knowledge tests that are teachers of MSES children
(Koppman and LaPray, 1969), Head Start children are superior to non-
Head Start children under four incentive conditions, There is no dif-
ference between two Head Start groups’ overall performance or between
thelr performance under the four conditions which follows: light only
as reward, promise of candy, M and M immediate reward, and token-beans
later exchaqged for candy. Tmmediate reward is favored for non-Head
Start (Berke and'JohnSOn, 1967).

Tests relatively best performed by pre-grade one children are
recognition of body parts, colors, concepts of location and space,
~yming words and counting objects out loud (Jacobs, L§67). Children
whose mothers had cight to twelve years of education scored lower than
other groups whose mothers had more education on five subtests of the
Comprehensive Mathematics Inventory. There are no significant differences

between the groups of children whose fathers are on relief or unemp loyed
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and the groups whose fathers are low or unskilled workers except that

the first scored iiigher on pattern identification than the kindergarteners
in any of the other groups., In a majority of the subtests kindergarteners
whose fathers are unemployed or on relief or whose fathers are umskilled
workers score higher than kindergarteners whose fathers are highly

skilled workers or members of the classic professions (Rea and Reys,

1970).

Surmer Head Start children studied during their kindergarten year
perform at a higher level than non-Head Start children in all concept
areas (color, form, space, grouping, and time duration). The Head
Start children have greater ability to define words in terms of charac-

teristics, time and sequence concepts. Head Start children began

et teara e e e ee e e e

kindergarten at a higher level than non~Head Start children. The LSES
group can show ability to match colors used by another person, articulate

interrelated objects and/or '‘lines and utilize such connections in their

T 1 ki i Vgt B e

drawings. They have moved toward being able to tell a sequential story,

group according to context of material, rank objects according to
personally determined dimensions, and follow teachers' established
orxder (Allerhand, 1965). Both reversal and nonreversal discrimination :
learning is better after delay (Viney and Varner, 1967). Scores of

ILSES children cover a wide range on the Arithmetic~Concepts Inventory
for Kindergarten and Entering First Grade, but the mean is much lower

than the mean of MSES children (Montague, 1964),

Creative processes,--Data suggest that high IQ does not necessarily

indicate high creativity (Clos and Serafica, 1967), Fives make the
fewest errors and have no difficulty with discerning the roundness,

pointedness or squareness of an object using a programmed text devised
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to train children in some art forms (Clos and Serafica, 1967)., There
is some difference in scores of creativity in the use of painting
materials between ADV and DADV groups (Moyer, 1968)., Few LSES children
dramatize stories at home or make up stories that could later be used

in their play (Miller, 1969).

Intelligence.~-Children in a nonautomated Responsive Environment

measured on the S-B and PPVT are no different ffom controls on objective
measures. Greatest gains occurred with children from the most disordered
homes while children from homes with greater integrity maintained their
superiority (Blatt and Garfunkel, 1965). Children ages five to seven
have an IQ increment of 11 points (Kugul and Parsons, 1967), Gains of
IQ on the S-B from pretest to posttest average five to six points (Baer,
1967; Hayweisser, Massari, and Meyér, 1867). Children in a preschool
enrichment program and Head Start show initial IQ gains while controls
show no gain or decrement. IQ's of both groups remain stable after
entry into primary school (Kodman, 1970; Cunningham and Pierce-Jones,
1969).' The IQ gains of LSES kindergarten groups are higher than
LSES non-kindergarteners' gains, although non-kindergarteners' mean IQ
gain is five points (Pineault, 1967), Children in the Academic Pre-
s;hool made lesss IQ gains on the S-B as fives than they made as fours,
while the comparison group actually lost points (Academic Preschool,
1969)., IQ gain scores for Group I children given the S~B at home omne
week before Head Start began, Group II childrem given the Binet during the
first week of Head Start, and Group III children given the Binet during
the sccond week of Head Start were significant (Meyer and Egeland, 1968).
Head Start and Daycare children are higher on nonverbal scores

than on verbal scores. Head Start children are more nonverbal than
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Daycare children (Sgern, 1966). The higher the initial iIQ score, the
greater the gain for a sample in an academically oriented preschool
(Reidford and Rerzonsky, 1969). In another study the lower the initial
1Q score, the gre#ter the gain (Smilansky, 1964). Also, Head Start
activities are more effective with 1ow IQ children than with high IQ
children (Daniel and Giles, 1969). LSES children in experimental
programs have higher IQ gains as measured by the ITPA than their
comparison groups (Reidford and Berzonsky, 1969; Hodges, Spicker, and
McCandless, 19673 Fouracro, Connor, and Goldberg, 1962; Smilansky, 1964).
The "At-Home'" group in this case shows IQ gains in first grade great
enough to conceal former differences (Diagnostically Based Curriculum,
1969; Nodges, Spicker, and McCandless, 1967). Children measured on the
Pictorial Test of Intelligence are about nine IQ points above children
from the same neighborhoods who have not attended preschool (The Preschool
Program, 1969). Bicultural preschool Mexican American children'’s total
scores at posttest on the WISC are higher than the control group as well
as a comparison Head Start group (Henderson, Rarnkin, and Frobisker, 1969).
DADV children differ from ADV children on IQ tests (Moyer, 1968;
Thompson, 1966; Bittner, Rockwell, and Mathews, 1969; Mumbauer and Miller,
1969; Mumbauer, 1969; Irving, 1967). In a Montessori Head Start program
Mexican Americans tested much lower on the PPVT‘pretest than Anglo
children, Both groups gained seventeen to twenty-two points on the
posttest. The increment in MA rapmszed from four to twelve months after
the six-week program (Johnson, 1965). Two out of seven school districts
in a diagnostic remedial language program made gains on the PPVT (Curtis
and Berzensky, [968), Thirty-eight classes of Mexican Americans,
Negroec, and Anglos out of forty-seven made gains in a preschool program

as measured on the PPVT (Prescnool Program, 1969). PPVT scores of
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LSES children with no preschool are lower than those of LSES children
with preschool experience (Smith, M., 1968; Bittner, Rockwcll, and
Mathews, 1969). Children whose parents participated in the preschool
program score higher on the PPVT pretest and continue tc score higher
than children of nom=-participants on entry into first grade and again at
entry into second grade. Children who entered preschool at age five
made expected IQ ; i:ins, and those who entered at age four made only the
egpected gains (Bittner, Rockwell, and Mathews, 1969). Mean IQ for

DADV fives varies from 72 (Melton and Others, 1965) to 92 (Mumbauer and
Miller, 1969) to 105 (West Virginia Head Start Report, 1968) The

mean IQ score of reflective chi”dren was higher than the mean IQ score
of the impulsive children. A greater number of DADV children were rated
impulsive (Mumbauer and Miller, 1969).

Head Start data varye Children in some Head Start programs are
ahead of their control counterparts on the Pre-School Inventory or
S-B (Sontage, Sella, and Thorpdike, 1969). Others show no difference
with their non-Head Start peers (Capobianco, 1967; Krider and Petsche,
1967).

Only fives in the Direct Verbal group made IQ gains during the
second yvear of the program. The two structured programs had fewer chil-
dren who regressed and again had more children who made gains of ten or
more points, Low Mentessori children made substantial gains. IQ re=-
mained relatively stable in public kindergarten (Karmes, Hodgins, and
Teska, 1269).

In a grouvo of children with estimated IQ less than 90, 54 percent
had Social Maturity scores less than or equal to their CA. Twenty-three
percent of these were less than or equal to six months greater than their
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CA; and 8 percent were greater than or equal o one yvear greater than
their CA (Norton, 1969). DADV children in Head Start and experimental
programs show significant gains in IQ (Kugel and Parsons, 1967;
Michigan Head Start Evaluation and Research Program, 1968; Irving,
1967). Pattern analysis of tﬁe WISC is not an appropriate approach to
identification among kindergarten children of reading success through
sacond grade (Hirst, 1969), A comparison of the average IQ differences
cf Israeli children of Orienﬁal and European cﬁltural backgrounds shows
that scores are higher in the experimental group in each ethnic group
and in the experimental group as a whole (Smilansky, 1964). Mexican
American fives scored lower on the PPVT than MSES twos and threes
(Palmer and Others, 1968),

Children who had previously attended a Rural Child Care Project
Center for a minimum of sixty days show a loss in S~B IQ by the time
‘they have had two years of formal schooling. The loss is greatest
during the first public school for those children whose initial IQ
scores were above 80 (Briscoe, and Archambo, 1969). Children attending
childcare centers in two sub=communities show IQ gains (Oakliand Inter-
agency Project, 1964), The kirdevrgarten group vhich had a supplementary

class and home counseling shows the greatest S-B IQ gain (Radin, 1969).

Language,~~LSES groups ask fewer classroom questions. They
manifest more of an initial tendency to make statements rather than ask
questions (Dorn, 1967). Bilingual children have an advantage in having
two languages, in use of names in sentences, and in constancy. Object

constancy should be in advance of naming and naming should be in advance

of using names in sentences (Feldman and Shen, 1969). DADV children dif-

fer from ADV children on vocabulary scores (Moyer, 1968). English work-
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ing class children use more pronouns at the head of the nominal group
for third person while MSES use more nouns (Hawkins, 1969).

Puerto Rican mother=~child pairs were twice as active as the Negro
group in verbal and non-verbal forms of communication which encouraged
exploratory behavior and learning. Puerto Rican groups had higher
activity rates than Negro groups in such categories as ''teaching," the
reinforcement of verbal praise, smiles, touch contact, and related
areas. They were less active in the use of verbal admonitions and
"don't's" in critical comments, in directing and coercing verbal angd
non-verbal communications (Weissman, 1967).

The use of toys with Navajo children following the regular school
curriculum provided a broadened basis for language use, brought much
new information, expanded vocsabulary, clarified word meaning, and made
learning concrete insiead of abstract in every subject studied (Stout
and Langdon, 1964).

Length of sentence does not differ between DADV and AﬁV children,
but there is some relationship between naming and defining ability
between the two groups (Moyer, 1968).

Children generally respond better to something familiar to them
as shown by the use of familiar ceramic art objects with kindergarteners
(Schrwartz and Douglas, 1967)e A majority of LSES and MSESAchildren
taught by a home visitor understand that codes stand for language, and
théy seem to understand the permanence of the written code. Almost
80 percent can rorm a sentence with picture symbols (Levin, 1966).

DADV children in experimental programs show gains in language and on the
Language aﬁd Speach Evaluation Test (Anastasiow, 1966), after use oi the

Oral English Language Lesson (Hagen and Hallahan, 1968), in groups where
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their mothers received the intervention treatment (Strickland, 1967),
as measure” by readiness tests'(Cunningham and Pierce~-Jones, 1968),
and after language lessons from a special teacher (Cleveland, 1967).
A Montessori group made gains over a non-Montessori group in the area
of verbal ability. There was a positive correlation between a positive
attitude toward learning and verbal ability (Fleege, Black, and Rackaukas,
1969).

DADV Mexican American children produce considerably fewer words
to describe pictures than Negro and Anglo children. They were younger
and of lower mental ability (Stern, 1966). No single pattern is identi-

fied which is superior to any other pattern in learning to the acqui~

"sition of an entire list of words (Harris, 1968), 1In mediatiomnal pro-

cess2s individual children were observed verbalizing category names
as an aid in selecting appropriate pictorial responses (Schwab and
Stern, 1969).,

Negre, Anglo and Spanish surname children entering first grade are
aware of and use the basic English syntax patterns in approximately the.
same way (Silvaroli and Whitcomb, 1967). Appalachian fives and sixes
differ from the mational norms on every ITPA subtest except Auditory
Vocal Sequencing and Visual Encodinge Their greatest deficits are in
encoding tasks, the Visual Motor Sequential task and the Auditory
Vocal Automatic task. There is an increased decrement as age increases
on Motor Ercoding, Vocas. "ncoding, and the Auditory Vocal Automatic
subtasks (Hooper and Marshall, 1968)., Indian children score particularly
low on verbal measures. The discrepancies between verbal and non-verbal
scores are significant., The children do perform more adequately with the

physical manipulation of dolls (Shipman, 1967).
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An experimental group made greater gains in language development
on the ITPA than a comparison kindergarten group and an '""At Home"
control group (Hodges, Spicker, and McCandless, 1967; Diagnostically
Based Curriculum, 1969), 1In a follow-up study the experimental group
exhibited decelerated progress in first grade, the kindergarten group
maintained progress, and the "At Home" group exhibited accelerated
progress (Diagnostically Based Curriéulum, 1969). Another experimental
group gained in language age on the ITPA more than their CA shift in
the same period. There was regression on four of the subtests by :tne
control group in the same period (McConnel, 1969)., DADV children
were initilally deficient on three subtests of the ITPA: Vocal Encciing,
Audi: ry~-Vocal Automatic, and Auditory-Vocal Associaticz. On the
"TPA total the Direct Verbal group was higher than the four other g.sups
in the study and only Direct Verbal showed a substantial gain (Karnes,
Hoézins, and Teska, 1969), A small city~rural Head Start group shows
strength in symbol recognition and picture vocabulary at the end of twelve
months which is abnve the norm (Hillery, Lindgren, and Remstad, 1969) .
Although experiméntal children score higher than controls on sub~
tests of the ITPA, their scores are significamtly higher only on the
Audifory-Vocal Association subtest (Stearns, 1966; Milligan, 1967;
Adkins, 1968). Only small amounts of change are noted in some Head
Start programs, although teachers consider the children more verbal
(Michigan Head Start Evaluation and Research Program, 1968; Hess,
1966), The mean gain of Mexican American children in a bicultural
preschool on the verbal section of the WISC is higher than the control
group’s and an Anglo group's but not higher than the Head Start comparison

group (Henderson, Rankin, and Frobisher, 1969), In several studies no
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differences on language measures are shown between Head Start and non-
Head Start children (Adkins, 1968; Hubbard and Zorate, 1967; Barclay
and Kurcz, 1969; Eisenberg and Connors, 1966), Scores after a six-
week program are still lower than normative sample (Eisenberg and
Comnors, 1966). When compared with non~Head Start children, some
Head Start children are more advanced in length of sentences, use of
advanced vocabulary lists, use of noun-linking verb-noun sentence
patterns, lack of use of partial or incomplete sentences, and use of
vivid and colorful expressions (Daniel and Giles, 1969). Also noted
was more Irec.ent use of questions, increase in mean word length of
utterances, improved comprehension of verbal material, and the ability
of the children to monitor their own speech and correct themselves
spontaneously (Adkins, 1968),

The ordgr of difficulty of structures for DADV fives from most
to least difficult is: 1) relative clause, 2) negation, possessive,
transformation subordinate (these three were tied), 3) passive, inversion,
conjunction (these three were tied), adjective, separation, and trans-
formational-~object, The length of the sentences is related negatively
with the number of correct responses for the structures in an imitation
task and not related to the comprehension task (Osser, no date). LSES
children score lower than MSES children on the Vocal Encoding subtest
of the ITPA (Howard, Hoops, and McKinnon, 1970). In another study, no
difference is obtained between MSES children and Head Start children
for verbal expression although the mean score of the Head Start group is

significantly lower than that of the MSES group (Giebink and arden, 1968).

Memory.-~As string length increases for more complex language forms,

Head Start fives® performance drops below the MSES fours®’ performance
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(Horowitz and Horowitz, 1967). The mean =rror to criterion on raired
associates learning tasks of the DADY group is more than the mean

of the ADV group {(Mumbauer and Miller, 1969).

Mediational processes.--A Head Start group which listened to stories,

answerei questiors about them, and was provided knowledge of their
performance after question asking scores aigher than a second group
which did not get feedback and a third g:oup of whom no questioms

w=re asked (Goolsby, 1968).

Perceptual processes.=--There is a rusitive relaticnship b=cween

perception of mother and perception of - :acher at the beginnixrz and at
the end of the school year. Rebelliou:z children show a greater
perception of teacher and mother at the beginning of but mnot at the end
of the school year (Franco, 1965).

LSES children do not have a good sense of left-to-right progression,
They are able to discriminate between objects which are nearly the same
size. Few of the children could discriminate between b and d (Miller,

Do, 1969).

A.Head Start group shows a gain in skills in Vocal Encoding andv
Auditory-Vocal Automatic subtests of the ITPA over a control group
(Byrne, 1967). A group of Appalachaian children's IQ scores on the
PPVT are below the national average at age five, Scores on the S-B
are within the national norms (Hooper and Marsﬁall, 1968). Age,
sociceconomic differences and size of cues are significant factors when
ADV and DADV fives and sixes are compared using two-dimensional pic-
tures as the stimuli (Baikie, 1969).

hiidrer who had received visual discrimination training scored

highe # 15 their control groups on the Lee~Clark Reading Readiness Test
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and the Letter-Form~Training Cri erion Test (Wheelock and Silvaroli.
1967). Ir. a Head Start group ~ % ual Motor Association was the m st
improved ability during the preschool year as measured by the ITPA ari
strength in this area was maintained in first gréde (Cawley, Burrow, and
Goodstein, 1968; Hillery, Lindgren, and Remstad, 1969). A control

group d:i % exceed the experimental group on Visual Decoding items of

the ITP- after a two=year ﬁrogrmn (McConnel, 1969), HSES and LSES
children do not differ on the Auditory-Vocal .Association and Auditor;

Decoding subtests of the ITPA (Howard, Hoops, and McKinnon, 1970),

General cognitive,=-=Dream interview data collected from Head Start

and Indian chilﬁren is consistent with previous findings that fives

ana sixes express modified realism concerning dreams. There is confusion
about external and internal natures of a dream (Shipman, 1967). Three

of five DADV fives solved a problem involving a tilted balancez board.
During a five-week period two DADV children were just beginning to

learn fundamental motions such as "If this end of the board is down,

it is not up." It took seven weeks to teach them to say "or.'" Only

one passed the conservation task using level of water in jars (Englemann,
1967).

On object soriing tasks, Indian scores are similar to those of
LLSES Negroes, but the Indian children score particularly low on
verbal measures (Shipman, 1967).

On Piagetian tasks, 31 percent of eighty Appalachaian subjects ages
five and one~half to six and one-half passed one of the conservation
tasks. Seventy-five percent failed both tasks requiring distinctions
between identity and equivalence while 13.75 percent passed both tasks

and 11.25 percent passed identity. No child failed equivalence and passed
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identity, Fifty percent passed the undimensional seriation and
serial correspondemce‘tasks° There i; a marked age progression for
males on multiple seriation and mulz »ls classification. Children
who passed one comn:=zzvation task cerisd to scere high on multiple
classification a=¢ multiple seriation as compared to nonconiserving
subjects (Hooper arZ Marshall;—196€&).

Twenty-nine of thirty-one Heaé¢ Start fives cannot handle rhe terms
"more," "same,'" and "less,'" Afte- racsiving training seven of seven
Head Start children demonstrate maszi=ry of conservation on posttest.
None of the nine nonconservers wh. wa2re not trained change their
performance in any way. Two of three transitional conservers achieved
full conservation (Blum, 1967).

Twelve of twenty=-four subjects ages five years four months to six
yvears four months who received training show some evidence of conserva-
tion on the posttest, Six of the children demonstrate it on juice,
eight on sand, and nine on clay, although clay does not share with the
training substance (juice) the property of being pourable, Of the
38 "same'" responses, 3.2 were accompanied by adequate explanation. The
stability of the experimentally induced concept measured by the child's
reaction when faced with an apparent contradiction of the conservation
principle appears similar to the stability evidenced by the conservation
group who had the concept before the experiment started, based on the
performance‘of five experimental subjects who demonstrated conservation
at a level similar to that of the conservation group (Brison, 1967).

More MSES children are found to be conservers than LSES children
(Baker and Sullivan, 1970). LSES children make more inconsistent noncon-=
serving responses compared to MSES children. LSES children®s conserva-

tion responses iucrease with age (Rothenberg, 1969).
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Disadvantaged Angic =t = :2, mixed ages
Concepts.~-In & == - zoice probability learning code for each SES
group, higher probatb-_l. :» znd lower magnitudes are preferred to lower

probabilities and higz:. nzgnitudes (Silverman and Shapiro, 1970),

visadvantaped Negro ck. .:r.:m, mixed ages

Ability, specific. -~.1 Negro DADV children in the study score wuch
lower on the MRRT after :weir first month of schoel than the norms. The

group that had attendei 2 Preschool Readiness Center Program scores
higher than a summer Head Start group and two control groups with no
preschool experience anc == high as a MSES group with no preschool.

On the MAT at the end of Zirst grade the Preschool Readiness group scores

lower than the MSES group and is the same as all other groups (Bittner, 1968).

Concepts.~~Fours anc Zives in Head Start display rates of naming
colors which are considerzbly lower than rates of naming number and
size attributes. For z third of the children, use of a color adjective
had never been recorded during five months of school., During a 50-day
period wheﬁ positive rezaforcement was given through teacher praise
for correct use of coler adjectives, the group's average for use of
all color adjectives increased from 6.5 to 1.8 per sample hour., Use
of color nouns increased from 0.2 to 0.4 per sample hour. During the
nineteen days in whiclh -ccess to snack and materials was contingent

-5 ase of a color .nd nc 1 combination, the use of all color adjectives
rose to 18.6 per sample bour, In contrast, the use of number size

adjectives showed littlz c¢i nge from the preceding period. DI.ring the

fourt> period when all comringencies were removed, the overall rate of
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using all color adjectives decreased to 12,7 per sample hour with
58 pergent of color adjectives followed by the object referred to
(Hart and Risley, 196é).

Fours and fives make consistently more errors when identifying
letters from highly confusable alternatives than numbers., For each
letter of the alphabet, the letter most frequently confused with it
is the one with the smallest percentage of disztinctive features except

for the letters q and u (Redaliz, 1969),

Intelligence.~=-Groups below average in IQ range make a significant

change between pretest and posttest. The average group ghows no change

while the above average group scores lower on posttest (Bittner, 1968).

Language.-~LSES Negro children's performance on speech imitation
and comprehension tasks is inferior to 4Anglo MSES children's performance.

Data on the Negro LSES's suggests that whether comprehension occurs or

B ¥ o W C I T N S

not, the imitation response will tend to conform to the dialect which
is familiar to the child even when the test sentence is not encoded i
in that dialect (Osser, Wang, and Zaid, 1969),

Four and five-year-old Negro 1oys made gains more than age-norm
expectancy in 24 cases yhile girls made gains in 18 cases on the ITPA.
There is a general risé in rotal scores for all three expefimental groups,.

Largest gains are found on the Motor Encoding subtest and the Visual-

Motor Association subtesgt (Anastasiow, Stedman, and Spaulding, no date).,
There is considerable within-sample vafiability on the ITPA,

With the exception of Auditory-Vocal Sequencing and Auditory Decoding,

the study sample mean scores are lower than national sample. Some

LSES children score at or above their CA on some subtests from six

months to three years (8igel and Perry, 1968).

i |
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Disadvantaged children with unidentified or mixed ethmnic background,
mixed ages

Ability, specific.=~Hzad Start children show irregular growth trends

in counting ability with a median of eight numbers., Girls are sble to
count higher than boys with this trend reversed with MSES children
(Pollio and Whitacre, 1970). After a six-week Head Start program,
Mexican American children show less progress than Anglo children on
reading and arithmetic readiness. The Mexican Americans are at a pre-

reading stage (Johnszon, 1965).

Concepts.~-Item recognition improves with age (Ixrvin, 1967).
LSES children improve in discrimination performance to a greater
extent than HSES children as a result of familiarization with test
items (Covington, 1967)., LSES children who prefer color learn to
discriminate stimulus objects slowly and make nonreversal respomnses
regardless of the attribute upon which they were trained; form prefer-
ring childrer show the opposite behaviors (Trabassc, Stave, and Eich-
berg, 1969). HSES children learn faster and make more correct responses
tnan LSES children on discrimination tasks (Spence and Dunton, 1967).
Material involvement in a program with older siblings has a definite

effect on Younger siblings' concept attaimment (Gilmer, 1969).

Creative processese=-In a pretreatment study of Israeli children

on which an intervention program was based, the following characteristics
of DADV children's play was found: most DADV children are at the stage
of manipulation or using miniature replicas as "'props'" but almost none
are above this stage, icees, using undefined play 6bjects, substituting

verbal description for objects; verbalization serves the function
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of play only and is not imaginative or make~-believe, Also, DADV children
are "act—-and-object-minded"; the function and behavior of the leader is
one in which the DADV ¢hild takes on the role of authority; DADV chil~
dren laugh at each other when handling problems or tensions; criticism
is directly personal; DADV children are openly aggressive; and their
spontaneous play takes Place only within the classroom and in corners
equipped for play. Before treatment about 69 percent of the children
in all four treatment groups did not engage in any form of dramatic
play, about 20 percent engaged in dramatic play, and dnly about 10
percent engaged in sociodramatic play. Older children played better
than younger children. Improvement in each of the basic factors of
socicdramatic play in order of gain ocecurred as follows: imitative
roie play, make~believe in regard to objects, make-believe in regard

to action and situation, persistence, interaction, verbal communica=
tion (Smilansky, 1968). There is no relationship between IQ and play

(Clos and Serafica, 1967; Smilansky, 1968).

Intelligence.-=IQ scores derived from the S=B .for Appalachian

children exceed IQ scores derived from the PPVIe PPVT scores are below

the national norms while S~B scores are within the national norms

(Hooper and Marshall, 1968), In another program pretest scores omn tﬁe
PPVT were 91 for Anglos and 55 for Mexican Americans. On the Draw-A-FPerson
both groups gained 17 to 22 points on the posttest (Johnson, 1963)., Thirty
two of thirty-~five children regarded as mentally retarded show some
incremeni: in IQ after an experimental program (Kugel and Parsons, 1967).

As measured by the PPVT, Mexican American children's mean gain (8.16)

is greater than Negro children's gain (7.80), whese gain is greater than
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that of Anglos (2.6) (Preschool Program, 1969),

Ir a Montessori program very bright children do not show as
marked a contrast with average children as the average do with the
dull (Levy and Bartelme, 1966)., Draw~A-Person is less affectéd than
PPVT by factors assocciated with ethnic groups (Datta, 1967). Initial
PPVT means of the Diagnostically Based Curriculum were lower then the
means of the Perry Preschool Project. At the end of one year of the
experimental program, their mean was 95,5 compared to the Perry Preschool
Project mean of 74,7 after one year of preschool and 84.6 after two
years of preschool (Hodges and Spicker, 1967).

In normal size classrooms with regular teachers, Israeli children
ages five and six make a mean IQ gain from 90.6 to 109.7; the mean gain
in groups ages four to five and four to six is 97.6 to 110,1, Children
with the lowest initial IQ scores make the gréatest gains (Smilansky

and Smilansky, 1965),

Language.=--Inprovement in spontaneous play results in an improve-
ment in verbalization during play, reflected not so mich in quantity
as in qualicy in terms of more play=-related comverssation, broader range
>f wocabulary and longer sentences {Smilansky, 1968), There is con-
siderable variation within study samples as measured by the ITPA, Some
LSES children score at or above their CA on some subtests from six
months to three years., On Visual Decoding the score range is from 0 to
70 (Sigel and Perry, 1968), Children in the DADV groups have lower
language ages than ADV children on the following subtestsy Auditory
Decoding, Visual Decoding, Auditory-Vo<al Association, Vocal Encoding,
Metor Encoding, Auditory Vocal Automatic, Auditory-~Vocal Sequencing,

and Visual-Motor Sequencing., Only Visual Motor Association was not
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affected by LSES. The DADV group use fewer words per utterance than
their comparison group, The DADV were thirteen and one-half months
below the performance‘of the ADV (Gerber and Hertel, 1969).

There is a marked positive relationship between the ﬁumber of
communication units used by each child and his scores on both forms'
of the PPVT. .There is alsoc a positive relationship between the number
of communication units and scores for naming the didactic materials
(Wolman, Ferol, and Prescott, 1969). DADV children perform at a lower
level than ADV children on tasks requiring the éompletion of a text
describing stimulus picturess The task using meaningful words 1is easierx
than the task using nonsense words (Gi:bink, Neville, and Davidson,
1970). Spanish surname children in experimental groups using oral
English language lessons do better than control groups (Hagen and
Hallahan, 1968).

Greatest gains for children in a summer Head Start program are on
the Language Skills Factor, Head Start children are rated higher by
their teachers than nen-Head Start on speech production, naming,
anditory discrimination, language structure and listening comprehensions
At the end of one year of formal schooling, children judged to be from
a LSES background irrespective of preschool experience are rated to be
poorar on oral expression than are children of MSES backgrOund (Chorost
and Others, 1967).

Before attendance in a program for Negro and Anglc children,
threes through fives had small vocsbulariee, and communication was fre-
quently affected by means other than the use of language, Children
frequently repeated.verbal directions but had di€ficulty in translating
them into action until tiie words were accompanied by a physic&l demon~

stration., After the program there was a substantial improvement in

O
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language, although it was still deviant in some respects, i.e.,, small
vocabulary and ungrammatical sentences (Malone and Others, 1967).
Head Stert children show gains on Vocal Encoding and Auditory-Vocal

Automatic subtests of the ITPA (Byrne, 1967).

Perceptual processes.=~-Children in a Montessori program are better
on most perceptual tasks and faster at completing them than children

in other comparison groups (Berger, 1969),
General cognitivee~=Children up to the age of seven or eight over-

or under-differentiate the right-left concept (Elkind, 1961).

Anglo children of undesignated or mixed scocioeconomic background, under
five years of age

Attentional processes.~=~Active attendiing of under fives 18 increased

by stimulus intensity (chromatic ~siar) and decreased by decreased
stimulus intensity (achromatic colo:j. Stimuli vaxrying in contour
also make differences in the orienting response depending on the

asgociational value of the stimuli (Dodd and Lewis, 1969),

Concepts.~~There are no differences between deaf and hearing under
fives on a couceptual cross-modal transfer involving discrimination
between '"something'" and "nothing.'" Age is positively correlated with
the number of trials required to reach criterion on the '"nothing"
problem, Deaf children perform better than hearing children in problems
presentec tactually (Blank and Bridger, 1966). Blind nursery school
c¢hildren make mistakes which show that they have difficulty distinguish-
{ng between reality and fantasy., Thay are going through a learning
pnase which is largely preverbal in sighted children, who begin to

understand their world through single experiences with common objects
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but who quickly further experiences thirougl wvision.. Fox blind children

it is the situations in which they have been most active that wre

=

recalled, The cral stage is prolonged; they mouth objects in onider
to recognize them and they also understand cextaim shapes by reference
to their own bodias, The absence of visual cues to objJects in che
external world appears to make the child's representation of them un-
certain (Wills, 1965),

On tasts of color matching, matching black letters and black words
has been found to be at least three times as difficult as the same
task in color (Jones, 1965), 1In a shape and size learmning task, no
difference was obtained between abzolute and relative shape learning.
Children did not show preference for the *more" or "less" rectangular
shapes, In contrast, the size studies showed differential preferemnce
for smzller stimuli. Fours learned the rectangular shape more easily
than twos wWith no interaction between age and type of problem (Rane

and Berman, 1968),

Creative processgses,~=Two types of divergent thinking ability from
the Guilford Tests, ftdeatiomal fluency and originality, are related to
mothers' education. These two types of ability are aisq highly cor-
related with area of residencee. Both factors were higher for the westernm
than the midwestern samgle, Correlation of the divergent abilities

with age is almost zero (Stott, 1968).

Intelligence.=~Anglo under fives make highexr scores on .he PrVT

than Mexican American and Afro-Americans, but there are no differences
between the scores of Mexican American and Afro-American children (Ed-

wards and Stern, no date).
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The intelligence of Anglo under fives is affected by a number of
factors including prematurity, physical stature of parents, and
physical condition immediately after birth. Among Anglo under fives,
the relative positicn of prematures is less favorable than full=term
infants. At three to five the proportion of prematures classified in
the low-average or above categories on the S-B is 84 percent as com=~
parad with 94 percent for the full-termn. The majority of prematuﬁeﬂ
£all within the normal range and their distribution of intelligence

ratings closaly swproximates that found for those born at term, although

P

t is somewhat on the lower side (Harper, Fischer, and Rider, 1959).

The children of large-chested parents have higher IQ scores on the

S-R at two, three, and three and cne-half years of age. These IQ

differences in the preschool children of large~chested parents and

smalle-chested parents decrease with age and by age ten are negligible

(Kagan and Garn, 1963)., Scores evaluating aspects of physical conditions

at one and five minutes after bilrth aré significantly correlated

with scores evaluating intelligence (S-B), conceptual abilities, and

fine and gross motor coordination at four years of age, Magnitude

of the correlation is higher for fine and gross motor coordination

than for intelligence and conceptual abilities (Edwards, 1968).
Intelligence doas not appear to be affected by birth size or

elective induced labor. At age four, undersized term infants who had

birth differences in weight, lzangth and head circumference do not have

statistically different 1IQ's on the S=B from larger infancs of comparable

gestational age despite the fact that a much smaller number of these

mothers had completed twelve years of school as compared to the mothers

of the larger infants (Babson and Kangas, 1969),
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A higher median IQ on the S-g was noted among fours deliveved through
short <ciective induced labor than among #he normal-labor controlg
(Niswander, Turoff, aéd Romans, 1966),

In anthropometric measures, institutionalized mental defectives
from three to five years of age have normal mesn stem height values
but mean weight is below normal at all IQ levels and diagnoses, Mean
head circumference and chest circumference measures are within normal
limits for all IQ levels and diagnoses (Mosier, Grossman, and Dingman,
1965). Psychologlcal appraisal of fours with cerebral defects indicates

that there is never a ready made solution to the difficulties that

arise for children with handilcaps (Taylor, 1%59),

Language.--On three subtests of the Preschool Language Battery,
Anglo and Mexican American under fives score higher than Afro=-
Americans and on sequencing the differences between the Anglo and Afro-~
Americans are in favor of the Anglos, with even greater differences
between the Mexican Americans and the Anglos. Children enrolled in the
school which employed +teachers with the most experierice tended to score
higher than the children in the other schools (Edwards and Stern, no date).
The main purpose of communilcation of deaf under fives with their
mothers is to inform them about things or evernts in their environmente.
Non-oral modes such as gesture, demonstration, and combined speeck
and gesture are the modes primarily used by the chkildren. The
mothers' main purpose of communication 1s to direct the activities of
their children. To do this the mothers wuse the oral mode most often,
but also rely hcavily on non-oral modes. Mothers are not able to describe
accurately the communication according to mode characteristics, but

they do have an accurate perception of the purpuse of this communication

O
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(Collins, 1969), When testeu for the comprehension of '"more" or '"less,"
the great majority of under fives give no indication that they are able to
differentiate bétween the two. The children show a marked tendency

to make the same response irrespective of which of the two word- .=

used in the instruction (Donaldson and Balfour, 19685,

Memory.~-Wher: threes and fours are asked to identify two objects,
one that was seen and handled and omne that was seen, from a collection
of Ffour objects two days later, they remembered the two objects equally

well (Weiner and Goodunowg 1970),

Mediational processes.--~In a modified reversal-non-reversal shift

task involving responses to gize and brigh:ness, 37.5 percent of threes
mediated and 50 percent of fours mediated. The percentage of children
showing non-reversal shifts did not change with increasing age up to
ten years while the percentage of children showing inconsistent
responding decreased from about 4C percent at age four to about 10
- percent at age ten. Mediators learn the task faster than inconsistent
responders (Kerdler, Kendler, and Leonard, 1962). In a similar reversal-
non-reversal shift experiment both ¢ontrol and non-reversal groups
showed positive transfer while the reversal groups showed negative trans-
fer. WNo significant effect is due to verbalization (Kendler, Kendler,
and Welis, 1960),

In an identification and assessment of thixaking abilities of young
children using test items from the Merrill-Palmer and the test by Gujl=-
ford, two kinds of convergent thinking-~-~*"ability to organize spatial
systems'" and ''speediness in spatial modeling"--and a cognitive factor--
"general reasoning'--were identified. General reasoning 18 most related

to mother's education. Speediness in spatial modeling is also related to
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mother's education., &rea of residerce is highly correlated with ability
to organize spatial systems with this relationship higher for the we: :ern
than for the midwesterm samr’ ., Tus two ccuvergently preduced abilities
are correlated with age. The *Q" analyses give some substantial evidence

that ability patterns cf children can be classified by types (3tott, 1968).

Perceptual processes.~-Under fives prefer to deal with flat copy

in terms of shape as opposed to contour. This preference gradually
declines with increasing age until about ten yeare, when shape again
becomes preferred (Nelson and Bartley, 1962). At every age between two
and ten, children can repeat a longer sequence of numbers than of nonsense
syllables with the exception of age three, The appreciation of form,
shape and size from age three to four is clearly a testing artifact.

Very few threes canm understand the directions of the testse. While threes
gnd fours can motorically match similaritiaes, they do not grasp the
concept of same or different verbally. The rate of perceptual growth

1s inversely related to age. Between three and four, 40 percent of
perceptual growth has occurred (Martin and Others, 1969). At age four

the identity of an object is not fully separated from the child's c.m
experiences. This lack of differentiation precludes an active discrimina~
tory matching power. The four can only see one undifferentiated thing

at a time and he does not make related hypot™eses (Potter, 1966), In
pattern recognition, coaching c¢an help the child respond by correctly
producing a pattern, seemingly through the intervention of language.

If a three year old can be led to say, "These are at the bottom" in
describing a model on a board, he can move to the bottom of the board

without error. He can then handle parts of the model that are easily

.":hw' jl&%}.
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c.coded in terms <. "rouf or “hottom'" ox '"this side,'" even if the model
is placed at some di:.=znce from the lightboard,. Tt seems that the child
must learn some way - abstracting a model of a thing from the real thing.
Diagrams and even p.-Tures require practice before they can be used as
substitutes for the Yreal thinge.'" The component skills of mapping,
locating, and utilizing information change with the growth of the child's
powers of representation, producing conjointly a shift from search,
through pattern matching, to information selection., Threes show search
strategyo. The search of any particular child can be shown to be non-
random, an orderly search for bulbs that will light; but the search is
conducted quite independently of the diagrams mounted in front of the
childe. The plan for gathering information does not emerge fiom the
models presented the childe. The older the child the less likely he is

to use this primitive strategy (Olson, 1966) o

General cognitive,~--Anglo threes of mixed SES make conserving
responses for rows of M'and M candies when either the usual Plaget
question is asked or when they are asked to pick the row that they would
rather eat, no matter which question ig asked first, For fours, howaver,
if the qsual Piaget informational question is asked first, conserving
responses are low, but 1f they are first asked which row they would
rather eat and then asked which row "has more,'" they perform as well as
the threes. Their responses to the "eat’ question are easentially ~he
same in either oxrder. This suggests that the fours are acquiring an
increasingly complex meaning for "more" than they had as threes and
that this confuses them by complicating the question, but that the
veat" quest_.on first specifies the sense of "more" in question and

they then proceed to make the judgment on that basis for the information
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question which follows it. The study distinguishes conserving responses
from consgervation proper (Ayabe, Gotts, and Hardy, L968).

Although the theuvry of conservation suggests that it is not possible
for children to attain comnservation across illusory transformations
because there are no changes in the opposite direction, it has been
found that children have no more difficulty sttaining conservation across
an illusory transformation than they encounter in attaining conservation
across a transformation. The explanation is believed to be that identity
conservation and eﬁuivalence consexvation are mediated by different
processes (Elkind, 1966)., Fours are able to discriminate among propor=-
tions differing by .20 but not ,10. Mode of presentation has no effect
on accuracy. Corrélations betweer age and accuracy indicate that
80 percent and 90 percent problems present the best test of the child's
ability (Widom and Ginsberg, 1968). Children respond to their teacher's
attempts to elicit comments from them, In an experiment in which two
teaching styles, elaborative versus non-elaborative, were observed,
under fives in the elaborative group came up with more alternative

solutions to the tasks preserted. There was a significant interaction
between the group and kind of statement, group and instigation as well

as a three-way interaction between group, kind of staement, and instiga-
tions A large number of teacher elicited elaborations characterized the
elaborative group while the number of spontaneous elaborations for the
two groups was the same. The non-elaborative group gave a greater
number of total directive statements, The teachers of this group gave
many more directive statements, The greatast diffurences in performance
were in two verbal tasks, the Similarities Task and the story teiling

task, with the elaborative group making gains on the Similarities Task
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and the non-elaborative group showing a decrease on the story telling

task (Smothergill and Others, 1969) .

Negro children of undesignated or mixed sociogconomic backgrounds,
under five years of age

Intelligence.-=As measured by the revised S-B and the Gesell
Developmental Scales and physical examinalions, the smaller the baby
is at birth the less likely he is to maintain the status of normal
or to improve if not mnormal. For non-white premature infants the
proportion classified as low~-average or above was 93 percent at forty
weeks and for full-term it was 97 percent, At three to five years these
propor tions were 68 percent and 79 percent, a difference of 11 percent.
The great majority of those born prematurely fall within the normal range
of intelligence, with the distribution closely approximating those born
at term, although somewhat on the lower side (Harper, Fischer, end
Rider, 1959).

Test results on the S-=B are influenced by examiner differences;
Testers seem to form clusters of "high testers,'" "low testers," and
"middle testers.'! Testers elicited higher means from children not of
their own sex (Cieutat, 1965).

Negro under fivec makéyiower scores on the PPVT _nan Anglo under
fives but there are no differences between scores of Negro under fives

and Mexican under fives (Edwards and Stéern, no date),

Language.~=-0On three subtests of the Prerchool Langusge Inventory
Negro under fives make lower scores than either Mexican Amerxican or
Anglo children. Negro children ecore higher than Mexican American

children on sequencing but make lower scores than the Anglo children
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(Edwards and Stern, no date),

Children of undesignated or mixed socioeconomic backgrounds, under
five years of age, mixed ethnic background

Concepts.~-Under fives respond to color=-form stimuli initisally with
more conventional or adequately descriptive names for fcrm than for
color with the frequency of form names increasing with age and frequency
of colov names decreasing slightly, With few exceptions, under fives
respond by form or color and not by both. After training to name
stimuli by both color and form, the children used both names more often
than untrained children. Training also increased use of color names
more than that of form names (Gross, 1964), A positive relationship
exists beétween color naming, matching, and recognition even under
incorrect conditions. The correlation is stronger between naming and
matching than between naming and recognition (Dale, 19693,

Learninz of oddity discrimination involving discrimination on the
basis of size, form, and brightness occurs as a result of practice but
is not affected by relevant redundant information or verbal or non-vérbal
reinforcement (Croll, 1970), Significant negative transfer effects in
discrimination learaing occur in fours when they afe given an object
discrimination task, which they can solve with ease, after an oddity
problem which is difficult for them (Hill, 1965). Under fives make
fewer correct responses in oddity problem lea:ming than kindergarteners
(Gollin and Shirk, 1966),

Discrimination Iesrning is affect~d by a number of factors. Fours
given "all cues" learn to discriminate stereometric objects more rapidly

than fours given wisual cues, but planometric and pattern discrimination

B
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are learned equally rapidly by groups givem "all cues" and visual

cues, Fours perform sabove chance level only when trained in stereo-~
metric objects (Falk, 1968). Nursery school children trained under
irreievant orientation conditions make more rotation and reversal

errors than those trained under relevant orientation conditions.

They also make more line to curve errors (Caldwell and Hall, 1970).

In original learning there are iio differences in the discrimination of
size and brightness under conditiomns of verbalization and non-verbaiiza=~
tion, but during transfer learning verbalization facilitates performance
on: the brightness dimension (Wolff, 1969). For fours, in another study,
relevant verbalization shows a positive influence in discrimination
learning. Irrelevant ver_.alization interferes with their performanrce.
Under conditions of no verbalization fours learn reversals more slowly
than older children (Kendler and Kendler, 1961), Variations in the
discrimination problems introduce certain perceptual difficulties which
interfere with initial oxr subsequent discriminations in children.
Children make more errors when cards which contain training designs are
striated rather than black in both the first and reversal tasks. When
these background factors are corrected, four and cne~half to five

year olds take less time to reverse than three and one-half to four

year olds (Gollin and Liss, 1962). They may attend to the various

sliapes of stimuli to the exclusion of black and white color when only

the brightness dimension is relevant (Bernheim, 1967). Individual experi~
mental analysis of discrimination perfoermance is feasible with young chil-
dren since a clear baseline performance level can be established. However,
the pattern of discriminatlve performance differs from one child to
another (Bijou, 1961). Developmental status is alsc a factor affecting

discrimination learning along with training test arrangements (Gollin,
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19665 Bermheim; 1967), Ability to make a conceptual shift a1 =L*ifity
to correctly label overt respomses increases with age. Speed of learn-
ing 18 a factor which operates at the four yrar level (Kastner, 1969),
Fours can match letter like forms correctly but make a high number of
perspective rotation and reversal erxrrors. Errors of changes cf line
to curve are also relativaely great at four, Maximum confusion occurs
for the younger child regurding rctation-reversal, naxt line to curve,
next perspective and topological errors. Overall errors decrease with
age (Gibson and Cthers, 1962), In three and one-half to four year olds
glven overtralining on a visual discrimination task, the greater the
overtraining the greater the negative transfer to the reversal task,
With children four and one-~half to five overtraining improves reversal
learning. Delay between acquisition and reversal for the three and
one-half to four group reduces the negative transfer but does not facilitate
conditional discrimination (Gollin, 1964). Both visual and tactile
digsrimination learning problems are easier to solve when the relevant
dimension is form rather than texture during training; however, no
differences occurred later on the test problem according to modality of
training (Blank and Klig, 1970)., Non=reward conditions are more effective
than merely rewarding correct responses in discrimination learning
training with retarded ch.ldren with MA's between twso and one~half

and four years (Riese and Lobb, 1967),

Number concepts of fours include such number names as 18, 19, 28,
and 4C. Thirteen of fourteen fours can name all of their numbers in
serial order but may skip many numbers, Nine is the largest number name
used bty three year olds. Only one of fourteem four year olds can count
backward, but more than one-half of fours can tell what number comes

after a given number and only two of fourteen can tell the number before
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a glven number, Two of fourteen threes and ten of fourteen fours can
count sili pennies. Ten of fourteen fours and no threes can count
representations of objects. Twenty=-eight percent of threes and

42 percent of fours can find three, four, or five objects from a group

of twelve car.lles. Seventy percent of the threes and 92 percent of the
fours can tell when there are enough straws for cups. Only 14 percent
of the threes could understand the term '"most,' but at four the percentage
rises tc 92 (McDowell, 1962), At three and one-half, children can
understand the concept of "more than'" when the initial task is learned
under conditions which are simple and when the number of objects in

each set presented in palrs to the child is no more ~han three. 4lso,
when the child's attention has been directed to the number dimension,

in the simple situation, he seems to have very little difficulty trans-
ferring to the more complex stimuli (Giusberg, 1969)., Nonverbal training
procedures are not effactive in teachiwy wathemcitical concepts "fat"

and "skinny" (Greenfield, 1968), On a relational learning task n6 children
could verbalize the difference '"bigger than" at the beginning of the
experiment., After tramnsposition training on a douBle discrimination
task, under fives transposed no matter how far removed the transposition
was on the size dimension (Johnson and Zava, 1960), Transposition from
large and small size objects to intermedlate size objects is learned
easier by older fours than by younger fours and threes. Sex, condition,
age, and IQ are all signiiicant in the abllity to transpose successfully
{Caron, 1966). On a matrix classification task involving placement of
name tags by color and sex, there is a significant relationship between
age and accuracy. Scattergrem plotting of color and sex sccres shows a
rise in correct color placement at fifty-two months for girls and fifty-

six months for boys. Correct sex placement rises with age but much more
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slowly (Fisher and Others, 1969).

Clustering responses utilizing words from four conceptual categories
(fruit, toys, clothing and utensils) increase over trials and over age
levels between two and five, Serial orduring does not appear until at
least age four (Rossi and Rossi, 1965). . Threes are less willing than
fours to give up an operating rule or regpouse tendency in a two-choice
guessing problem once it has been established, The relative tendency to
alter a response is very prominent emong the fours when thz; commit a
mistake, Younger children just repeat the wrong choice (Kessen and
Kessen, 1961). Fours are capsble of fairly accurate proportion esti=
mates on two-category problems but maka uiich poorer estimates on threg~
category problems (Widom and Ginsburg, 1967).

In a structured experimental program designed to teach the concept
of one-to-oné correspondence, gains were significant in favor of the
children in the structured program. Scores of the younger children
were lower than those of the clder children. Eveﬁ “hough the children
improved performance in one=to-one matching, they did not pass tests to

give evidence of attaimment of conservation (Deal, no date).

Creative processes.=-Drawings of under fives are influenced by
the kind of atmosphere establisher by the adult in the classroom.
Drawings of children from classrooms ﬁhat rank high in supportivr.
discipline rated higher on the Goodenough Scale and when evaluate i
qualitatively (Reichenberg-Hackett, 1964), Drawings of fours are
slso influenced by observation of an adult model drawing a stylized
house., Some of the details of the model's drawing which influenced the

children were size;, shape, and details. The children's houses became
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larger, more horizontal and had chimneys and windows.lmThe children
were not much affected by roof line, door, and smoke (Urbana and Pease,
1960-61),

Verbal and ncon=verbal divergent thinking abilities as measured
by tne Minnesota Test of Creative Thinking are not different among chil-
dren who have had a language enrichment supplement to a regular nursery
school program and children who experienced a regular nursery school
program only (Paton, 1966), In a study of continulty of growth under a
logicai=structured approach to educational stimulation, children who
entered the program at four showed continuity of creative growch in most
respects at the end of second grade, Two discontinuities were found,

figural originality and elaboration (Torrance and Philips, 1969).

Intelligence.,--The onset of parent-child resemblance in intelligence

as measured by the California Pfeschool Scales 1s apparent between the
IQ*s of mothers and daughters at age three and between the IQ's of
mothers and sons at age five, Father~-daughter and father-son resemblances
follow the same pattern (Honzik, 1963),

In a comparative study of fours in five different programs {(ameliora-
tive, direct-verbal, Montessori, community-integfated, and traditional),
at the end of the first year the ameliorative and direct-verbal
groups were superior toe the community~integrated and Montessori with
the traditional in betweem, On initial IQ scores one-third of each
class was at 100 or above. On the second test 92 percent in the ameliora-
tive and 74 percent in the direct-verbal fell in thig stratum, while only
31 tb 54 percent in the other programs did. All five groups demonstrated
initial deficiencies on three s: btests of the ITPA: Vocal Encoding,

Auditory-Vocal Automatic. and Auditory-Vocal Association. Ameliorative,

190



187

traditional, and direct=verbal 8roups made eight to twelve monthe

On Auditory~vVacal Association only direct=varbal and ameliorative wers
not deficient on fesgt two. There were no differences on reading readi-
ness. Ameliorative and direct-verbal were higher on number readiness
Karnes, Hodgins, and Teska, 1969),

Fours enrolled in a pProgram of personalized pProgramming consigte
ing of four exXperimental designs (motor class, auditory-language classg,
visual class and cognitive class) showed gains in more skill development
area than the control group. Girls seemed to benefit more from attend-
ing either the experimental Prekindergarten Program or a good nursery
school (Coffman and Dunlap, 1967), Nursery school children enroilled
in Learning to Learn programs matched with controls on the basis of 53,
Sprigle School Readineés Screening Test, Seguin Form Board and
Vocabulary Test of g-p and the ITPA made 8reater gains on the S-~B and
Vocal Epczoding subtest of the ITPA than the control group, ‘Differences
Were significant favoring the exXperimental group on all measures except
the S~B 1Q, the Auditory-Vocal Association subtesgt of the ITPA, the
Seguin Form Board and pilcture ratings. Differences in rre and post
ratings by parents and teachers measuring all intellectual devélopment
and emotiomnal development were significant for the experimental group
except psaient's inteliectual ratings. When comparing tche differential
effect of the Program o1 ihe culturally deprived and the lower middle

class children in this study, - was obvious that the lower middle class

children are shead at tie end of the Program, but they also started with
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higher pretest scores., The progres results in greater improvemernit for
the culturally deprived than for the lower middle class subjeacts, At
the end of the program the culturally deprived children are funciion=-
ing at a level much like that of the lower middle class children exposad
to a traditiomal pregram (Sprigle and Sprigle, mo date).

In an Autotelic Responsive program for threes with Spanish surnames,
differences were found on the PPVT between the sxperimental group and
the control group. Children from the ewxperimental group who entered
kindergarten were doing better cnan could be =zxpected of children of
their background in the judgment of thelr teachers (Mimnicht and

Others, 1966).,

Language.~~Using an instrument designad to assess language compre~-
hension without requiring language expression from the-child, it has
been found that all nouns in the test except half, fourth, and middle
are compprehended by 60 percent of threes. Some verbs (jump, run, and
eat) are understood at three, but others such as give are not under-
stood until four te six Years, Adverbs denoting position or direction
in space, up and down, are understood by sage three, whi’e adjectives
denoting the spatial relationship left and right are not understood
until the age of six, Three prepositions (on, under, and in) are under-
stood by three; the others (by, between, and in-front-ofj are understond
by fourvr,. Except for the contrast she/he and they, the grammatical
categories of gender and number fn pronouns is comprehended by 60
paercent of the childrenr by age four. Flural/singular contrasts marked
by collection c¢f noung is comprehended by five, althoﬁgh when the singular
is given as a stimulus word, 60 percent of the fours pass. Singular/

plural contra:ts of verbs, is and are, are not understood until six and
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one=half swwhen the plural is gilven as the stimulus, but when the singulavr
is given as the stimulus, the verbs are understood by 68 percent of
fours. A noun phrase with two adjective modifiers is comprehended at
three. Simple imperative sentences are understood at three; compound
inmperative at four to six, Mean language comprehension scores increase
wlith age with significant differences between the age groups from three
to four and one-~half (Carrow, 1968). The comprehension of F when F 1is
presented before Pr is more difficult than its comprehension when pre=-
sented after Pr. F, Pr, and Pa are comprehensible to threes; howavar,
F and Pa are comprehended when paired with each otLer but not when
paired with Pr (Herriot, 1969),

In the ability to recall previously heard sentences which match
previously seen pictures, there is an interaction of sentence type v th
age., Fours and fives, but not threes, understand active sentence
types better than at least one other kind of sentence type, Fours are
poorer on passive sentence types than on questions. Negative construc-
tion is the poorest of all sentence types in understanding. 11 produc-
tion, however, negative comnstruction is better than the question con-
gstruction for the three, fqur and five groups. In complexity, children
show increasing control over the sentence with a single sentence em-
bedded im it, At three the control over the sentence with one sentence
embedded in it does not differ from control of centered embedding and
double embedding. The single embedded sentence is always poorer in pro=
duction than the simple sentence., The F’ ;gest jump in pxoduction of the
simple sentence is from three to five years (Gaer, 1969).

Fours show a tremendously large increase over threes in the number

of times they use four transformations: negation, contractiom, auxiliary
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he,” and conjunciions This suggesis that fours expand séntences more
often than threes by using the auxiliary "be" and by generating compddnd"
sentences, Fours also increase in the use of question, "got," auxiliar&x
Yhave,'" and "so.," Three additlonal differences in favor of fours were
auxiliary '"have," possessive and reflective, In terms of linguistic
competency, first sentence rules seem to be those relating to phrase
structure and are learned by two io three years. The second stage in
learning the rules governing the generation of gentences seems to be
that of simple tramsformations (Brar+wion, 1968).

in the threes' lezsning of the control of grammar, imitation is
more coriect than compreh..sion and productilon, and comprehension is more
correct than productlen (Fraser, Bellugi, and Brown). Analysis of
records of spontaneous speech, conversation with an adult and conversa=
ticn with peers reveals that all structurges used by adults to generate
their sentences are found in the grammar of the three year old and are
used consistently. Structures which are in the process of being acqﬁired
at three are also in this process at the first grade level, The struc=
tures which are restricted to a child's grammer occur infrequently
Menyuk, 1¢7°1)., Language handicapped children can in a very brief
training period learn to produce the standard comparative form of
simple adjectives, There is no evidence of differential effectiveness
of a deductiwve or inductive instructional sequence on this learning
(Bryson and Stexn, 1969). Eight months of treatment resulted in sub-
stantial progress in a blind, language discowdared four year old in
learning, imitating and producing speech meaningfully and spontaneouslye.

Vocabulary and receptive language improved greatly (Wesseli, 1969).
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Memoxry.=-=-In a short~term memory experiment invelving a task in
which fours matched a cue card to ovne of a set of eight cards turned
upside down, the proportion of correct responses at a gilven position
is a decreasing function of ths number of items intervening between
presentation of the item and i test on recall., More incorrect responses
are committed for cards in pos .ons six, seven, and eight. In ease the
initial response 1s wrong; the second response is made very near the
first response (Atkinson, Hansen, and Bernbach, 1964). Threes who have
had training in tracing patterns remember the critical elements of
shape of the figures and draw back training aad criterion figures more
accurately than controls, On a post-posttest the experimental group
continued to achieve higher scores, indicating that they are able to
resist the process of forgetting (Kannegieter, 1970). Recall is related
to> CA, number of trials, and method of stimulus presemntation. Fours
tend to use concept reorganization or clustering more than serial order
recall. Serial ordering appears during the fourth year. By four and
one-half or five, there is mo difference in recall scores (Roasi and
Rossi, 1965; Rossi and Wittrock, 1967). Recall is also related to size
of stimulus, recency of the presentatica and organization of the stimuli.
Serial recognition memory processes in young childrem are similar to
those in adults. Retarded children do not perform in a manner different
from normals except in their ability to make use of the organization
of a 1list (Calfee, 1970). Fours maintain sequ .nces without perceptual

support (Pufall and Furth, 1966).

Mediational processes.--When fours trained on four geometyric forms
to match or not matci. threa different sample stimuli were given a probe

to evaluate the transfer effects of the training operation, they matched

O
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the probe sample after triining to match and they mismatched th# probe
sample after training to mismatch. The unreinforced imiéaiio;é Qere |
maintained only as long as other imitations are reinforced and attribqted
to transfer of training effects (Sharman, Saunders, and Brigham, 1970),
Training on a similar task facilitates conceptual transfer in fourd.
Children given prior similar experience in an unstructured situation
show transfer once they understand the task requirements {Clarke and
Cocper, 1967). Transitivity in under foure 1s also shown when highly
redundant stimuli are us:d (Campione and Others, 1968). ¥.ece choice
telection of stimuli may be mediated by the attribute of complexity.
Fours trained on a task of ﬁedium complexity seleci more complex stimuli
when provided with free choice (May, 1963).

Intersensory transfer can be demonstrated in young children and is
age dependent. Under fives trained on either of two lights were umable
to transfer to auditory signals, but when they received training on both
lights, they were able to make the transfer to auditory signals (Gardner
and Judisch, 1965), Threes cannot transfer from one mode to another
but foure and fives cane, In general vexry few of these children can
verbalize their success (Blank and Tridger, 1964), 1In a task consist-
ing of pailrs of pictures representing words that were not associated
leartnied by experimental groups in a three~stage chailning paradigm,
fours exhibit the effects of medliated facilitation by giving more
correct respenses to a third than controls, - Clear evidence of media-
tion was obtained (Boat and Cliftom, 1° Ability to perform a dif-
ferentiated behavioral sequence in vesponse to a single preliminary
verbal command increcszs yiih agees Betw~an the ages of three and cne-~

half and four and one~half 52 varcent ~f the responses are correct,
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As the child becomes clder, he is able to show more flexibility of

verbal over non~verbal learning (Beiswenger, 1968). Free word associla-
tions of threes and fours to stimulus nouns show the average child to
exhibit more primitive responses while the average adult produces

more responses of the logical type. The child's associations show

more personal, more sound determined orientations and unrelated responses.
In addition, children are unlikely to find themselves unable to produce

any association to a word (Wertheim and Geiwitz, 1966).

Perceptual processes.--Under fives make more color than form choices

to stimuli varying in amount of color and complexity of shape. There
are more color responses when the figures are of solid colors instead of
simple colored lines (Corah, 1966). Problems with both form and color
relevant are solved more readily than those in which one dimension is
relevant and the other constant (Hoffman, 1964).

Threes recognize figures presented in upright orilentation better
than those presented in the inverted orientation. Children from four
and one~-half uﬁ to five show better recognition for figures presented
in the inverted orientation. Between four and four and oiip=half,
children do not show a consistent effect of orientation, presumably
because this group is in & state of transition, This development repre-
sents a marked change for the process of form Perception, The focal
part is perceived by the threes and the top part by fives. The effect
of object orientation depends uron the nature of tne figure and the age
of the children {(Braine, 1965). Recognition of inverted photographs
improves with age. Only two out of fifty under fives identified the

inverted photograph 100 percent cf the time. Variabilicy is also great
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at these ages. The varietion is from 12 to 100 percent at three and 20
to 9V percent ;t four (Brooks and Goldstein, 1963),

An experimental group of threes given training. in tracing various
patterns drew back training figures and criterion figures more accurately
than a control group who worked puzzles and play games instead of having
specific tra.aing, leading to the conclusion that tacfile stimulation,
tactile tracing and manipulation are variables important to wvisual
perception (Kaunegieter, 1970), No sex differences are obsarved in
response time or errors in the cogritive style of threes, Roys!
errors are significantly correlated with response time but not
with IQ. Girls' errors .and response time are not correlated with each
other, but errors are related to IQ, High IQ girls make fewer errors
while no such relationship is evident for boys (Lewis: and Others, 1968),

At the end of five months training on the Edison Responsive En-
vironment under fives could type their ziames but no words., Results of
the posftest were no different from the pretest, ‘wo SES differences
were TFound (Steg, Mattleman, and Hanmill, 1968), ﬁontessori training
was superior to conventional training on the Cincinnati Autonomy Test
Battery. Montessori children also scored higher sn field independence
and task persistence, Because Montessori instructors found it difficult
to manage youngsters in the voungest age bracket, each teacher moderated
exXpectations for pupil industry, responsibility, and self-regulation in
the direction of more pérmissive policy. For these younger children the
control model was superior, Superior outcomes on the CATB were evident
for the Montessori group but were less apparent for tﬁe average and
above average perceptual achievers. In cegnitive abilities, no justi-

fication was found for expecting one training spproach to achieve better
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results tnan the other (Berger, 1970).

General cognitive.~~Various forms of questions used to elicit

information do not make a difference in children's scores on ability
to conserve, but each age group (four to seven) is different from
each other in their comservation responses, Further analysis wich type
of conservation tone and type of questions shows that for fours moOst
conservation responses are made to questions involving prediction,
then judgment, then explanation, Perceptual explanation decreases
with age while symbolic explanation increases. Irrelevant and unex=-
plained responses do not appear past age five (Pratoomraj and dohnsan,
1966).

Acquisition of the concept of probability is a develecpmental
pPhenomenon, At thrée years eleven months none of the children are
able to pass either the verbal or non-verbal task. - Non-verbal be-
havior of the threes is often consistent with the inference that he is
responding to even probabilities (Davis, 1965), Children between the
ages of two years éix months and three years two months correctly
discriminate the relative number of objects in two rows. Children be~
tween three years two months and four yzars six months indicate a
longer row to have more objects. Children after four years six months
again discriminate correctlys These results show the capacity for
cognitive operations exists earlier than previously acknowledged (Mehler
and Bever, 1967). Also, in an experiment in the conservation of number,
the results based on performance of three, four and five year olds failed
‘to confifm Piaget's concept of number perception {(Sallee and Gray, 1963),

In support of Pilaget's concept, tramsitivity of length has been shown to
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be a function of increasé’in age:. No fours showed transitivity of
length, although the percentage of children who can lacreases between
four end seven years {(Smedal:nd, 1963). Under fives guided through the
inquiry method to discover for themselves from their observaition and
discussion concepts concerning classification, reversibility and geria-
tion were able toc verballue their explanations in an articulate way
employing statement:s of reversibility at a level to be expected as a
result of theilr training. Children who did not have any training showed
little change in their explanatory level on the post=training test
situations (Roeper and Sigel, 1966). Sophistication of the response in
problem solving behavior increases with age. Differences are not signifi-
cant between three and four but are significant between four and five

~(Smith and Roth, 1960).

Anglo five-vear—-old children of undesignated or mixed socioeconomig
background

Ability, specific.--Reading skills show a clear progression during
first year instruction, with children moving from iaitislly zero-level
competence to writing words from their reader or finding particular
words with prompts by midevear to word attack skills and clear recog-
nitlon of word boundaries by late in the year (Reid, 1966)., Children
in a programmed approach te reading which emphasizes a carefully defined
developmental progression of skills make fewer errors and as s result
maintain a more constant level of motivation. Children receiving the
look=~and-say methnd mske more initial errwors, which apparently occasions
some avoidance behavior, although as error percentage declires, motiva-

tion consistently iacreases (McDowell, Nunn, and McCutcheon, 1969).
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Attentional processes.--Anglos aged five years four months to six
years eleven months were given consistent or inconsistent motor Pre-
training of attention for discriminating B and D. During pretraining
the inconsistently trained subjects make fewer correct responses than
either the consistent group or a control group. Om a transfer task
both trained groups obtain fewer errors tﬁan do controls, and the con-
sistently trained also exceed controls in number correct (Hendrickson
and Muehl, 1962), Incomnsistent tfaining may thus be confusing but pro-
duce a satisfactory transfer to a narrowly defined criterion pexrformance,

although consistently managed attentional training is uniformly superior,

Concepts.~~Children were interviewed three times in the course of
their first school year to examine their concept of reading. They were
in a first-year program of reading. A clear progression of concept
development could be documented, with “he childrem moving from no informa-
tion or misinformation initially to a clear conception be ve yvearis
end of some of the basics of written language (Reid, 196¢ Anglo
kindergarteners make greater absolute gains than Negroes it lesser
relative gains in number concepts when both groups are ¢ .pared to
their respective controls (Baughman and Dahlstxom, 1968). Systematic
instruction in mathematics which utilizes planned number experiments
for fives i1s a significant factor in their development of number concepts
(Carlisle, 1969). Locally prepared criterion tests appear to be more
sensitive to the differences produced by such a program than do more
globally-oriented standardized rveadiness tests.

Anglo kindergarteners who experience z buzzer for correct answers

and a "wrong" for incorrect, or "right" for correct and a buzzer for in-
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correct during a pretraining phase, learn more rapidly on a new task
with either combination than does & contrecl group not experiencing
pretraining. The second pretraining group learns faster than the first.
Punished groups .!earn faster than rewarded groups (Offenbach and Meyer,
1964)., The buzzer, however, appears to be more effective as a negative
reinforcer and may explLain the greater effectiveness of punieglmeat in
terms of its greater discriminability under these signal conditions,
Kindergarteners who racelve discrimination training with lecter-
1ike forms do better than controls on a rransfe magh trat rearires
extension of a concapt. Best transfer occurs when dealing with un-~
familiar stimuli which vary in famiiiar ways (resulting in fewest comn-
fusion errors); next best transfer occurs when dealing with familiar
standards but new transformations (Pick, 1969)., This may be attributable

to the former case allowing more direct application of the concept to

the transfer problem.

Creative processes,--When an object is seen and handled by fives,
far more non-standard uses are given than when it is gsimply Seen. Bqth
methods of interacting with cbjects, however, result in the pfoduction
of equal numbers of standard uses {Goodnow, 1969). Anglos aré less

fluent on an "unusual uses" test than are Negroes (iscoe and Plerce-

Jones, 1964).

Lntelligence.--Negligible relations are present between IQ and
paired-assoclatz learning (Semler and Iscoe, 1963). Anglos Who attend
kindergarten show mean IQ increments over controls for both S-B and
Primary Mental Abilities tests (Baughman and Dahlstrom, 1968), Anglos

exceed Negroes on WISC full scale and verbal IQ (Iscoe and Pierce-
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Jones, 1964),

Language,--Kindergarten attendance has only a slight effect on
verbal comprehension of Anglos but gubstantial effect for Negroes.
Non-attendance results in Anglos doing relatively better than Negroes
(Baughman and Pahlstrom, 1968), These findings suggest that factors
outside of school more uniformly affect the language of Anglcs but

not Negroes,

fic. iational processes,=-Differing conditions of discrimination

training (i.e., conditions which emphasize similarity-dissimilarity of
words versus tracing versus matching) do not differently affect a read-
ing task, although similar words are more difficult to learn to read
than are dissimilar, the former resulting in more errors (Jensen and

King, 1970),

Memory.--Anglos outperform Negroes on paired-associété learning
when stimuli are "similar,"” These differences in learning are indepeadent
of general intelligence (Semler and Iscoe, 1963), Using "words"
created from strings of an artifitcial aiphabet as stimuli, Anglos recall
an associated English word more readily for rairings in which the strings
are longer and thus provide more uniquely recognizsble letter-events.

But for transfer to new matexial, this is the less efficient condition.
because, unlike the short string which is recognized in its totality,
if the the child has fccused en 2 unique cue aspect, for the longer
strings, that unique cue aspect may well be absent in the transfer
task since it was only an incidental of the 'word®s" appearance
(Bamuels and Jeffrey, 1966). Mental age, calculated from general

memory for names of pictured objects, is negatively related to errors
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of reproduction on the Bender~Gestalt test (Whipple and Maier, 1566).
The span of immediate memory approaches an upper limit by five and
one~half years, but the range of experiences which can be integrated

bv a series of operations duves not (Potter, 1968).

Perceptual processes.=-Kindergarten experience in contrast to non-

kindergarten improves Bender-Gestalt performance (Whipple and Maier,
1966), During discrimination training for distinguishing words in a
test, tracing is superior to matching and matching is superior to re-
arranging words., These may be viewcd as differing visual-perceptuai-
motor approaches to the same task {(Jensen and King, 1970). Perceptual
deficits and variant patterxns of deficits are implicated in the differances
between normal and mentally deficient children (Sapir and Wilson, 1967),
Fives use a '"successive pattern matching"™ strategy when confronted
with structured problems which require them to produce a pattern of
lights (by pressing bulbs) to correspond exactly tc a printed standard.
that is continuously available for viewing., Because there is no in-
variant relation between grasping the correspondence between the model
and the light-board, there may be a striking difference between recog-
nition and reproduction, There must develop some interplay between
the "image" usnd the action that it must guide before reproduction will
occur. Whercas younger children search the light-board independent
of alternative models, fives try out each mcdel (hypothesis testing)
successively, independent of what they have tested before or will
test next, and try it out in its entirety against the board to see
which one matches, The salient feature of this strategy is its con-
centration on ¢ i--attexrn bulbs, redundant and informative alike (Olson,

1966} .
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Perceptual recognition of pictures of familiar objects in varying
degrees of focus increases between four and five and one-~half ycars,
When only one leap from stimulus to hypothesis is recuired, fives do
very well (i.e., whern there is one simple object to be identified),
but they lag further and further behind when more steps are required,
as with more complex pictures of objects. Since immediate mcmory is
now near its upper limt, this ceiling seems to be due less to immediate
memory than to possiﬁle other factors, such as general “und of infoxma~
tione Fives show fragmentation in the unrelated hypotheses they offer
when presented with new instances of a familiar category. Compared with
fours, five and one-halfs show an increase in their spontaneous pre-
recognition verbalizations in mention of detail and attributes, both
of which contribute to a decrease in disorganized behavior (Potter, 1966).

Kindergarteners who make next-event predictions in a two-color
choice situation in which the more frequent event occurs 60 percent of
the time, make more response alternations than do younger children in

both motor and verbal response conditions (Green and Myers, 1968).

General cognitive.--Kindergarteners who are trained on transitivity

problems (e.g., from knowing that A is greater than B and that B is
greater than C, to infer that A is greater than C) show little evidence
of learning, even under conditions which vastly increase transitivity

functioning in older children (Younis and Furth, 1965).

Negro five-year-old children of uadesignated or mixed socioeconomic -
background

Concepts.-~Kindergarten attendance is associated with grecatest

relative gain among Negroes in number concepts (Baughman and Dahlstrom,
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1968). Teaching kindergarteners to verbalizec rules that define concepts
does not increase performance above that produced by rogular instruc-

tion (Keislar and Schutz, 1969).

Creative processes.-=Negro children tend to be more fluent in

response to an "unusual uses' measure of divergent thinking ability

(Iscoe and Pierce-Jones, 1964),

Intelligence.--Race differences in IQ are greatest at five years

between Negro and Anglo children. Intelligence does not relate for
either race to performance on a paired-associate learning task which
uses photographs racher than actual objects (Semler and Iscoe, 1963),
Negroes are lower on WISC IQ (Iscoe and Pierce-Jones, 1964), When
children of both races attend conventional kindergarten, the IQ gap
between thein widens, due to gains by Anglos but no comparable gains

for Negroes as measured by S=B., But on Primary Mental Abilities, Negroes
also improve relative to their controls and proportionately more than do

Anglos in relation to their controls (Baughman and Dahlstrom, 1968).,

Language,~~Kindergarten has 'slight, nonsignificant effects on
Anglo verbal comprehension, but Negroes make gains., For those not
attending kindergarten, Negroes fall further behind Anglos (Baughman

and Dahlstrom, 1968).

Memory.~--Paired-assocliate learning with photographs as stimnli
appears to be independent in kindergarten of IQ. Negroes' performance

is below that of Anglos in a "similar" condition (Semler znd Iscoe, 1963),
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Five-yvear-old children of undesignated 9r mixed sgcioeconomic backgrounds

mixed ethnic background

Attentional Protesses.~~Scvercly subnormal subjects of MA 65 months

are reclatively hardicapprd in Paying attention to more than one dimen-~
sion (Bryant, 1967), The most cffective of various methods of ecvaluat~
ing children's attention to educational television segments is the

introduction of a distractor (Palmer and Others, 1968),

Ability, specific,--These are most conveniently subgrouped by

ability areas, beginning with reading. Within this a distinction is
maintained Ly Fresenting, in order, studies involving no treatment,

those with some short~term treatment, then year-long special treat-

ments, and firally year~long or longer general treatmencs,

Childrern who drop in rank in reading progress between testings
arc more iikely to hawe received negative comments from the teacher
(McNeil, 1964), Self-correction of errors begins to become evident
among fives who are learning to read (Clay, 1969). Te=cher, psycholo=-
gist, and psychia?rist raters who attempt to pre~identify children who
will under- or over-achieve are better at spotting the underachievers
(Cohen, 1963), oOn overall rcading performance at the end of grade
On€, prematures do less well than full-term children (DeHirsch, Jansky,
and Langford, 1966),

Among kindergarteners,'those who are younger at school entrance
achieve less than do older children over the ensuing schoel years,
except that younger girls later surpass older boys of equal ability but
do not surpass older girls (Goti, 1964), This conclusion about the
advantage of entering kindevgarten as anm older rather than a younger

child is borne out in other studies (Sstahuber, 1961; Weiss, 1962),
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However; when early admittance is based on mental ability, younger chil-
dren generally achieve at a level commensurate with older children into
tile intermediate grades (Allen, 1968).

Children who receive a carefully sequenced series of reading skill
development experiences and who are letter trained as compared with
word trained to label cartoon animals, are clearly superior in trans-
fering these skills to a related reading task than either word trained
or centrols. Median IQ children do best under letter training (Jeffrey
and Samuels, 1967), Similarly, children who have pretraining with the
letters which are constituents of words in a reading test are superior
to a group vretrained on the same words as those appearing in the reading
task or to a control group pretrainad on geomefric forms (King, 1964).
Children pretaught to identify words and subsequently tested on picture=
word matching items do not outperform a matched control group (Bereiter,
1967). Visual discrimination pretraining causes experimental subjects
to outperform co: zandard reéding readiness test, with some
evidence that LSES . ....._ «sen especially profit (Wheetock and Silvaroli,
1967). In any event, instruction that is especially designed for transfer
has a strong facilitating effect on phoneme=grapheme relationships
(Dreyer, 1968). Word-reccgnition training is more successful in an un-
prompted versus a prompted condition, probably bazcause prompted children
are shown a picture but unprompted are not, with the result that the
picture .rather than the word may capture the child's attention (Duell,
1968). Kindergarteners can also learn to read when tutored by sixth
graders (Frager and Stern, 1970).

Several programmed instruction procedures improve the ability

of kindergarteners to test words, e.g., procedures of 1) deleting
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echoic stimuli, 2) deleting tactile stimuli, 3) using textual, intraverbal

and tactual control of words along with additional stimuli in teaching

i
3

other worvds of stories, 4) fading intraverbal étimuli in additional stages
as in 3 above (McDowell, 1969). Letter-sound association with consonants
also can be taught in a programmed curriculum for kindergarteners
(Hubrig, 1967),

Systematic reading'or reading skill programz in kindergarten have
used a variety of approaches and materials. A “'written® approach im-
Proves children's readiness in content areas as well as reading (Corliss,
1968). The direct verbal and ameliorative programs zalsc use particular
methods to accomplish gpecified outcomes. Both programs produce mean
readiness levels considerably advanced (Karnes, Hodgins, and Teska, 1969),
with some children reading at or above second grade level. Other programs
which have emphasized direct reading for kindergarteners using a
linguistic apprcach plus Dr. Seuss books show growth in aBility to attack
the reading ~rocess (Gruber, 1966), and those using a formel reading
approach show an excelling in reading skills over children in either a
reading readiness or traditional kindergarten (Chen and Others, 1965),
This latter program does not, however, minimize IQ=related reading
achievement differences, with low IQ children appearing to do somewhat
betzer in regular readiness instructicn (Kelley and Chen, 1967).
Readiness has a similar effect to that of IQ on learning to read in &
formal kindergarten reading program. This may explain in part why boys
manifest an increase in negative social behaviors during a formal pro-~
gram (Mason and Prater, 1966), i.e., because their readiness is lower
for this than is that of girls. Formal reading, evaluated only for over-

all groups, appears to advance readiness (Cooper; 1963).
Q . . ’ -t -_;5.
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Systematic readiness training in kindergarten, using workbooks
plus teacher prepared materials, as compared with traditional kinder-
garten, is only marginally more effective than the latter in producing
readiness, with much imp%ovement being attributable to IQ varijations.
(Angus, 1962). When kindergarten and first grade readiness programs are
compared, the former is at least as beneficial as the latter -(Breon, 1967)
for both boys and girls. Families which provide more visual and auditory
language development stimulation through newspapers, recordings, and
such have kindergarteners who henefit more from readiness training
(Hernandez, 1965). A sleeper effect may also be present, with children
in kindergarten or K-level readiness showing no immediate effects but
evidencing an increment in readiness during first grade. Yet this does
not guarantee greater reading skill at the end of first grade (Silberberg,
1967). Systematic use of workbooks during kindergarten readiness has
been singled out as a source of accelereted readiness (Hellerick, 1965;
Schoephoerster, Barnhart, and Loomis, 1966),

Introducing the initial teaching alphabet (ITA) for kindergarten
as compared with first grade favors the former group at least as lat~
as .the end of second grade (Shapiro and Willford, 1969), . P
Responsive Environment, usecl for about thirty hours per child on the
average, leads to marked acceleration over same-échool controls, and
apparently benefits lower IQ children disproportionately, while minimiz-
ing differences between Negroes and Anglos (Martin, no date). Educa=~
tional stimulation of creative thinking likewise improves readiness
(Torrance and Aliotti, 1968). Montessori versus nursery school for fives,
whose parents nre assessed to be similar in many crucial respects,

shows varied superiorities, depending on the variables examined.
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Montessori chiidren show more rapid solution of perceptual tasks and

focus more on the physical characteristics of commonplace objects and

free draw forms more often, whereas nursery scheoolers describe objects

in more functional ways and free draw persons more often (Dreyer and Rigler,

1969). One program designed for "emotionally daprived" children is

difficult to evaluate rigorously because of the weak evaluation data

cullectéd, although the impression: that is left is of a favorable out~-

come (Wichita Program, 1967), Conceptual~language classes for children

from non-English speaking homes appear helpful (0'Dennell and Michael. 1967).
Compared tc the foregoing, the more general programs are often

associated with equivocal results. For example, few differences appear

in specific measures between ch ldren who have and have nct attended

kindergarten (Rubin, 1969), No significar.: effect of regular kinder-

garten on reading is found at any grade from one through six, although

there are hints of progress in other area. (Haines, 1961). Again,

although diffuse evidence suggests a beneii-ial effect from non-specific

kindergarten program attendance, reading readiness results are inconclusive

(Kindergarten Research Study, 1967). On the other hand a general two-

year program of kindergarten is.markedly more beneficial to achievement

in grades two through six tham is a one-year program (Brubaker, 1960).
Arithmetic development seems on thé whole favorably affected by

both specific¢ and general programs, perhaps because the home is less

likely to provide systematic stimulation in this area than in language

skills. Arithmetic readiness, for example, is improved by a "written'

program (Corliss, 1968). 1In 80 percent of ccmparisons made for

arithmetic in grades two through six, older children outperform

younger (Gott, 1964), providing clearer resul than in the case of

other academic gkills of thgymental age effect, About one-third of an
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ungelected kindergarten group appears to be ready for organized work in
arithmetic, with about one-fifth clearly unready. Kindergarten childran
appear ready to deal with mathematical instruction involviag shape,
size, relationships, and mrasurement, with about one-tchird ready to use
these concepts in counting, grouping, enumerating, and reproducing
numbers. Even without a systematic program, children show substantia?
gains in understanding numbers during the kindergarten year {Dutton,
1963). A general kindergarten effect om arithmetic is also repor ted

by Halnes (Haines, 19261).

Teaching selected science skills to kindergarteners, including
observation, classification, data treatment, and measurement, appears
feasible and beneficial to other academic skill readiness (Edwards,
1966).

in musical development, a gradual progression of harmonic discrimina-
tion is demonstrable in kindergarten through grade three. Having a
music teacher, as compared with the regular kindergarten teacher,
provide instruction improves children's harmonic discrimination.
Kindergarteners are better at harmpnic discrimination with an unknown

than a well-known melody (Bridges, 1966),

Concepts.--Concepts are discussed in this section, first in relation
to the curricuium, ;hen to areas of the child's adaptation and orienta-
tion to thr: external world, followed by gemneral coﬁceptual ébility or
p¥ocesses which facilitate concept formation, and finally with reference
to dimensions and attributes along which conceptual behavior may varye.

Kindergarteners understand the mathematics-relatéd concepts of
tallest, circle, one-half, widest, and can identify many real numbers

of less than twenty. Considerable incidental concept growth occurs
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during regular kindergarten (Dutton? 1963). Older children and children
in an experimental program demonstrate a perception of one-to-oune cor-
respondence in their matching (Deal, no date). Beginning kindergarteners
all have some facility in rote counting by onej; 25 percent count by ten;
half display some grasp of ordinal numbers (95% first, 70% middle and
last, 50% second and fourth) and recognize and select small
quantities of objects; a large percent understand to a high degree
premeasurement concepts. Largest, smallest, tallest, longest, most,
inside, beside, closest, and farthest are familiar to about 80 percent,
vhile situations involving shortest, few, underneath, and some'are
known to 50 percent. Clock, calendar, and yarxdstick are ordered bv chil-
dren's decreasing familiarity. Uuits of coinage are vaguely grasped,
Circle (91%), square (76%), one~half of something (50%), one-third
(89%), one-fourth (66%) shoﬁ rates of familiarity, Most can perform
some simple addition and subtraction of concrete instances {£3onerud,
1960), Williams (1964).substantia11y supports the foregoing for kinder-
garteners, adding that boys znd girls do not differ overall; SES and
MA affect results; the rate at which geometric concepts .. .eaxiz 4 is
related to the number of representative models present at the moment
that the stimulus is presented., Pentagon and right angle are apparent-
ly easier to lezarn than are acnte and obtuse angles (Stoll, 1962),
Radices are more easily taught to first grade than to kindergarten chil-
dren. It may be feasible to teach radices to these children, although
the data are insufficient to support the conclusion (Scott, 1963).
Entering kindergartenars can name certain processes, pieces of
equipment, and animals presented to them in science learnimng. Fifty
percent can induce a generalization from four separate elements presented

in a2 random order. They do best when stimuli are of a concrete mature

[4
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rather than verbal (Helfrich, 1964)., Many children can use pictuce
symbols to form a sentence. They do not yet grasp that a letter can
represent a sound (Levin, 1966). Progranming social science instruction
increases these children’s understanding of such basic concepts as
"gulf."” Their fund of information is more wide and varied than is
usually credited. They use a wide variety of materials and experiences
in developing concepts, e.ge, Play clarifies ideas. They deal with |
ideas over long periods cf time, returning to them again and again to
‘clarify, pracﬁice and modify them In line with new informaticn. They
use authentic simple maps to analyze geographic areas; concepts cof
sequential (not absolute) time to understand past events, and can
transfer their concepts to new situations (Spodek, 1962),

Their experience with physicians and health practices has led to
sdme concept formation as revealed in requested drawings. The physician
is seen as helpful and positive appearing at bedside in house calls
and hospital situations., MNurses appear infrequently (but t~=~ -
specifically raquested® wo ..s "to be healthy'' is too abstract
for kindergartenexrs to respond to. They do, nevertheless, show & con-
cept of how one keeps healthy: food (25%), exercise (25%), and
comginations of sun plus good food plus éxercise o> other combinatio: 3
(33%) (Berzer, 1960),

Kinde. zarten teachers, using special plans and materials, ére morTe
successfvr’ in imparting time telling concepts to chlldren under planmn :¢
than they are uncer incidental conditions. Sex differences sre not
evident in such lezarning. High IQ children learn more abc i1t time und:z
either program (Stephens. 1964),

A genere. program for increasing the conceptual abilicies of kinder-
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garten and EMR children causes both of these groups to exceed their
initial status on picture anomalies, embedded figures and object sorting,
and causes kindergarteners to exceed thelr initial performance on stencil
design. Appropriately .zlected control subjects make zains for picture
anomalies among normal and for stencil design among retarded individuals
(Corter and McKinnéy, 1966), After instruction, 90 percent can put
picturés in series to tell a story (Levin, 1966). Among kindergarteners
reversal 1s greater than non-reversal for mediators, and non-reversal
exceeds reversal for nommediators. When divided into fast and slow
learners based on initial learning, fast learners show reversals more
easily than non-reversals and slow learners do non-reversals better than
reversals (Kendler and Kendler, 1959). Five-year-old boys use concrete
word definitions predominantly, rather than abstract (Al-Issa, 1969),
Fives and sixes who are asked to-sort cards with pictures into two
,roups, singular and plural items, perform better when singularity-
pPlurality is expressed in teimas of single and multiple objects rather
than when it 1is expressed in terms of duplicate features embedded in

an object (Anisfeld, 1965).

In addition to thke above characteristics and successes in teaching
concepts, it is possible to indicate some of the conditions which are
more favorable to concepg attaimment at age five, Rehearsing a concept
rather than instance labels produces superior learning (Stern, 1965).
when the stimuli are familiar objects. OCn a bidimensional classifica-
tion task in which beakers of varying quality must be arranged into a
two=dimensional diaplay, children who have been trained on the relevant
dimension perform bétter, although this is moat helpful to more verbal

and older subjects (Darnell and Bourne, 1970), For a two~choice situa~-
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tion, simultaneous followed by successive presentation appears highly
effective as is successive followed by successive, but successive foli-
lowed by simultaneous presentetion is ineffective in producing discrimina-
tion (Jeffrey, 1951), Verbal stimuli which have been paired with

primary reinforcers cam lead to the establishment of secondary rein-
forcers strong enough to establish and maintain new behaviors (Fort,
1965). The advantage of this is that one thereafter eliminates the
distractor effect of delivering the primary reinforcer,

That the perceptual relation of identity (one-to-one) can be
established among fives is mentioned above (Deal, no date). An optimum
set of conditions for teaching matching of letters first uses a warm-
up period with stimulus attributes that are reievant to the targeted
matching; then the child is instructed regarding concrete incentives

that he will receive for each correct march and a more heavily weighted

penalty wiich will be that he forfeits a set of the incentives for any
incorrect match. This general treatment design provideélbéﬁhAa~elear
definition of "same' and high motivation to attend to each item. Fives, )
under these conditions, in fact do as well as eights do under a less

ideal training arrangement (Hall, 1967). With pseudowords of high and

low confusibility, children who are high in reading readiness make fewer
errors. Low confusibility words are judged in shorter decision times . g
than high confusibility; vertically presented faster than horizontally

displayed; and girls respond faster than boys. Few;r average errors

occur when judging matched rather than ummatched pairs, prbbably because

chi’dren are more likely to say "szme" (53%) than "different®™ (47%)

(Modine and Hardt, 1970). With pretraining om matching, using the same ?

words or differant words or geometric forms, the sameness group
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later transfers more rapidly to learning a vocabulary 1list than does
either other type of training (Muehl, i960),

The so-cailed oddity problem requires simultaneous or sequential
decisions regarding similarity and difference. On three-choice oddity
problems using polygons, under reinforcement, decision time is less for
eight-sided and more for polygons that are four-sided or greater than
eight-sided. Apparently four=-sided polygens are less free to be unique,
SO are less discriminable, whereas those eXceeding eight sides increare
rapidly in complexity (information load), making discrimination difficult
(Brown and Goldstein, 1967), showing how various stimulus conditions
affect the child's application of the concepts of similarity and dif=-
ference, O0ddity problems are handled hetter by fives to six and one-
halfs in terms of correct responses and trials to cfiterion than by
fours to fours, but not as well as. by sixes to sevens, showing a develop-
mental progression éf:conceptual ability (Gollin and Shirk, 1966).

Particular attributes or cue dimensicms which have been studied in
young children's conéeptual behavior include color, size, form, texture,
and brightness in various competing combinations. Ability to perform
sorts involQing reversal shifte improves iollowing overtraining os color
sorting end following initial training with difficult size sorting
(Zach, 1964). children trained with a white triangle and a white circle
on either a black background or a striated background make more errors
on a reversal task in the striated condition (Gollin and Liss, 1962),
Fecr fives ;he greatest amount of transfer occurs on a size problem, as
compared to color and form (Scholnick, Osler, and Katzenellenbogen,.
1968), Fours and younger fives classified as form or color responders
do not perform differently on a form ox color matching task. Among

kindergarteners, form responders discrimipate color better than de color
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responders, but the groups are equal on form aiscrimination (Corah,
Jones, and Miller, l9€6), At a mean CA of 70 months, trials to criterion
on binary choic:s between any pairing of color-size«form decreases

with increasing age, with optional reversal shifts less likely and
numbers of trials to criterion being grater among kindergarteners than
second or sixth graders (Kendler and Kendler, 1970).

On an optional shift task, using size and brightness, subjects
initially overtrained :(to 25 trials . pastp.eriterion).:) make more
reversal shifts, More optional shifts are made after variable than
after constant irrelevant training (Eimas, 1969), Kindergarteners,
tested for intradimensional reversal nr non-reversal on problems
involving complex, novel forms with texture as sn irrelevant cue, show
more reversal learning if "informed.*® Younger childrenr do not show
intradimensional shift (Blank, 1967). Filve and one~half year olds,
who arz trained on either geometrical figures first followed by pic~
tures of people second or the reverse order, generallyAlearn tite mediat-
ing concepts of Jimension rather than specific solutions for problems.
Positive transfer occurs between geometric bronlems and a subsat of
corresponding (color correspondence) people proﬁlems, suggesting that
the children learn a general method of solving the problems. An all-
or-none medel is judged to be inadequate for representing disc:imina—

tion learning at this age (Suppes and Rosenthal-Hill, 1968).

Creative processes.-~~Creative processes, as measured by the

Toerrance Test, are developed through planned educational stimulation
(Porrance and Others, 1967), although results are not uniformly favorable,
with controls outperforming experimentals in some creative behaviors

(Torrance and Aliotti, 1968), A longitudinal follow~up in grades one
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and two of children who were in the program as fours and fives shows

a continuity of creative growth throughout a three-year Period, with a
consistent increment in their use of elaboration,; ccmpared with controls.
In fact, their elaboration at the end of grade two equals that of upper
elementary and high school students. Childrer who enter at four do not
show as uniform continuity of creative development as do fives (Tor-
rance and Philips, 1969)., Children given an opportunity to borrow

and receive credit for ideas sgtimulated by a peer (soAlong as direct
repetition of peer does not occur) do better than controls (working
alone) on origiu.lity, but only slightly (Torrance, 1970). Both Montes-
sori and conventional preschoel programs likewise piromote children's
Imaginative wisual rasponses beyond those of a non-preschool group
(Freyermuth, 1969). Various measures cf playfuln:sg and divergent
thinking show cvnsistent positive intercorrelations among preschoclers

(Lieberman, 1964),

Ig;elliggnce.-;Ameliorative and direct verbal instructed preschool-
eré have higher IQ than controls after one preschool year; direct verbal
are superior at the end of kindergarten, but at the end of grade one the
differences between these groups and controls disappear (Karnes, Hodgins,
and Teska, 1969). One reason for such puzzling results may be the
differential effect of preschool experience on the sexes. Girls, who
may be more ready chan boys, experience IQ gains in kindergarten,‘
while boys Ao not. But younger boys in fact show greater acceleration
of IQ than older boys (Borum and Livson, 1965), Younger boys seem
from this to be more ready for the particular expectaticns that emerge
in a kindergarten program sr at least to have fewer competing behaviors

to interfere with their progress. Perceptual training in kindergarten
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using a variety of marketed materials together with body concept instruc-
tion results in a ten point IQ gain, while controls decrease slightly
(Ellerman and Wadley, 1970), In another kind of perceptual training,
with children showing specific perceptual deficiencies (Bender-Gestalt),
no gains of IQ are evident (Keim, 1970). This study also shows the S-B
and PPVT tests to be only moderately positive in correlation., On a

group intelligence test children who attend an "educational stimulation
of creative thinking" progream gain in verbal but not in nonverbal 1Q
(Torrance and Aliotti, 1968)., Ten point IQ gains for normals and six
point gains for EMR result from a program emphasizing the child's
conceptual development (Corter and McKinney, 1966)., Compulsory
kindergarten for Israeli children of both high and low status of

western and eastern ethnicity results in IQ gains (S-B) for all sub-
groups over their respective control conditions. Children of initially |
lower IQ show even greater gains than those with higher IQ, with similar
but smaller tendencies among controls (Smilansky, 1964), 1Intellectual
performance is not adversely affected by hyperbilirubinemia, which is

treated by exchange transfusions, according to a five-year follow-up

(Johnston and Others, 1967). Premature as compared to full-term infant
delivery has a decidedly ﬁegative effect on IQ level and on subtler %
aspects of intellectual éerformance as well (DeHirsch, Jansky, &nd
Langford, 1966). |
Looking at the effects of intelligence on other aspects of the

child's performance and development, another generally positive group

cf findings is manifest, Progress in kindergarten reading readiness is
facilitated by higher IQ (Anéus, 1962). For children Qho receive pre-

training on synthetic letters and words, higher intelligence favors
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transfer to learning phoneme-grapheme relationships (Dreyer, 1968).
Speech and language development of fives (Great Britain) likewise

shows a positive influence of intelligence (Sampson, 1959; Lehman,

1967). 1Intelligence may 1n£eract, however, with particular instructional
arrangements to favor lower ability children without being detrimental

to higher or average ability groupse This is true of '"conceptual
language"” instruction, which has mildly positive effects on higher and
average ability pupils and greatly facilitates the progress of lower
ability children (O'Donnell and Michael, 1968). ©Overall achievement records
suggest that only a little over one-third of kindergarteners achicsve at
their expected level, based on IQ. 7TQ's of overachievers are highest,
underachievers next, and achievers (children performing consistent
with IQ level) lowest (Cohen, 1963). Other kinds of conceptual progress
favorably affected by higher IQ are mathematical concept learning
(Williams, 1964) and learning time concepts (Stephens, 1964), both among

kindergarteners.

Language.,~-Amaliorative and direct verbal programs initially iﬁ-
prove language proficiency. When children from ameliorative and tradi=-
tional programs enter kindergarten, their language advantage begins
to disappear, the same happening to the direct.verbal group during first
grade, so thzat by the end of grade one no persisting differences areA
cvident (Karnes, Hodging, and Teska, 1969)., By five years, girls'
language skills are further developed than boys'. Attendance or non-
attendance of kindergarten does mot appear to exert any special influence
on children's language skills (BRubin, 1969). Some emphasis on readiness
skills in kindergarten does, however, produce about 38 percent complete

identification and naming of capital and lower=-case letters by December
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and 58 percent by year's end, What is further evident is that femily
factors, personality, and the richness of the child’'s extra-classroom
experience is reflected in his language (Lelman, 1967). A kindergarten
program which emphasizes oral and conceptual language development
systematically, compared to one which stresses convergent thinking and
paper and pencil tasks, produc . higher total scores on all nine sub-
tests of the ITPA, but mnot = thie language portions of a difficult
reading readiness test (Millizar. 1965), Contribution: which an
activi-~ program kindergarten <... make to increasing children's language
practice opportunities are most notable in discussion and housekeeping,
Judged from both quantity and maturity of speech used during these. For
some children adult story hour and table activities show prémise. Least
helpful for 1anguége development are blocks, dance and woodworking,
Looking at mature speech alome, the best activities are table activities,
housekeeping, discussion, blocks and music. Overall factors which seem
to influence the amount and maturity of speech are adult participation,
opportunity to speak, something concrete to talk about, common experiences,
theme-seating-position-spacing, models of speech, furnishing and afea
arrangement, and noise {(Cowe, 1968), Oral language facility of kinder-
garteners is also predictable from a Qariety of other influences:
television viewing, seashore play, museum txips, yard work, reading,
domestic travel, bedtime stories, and pet care (McDaniel, 1968).
Reliability of various language scores, based on samples elicited
with picture cards, is relatively low among five and one-half year olds
over a three weck period, with only mean length of responsge showing a
somewhat higher reliability (inifie, Darley, and Sherman, 1963). An

analysis of spontanecus language samples of fives reveals that, in
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rounded figures, about 23 percent of their utterances are questions,

45 percent statements, 28 percent requests, and 2 percent each of
exclamations and calls. Of all their questions 10 percent are formed

by inversion of subject=-verb order, 32 percent by using an auxiliary and
inverting subject~aux..iary, 10 percent by use of a question word, 19
percent by a question words plus subject~-ve: .- :rsion, 29 percent by
use of a question word plus auxilisry pius ir. =arsi. a, 7 .ghty-cne percent
.of the questions would require a reply imn eith-r th= norpnverbaédjeccive
or noun-linking verb-noun statement patterns, 3: *-e st .:ements, 54

percent are of tramsitive verb pattern, 31 percent int: :ngitive, 3

perceat predicate adjective, 5 percent predicac~ 7 inetZva, 5 percent
adverb patterm, and 2 percent ''there pattern, 7T . children usz most
of the important sturctures of the English language, with nouns, verbs,
determiners, and auxiliaries being most frequent. Adverbs, verb clusterg,
and p-groups are used more frequently than are adjectives and intensifiers,
but all of these are used only occasionally (Carpenter, 1966).
Prematurely born children show subtlie disturbances of both language
production and comprehension (DeHirsch, Jansky, and Langford, 1966).
Mongoloid children of CA five and six are clearly better in comprehension
than in production, nearly all of them are combining’worda and using
simple sentences by six yearz, None use words relating to spatial
relations such as "in'" or ‘'¢n" (Thompson, 1963), Kindergarteners,
listening to sentences tarough headphones with the instruction tn
repeat the word spoken when they hear a clicking sound, have a distinct
tendency to prepose click positions for both sentences and non-sentences,

but for cider children the tendency is to post-position the click in the

case o€ well-foimed sentences (Miron, 1967).
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Sentence comprehension cf fives, to a special set of drawings
which preclude the need to produce language, shows that adjectives of
number or relative quantity generally are not understobd until .+ . .e and
one-half years; adjectives denoting spatial relations left and r :ht are
not understood until six; contrast between an adjective comnstruccc ! by
adding "er" to a verlb and the verb by five and one~half; neither/r >r
as negatives not until seven; and passive voice by five and one=-half
or six (Carrow, 1968). whén fives and sixes hear a sentence and are
shown a picture of it, being then asked to tell what they have heard,
followed with candy if correct, acitive sentences and questions are under=
stood equally well by five years, passives and questions are not dif-
ferently understood, while the negative is most poorly understood, The
order of types for production is the same, except that the negative is
better than the question for fives. Center embedding and double embed-
ding sentences are understood less weil than simple sentences, with
single embedding being intermediate. TFor production, the szingle em-
bedding iz poorer than the simple sentence with the remaining types
being difficult and not different from each other (Gaer, 1969),

' Children's comprehension of plural/singular contrasts, presented
in that crder, for a collection of nouns is evident by five years,
although younger children can aisc handle the contrast if the order
is singular/plural. For the irregularly inflected verb to be,
appropriate contrasts between singular and plural are not understood
until about six and one-half, if the more difficult order Plural/singular
is posed, with the child being asked to supply the latter term (Carrow,

1968), Kindergarteners having a mean age of around six years, who are

shown pairs of pictures for which the experimenter names the singular

x
T

o
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and asks the child to assign the plural, at least append a number
marker s on difficult items for which they cannot produce the standard
Plural form. Evidence also suggests that recognition and production
pProcedures measure different aspects of the child's behavior and do not
simply sample from more d:ifficult processes that have the same underly-
ing meaning (Anisfeld and Tucker, 1966). On a task that uses synzhetic
names for cartoon animals to mark singular and plural forms, providing
corrective feedback to children just under six reduces overall errsrs
as compared with no feedback, Errors in the plural/singular sequence
are clearly larger in no-feedback, while in the singular/plural saquence
the difference between feedback and no-feedback is slight (Bryvant and
Anisfeld, 1969). The implication from this independently replicated
finding of the inherently greater difficulty of the plural/singular
order is that children wusually store names in the singular and then
operate upon them with transformational rules to form the plural,

When asked questioiia about ioys to measure their understanding of
present, past, and future tense, children (Great Britain) do not com-
prehend the future until about age six when paired with the present,
although if the future is paired with the past it is understood before
five. Some fives understand the future paired with the presgent if
additional grammatical and referential cues are present. The order of
presentation future/present is still apparently more difficult than
present/future at six years (Herriot, 1969), Again a transformational
interpretation seems in orderx,

The lsnguage of boys (Great Britain) at five shows slightly greater
precision while that of girls shows greater fluency of expression

(8ampson, 1959)., Boys at five show a predominance of concreteness in
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their defi: _tions of words (Al-Issa, 1969). Kindergarten children i.ave
a minimal vocabulary of 3728 words, most frequently using I, a, in,

is, it, it's, mine, the, to, you in their speaking vocadulary. Tiey

understand about 97 vnercent of the basal reading vocabul-ry used in

first grade readinz books (Kolson, 1961),

Memory.--Mentally vetarded children show a higher relatiomship
between memory and arithmetic performance than .do normals (Rice, 19+8).
Severely subnormal children are relatively unabie to attend to more
than one dimension (Bryant, 1967), showing a basic memory problem for
processing two or more dimensions. Fours cannct maintain sequences
without perceptual support, but most fives and sixes can (Pufall and
Furth, 1966).

Kindergarteners reproduce a serial order display better after six
months than they do iﬁmediately following presentation (Dshlem, 1969).
This finding is essentially replicated over six months for reproduction
of a patterned or ordered array of sticks by kindergarteners (Altemeyer,

Fulton, and Bermey, 1969), For recognition of objects which children

have been trained to reccznize and which are later shown in varying

degrees of completeness during testing, a noan-significant decline in
mean recognition scores occurs as delay between training and test increases

from one to two to four days (Gollin, 1961)., Children pretested as

¢
3
s
:
§
-

having high or average immediate memory span show clear cue position

selection patterns operating, but children of low memory span appear

to behave randomly in their selection of visual cues (Weissglass, 1966).
Fives remember more recent items of a series better when they

engage in overt labelling of the stimulus items. Children who engage

in overt labelling pexrform better than those who do not, Spontanzous
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use of reversal strategy is not widespread among kindergarten and nursery
schocl children (Kingsley and Hagen, 1968). But fives who are given a
memory aid do no better than trhose not given 2 memcry aid (Weir, 1967),
Prompting and confirmation do not differentially affect correct responses

of kindergarteners on = pPaired-~associate task (Evans and Banks, 1965),

Mediaicional Brocesses.~-Mediational activiiies are not directly

observable, but are inferentiaily observable from performance variations
that fit a predictable patterm. In this sense, several studies that
appear in other sections by implication are also suggestive of media-
tion, as is patently evident from those dealing with concepts, language
and perceptual processes. Complete croess-referencing, beyond the intent
of the original investigators, lies outside the scope of the present
report, although the reader will find this to be a productive byway

to examine regarding mediation.

Ninety percent of kindergarteners can arrange pictures sequentially
to tell storizs (Levin, 1966), Among prematurely born children, subtle
dysfunctions seem to pPersist into kindergarten and later in those
aspects of the learning process which like reading, writing and spelling
require a high degree of differentiation and integration (DeHirsch,
Jansky, and Langford, 1966), Transformational operations performed by
children from five cnward on increasingly complex sentences gnd using
more difficule transformations, e.g,, forming negative, passive,
question, degrees of embeddedneass, pluraiity, and tense forms in sentences,
are clearly aspects of their growing mediational prowess (Anisfeld and
Tucker, 19663 Bryant and Anisfeld, 1969; Gaer, 1969; Herriot, 1969),
Kindergarteners who label recall better than those who do not label when

learning a word list, Clustering of words into conceptual categories

O
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occurs more, when words are presented visually or audiovisually than
when presented auditoriallys Clustering also increases from first to
third presentations. Kindergarteners already show as much clustering as
do third graders (Horewitz, 1969), Fives who are asked to verbalize

a solution but provided with no additional feedback do better than
controls in concept matching tasks for equivalence but are not different
on créssmodal transfere Those who are asked to verbalize, to attend

to att;ibutes, and who are informed if they make a correct response,
perform training and transfer trials soc efficilently as to preclude any
formal test of transfer (Blank and Bridger, 1964), This kind of find-
ing suggests that the main problem that is overcome by the treatment is
one of mediator production. Secoundary reinforcement apparently inter-
feres with mediational processes by providing cues which disrupt the
child'§ ability .to discriminate‘between training {(when primary reinforce-
ment is prew=nt, along with secondary)'aﬁd é transfer test (when primary
reinforcement is absent) (Myers and Myers, 1966)., Nonverbal mediator
production by kindergarteners is apparently low, since, as compared with
controls; those who are helped to see how to use paper forms as memory
aids to duplicating a patterned, wooden form display do better in
duplicating the display. This increment doés no; occur for first
graders, for whom production is apparently not as much of a problem,
That it is a question of availability rather than actual possession

of the skill is clear in that all children demonstrate the ability to
make and use a model (Corsini, Pick, and Flavell, 1968)., Regulation

of behavior by language provides another instance of mediated behavior,
as when children are told to be moterically guided by some verbal rule,

such as '"when the red light flashes, push down; when the green light
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flashes, don't push down,'" Under such conditions 96 percent correct
responses are shown by five and one-half to six and one-~halfs but only
59 percent correct by children of three and one-half to four and
one-half years. Once verbal control exists, it is easy for the child

to respond immediately and without Practice even to stimuli when the
signals' meanings are reversed, The ability of a sentence of the above
complexity to regulate the child's ensuing behavior begins around four
and is achieved by all normal children by six (Beiswenger, 1968),

This again provides evidence of the greater flexibility or reversibility
along defined dimensions of the child's behavior as a function of

mediational development,

Perceptual processes.~-Visual discrimination Pretraining improves

rerformance on both a reading readiness test and a letter~form training
task (Wheelock and Silvaroli, 1967). Children from differing environ-
ments show initial differences in visual discrimination ability (#heelock
and Silvaroli, 1967). Kindergarteners who receive training with shape
and letter differences which are pertinent to a transfer task do more
poorly than ones given training in letter differences only, but these
differences are not evident on a reading task (Muehl, 1961). Visual-
motor training of children with positive Bender-Gestalt signs produces
small gains in reading readiness (Keim, 1970), Children, who receive
kindergarten perceptual training, based on a variety of training
approaches and material and integrated into a traditional curriculum
perform better in first grade on a difficult readiness test (Faust-
man, 1967). Another perceptual training program shows a mild »« ding
readiness effect for kindergarteners, with the Frostig test appearing

strongly to predict readiness scores a year later (Roy and Roy, 1968),
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A short-term instructional treatment for fives and sixes on recognizing
depth cues causes trairad fives to outperform untrained sixes, even
though untrained sixes outperform untrained fives (Edwards, 1970).
Threes do not transfer from the visual to the auditory mode but
fours and fives do. Both cueing and more thoroughly informing fours
and fives improve transfer during training, but only informed children
transfer their prior cross-modal performances (Blank and Bridger, 1964).
Fives better recall words previously experienced visually or audiovisu-
ally than those experienced auditorially. The former two groups also
show more conceptual clustering of words than does the latter (Horowitz,
1969). Auditory discrimination and articulation appear to be unrelated
among kindergarteners, although auditory discrimination is positively
related to speech muscular coordination (Sandy, 1966). Fives (Russia)
who explore a concealed form tactually use both hands, moving them in
opposite directions but usually confining themselves to careful examina-
tion of specfic features of the figure.. Sixes show more systematic
tracing with their fingertips, while under fives show less efficient
explorétory contact., Despite these differeﬁces in examination procedureé,
younger and older children are more comparable in their accuracy of tac-
tual recognition than they are for visual exploration. Eye movements
of fives and sixes agailn show an increased efficlency of exploratory
activities compared to those of younger children. These oldxr children
show almost errorless performance in the visual condition, but younger
children show high error rates (Zaporozhets, 1965). Intersenscry judg-
ments of equivalence of stimuli presented in either visual and/or
haptic and/or kinesthetic modes show fives and sevens to bé almost the
same for the former two in combination. For visual=kinesthetic and haptic-

kinesthetic combhinations, fives do quite poorly in comparison to older
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children, Intersenscry judgments of non-identical forms show less
sharp inter-modal contrasts, with visual-haptic stiil beiuz the most
efficient, haptic-kinesthetic intermediate and visual-kinesthetic most
difficult, and with age trends present as before but less marked for
thevtwo more difficult processes (Birch and Lelford, 1963). Inter-
sensory transfer between visual and auditory modes of training on
pP- rceiving the duration of an inter-stimulus interval, show auditory
signals are overestilmated consistentiy across three brief intervals,
whereas for visual signals short intervals are slightly overestimated
and a longer interval (4.5 seconds) is substantially underestimated.
Age differences seyond five years are not evident (Gardner and Judisch,
1965), For rhythm of on-off-on sequence of either a light or tone, a
greater average error exists for visual than auditory intervals indicat-
ing rhythm. Amount of error is a decreasing function of increasing
age from five onward for either modality, Taken with the earlier study
above, this shows test ability to make Jjudgments of isolated time inter=-
vals becomes stabilized at am earlier age than does ability to reproduce
a patterned rhythmic stimulus (Gardner, 1968).

The recognition of the identity of two stimuli is another aspect
of development which is frequently investigated., Children who are
trained in letter matching markedly outperform a control group on a
group of tests (Koppman and LaPray, 1969). Fives and sixes perform
better on a task of learning singularity-plurality when this distinction
is illustrated in terms of multiple objects rather than in terms of
multiple embedded parts of a single object. Apparently the imposing
presence of the object as a whole interferes with responses based on

the characteristics of its parts at this age (Anisfeld, 1965). Of pre-
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reading kindergarteners, 56 percent make near perfect scores on identifi-
cation of matched and ummatched pseudoword pairs of either high or low
confusibility. Fewer average errors occur for judging matched than
unmatched pairs, because of a bias to say ''same'" 53 percent of the timee.
Low confusibility pairs are more rapidly judged. Decision times are
faster with a vertical than with a horizontal presentation. Girls respond
faster than do beys (Nodine and Hardt, 1970). Kindergarteners match
identical letters after pretraining on form, Letter size does not
substantially affect performance (Hall, 1967). Fives (Poland) show
93 percent accuracy in visual recognition of a cue that is moved through
several spatial transformations before the judgment 18 made. Threes
behave nezar chance, thus showing a rapid linear increase from three
to five (Babska, 1965). Fours and fives recognize photographs of familiar
objects in varying degrees of focus with about equal facility, so their
combined results are reported together here, Thelr success is unaffected
by high versus low viewing angle and by minimal versus maximal background
information., Fours and fives require greater image resolution by
focusing before they recognize familiar objects than do nines (Garloff,
1969). Similarity judgments of line (using circles, lines, triangles,
angles, circles with dots) among fives reveal that they de¢ not identify
relevant dimensions as regards triangle and circle with dots, that they
make more similarity judgments in the case of clear as opposed to am-
biguous instructions, and that the absence or presence of contrast
does not affect the results (Ginsberg and Gamlin, 1967},

The reorientation of photographed faces into inverted poszition
produces lower recognition among preschoolers than for older caildren.
Only two percent of fives identify the inverted faces 100 percent cor-

rectly, with correctness ranging from 33 to 100 percent (Brooks and

~
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Goldstein, 1963). Kindergarteners and first graders make more position
responses (errors) than do older children in the perception of horizontal-
verﬁical relationships. Kindergarteners show few correct respcnses
compared to the other grades (Davol and Hastings, 1967). Five and one-
halfs (Great Britain) who perform poorly on the Bender-Gestalt commonly
show impairment of the spatical organization of voluntary movement
(Wedell and Horne, 1969). First graders and boys do better than kinder-
garteners and girls, respectively, in the discrimination of mirror-
image reversals. Children improve over trials, except wher receiving
no correction during same~different judgments (Cronin. 1966).

Attention to perceptual cues by their spatial or temporal position
appears to be another important determinant of learning and performance,
Kindergartzners who are recalling five-letter nonsense words attend
more to cue positions 1, 3, 5, 2, 4 in that order for boys and 1, 5, 3,
2, 4, in that order for girls. Cue 1l is used more than chance and cue
4 less than chance. Middle and high memory abllity children show
predictable cue selection, while low memory span children seiect cues
nearly at random (Weissglass, 1966). Quite comparable results are alsoc
obtained for word recognition by position of letter cues, with first
letter being most used by both non-readers and beginning readers, and
the last letter second most used, The least used cue is shape in
three~letter and five=letter strings. Recognition appears to be based
on individual letters rather than on word shape (Marchbanks and Levin,

1965),

General cognitive.~-The conception of left-right from five up to

seven or eight years 1s marked by over or under differentlation of

right-left (Elkind, 1961). The type of questions that are posed to com=-
O
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bined fours, fives, sixes and severns regarding conservation sezms

not to affect thelr responses. Each of these age groups differs from
the cther 1In amount of conservatlon. Fours and fives show more conserva-
tion to questions inviting predictiom than to those calling for explana-
tion or judgment., For older childrzn these differences disappear.

Thelr explanatioms show a decrease of perceptual and an increasg of
symbolic replies, while irrelevant and unexplained responses disappear
past age five (Pratoomraj and Johnson, 1966). Mass, weight, and volume,
in thac ordef, emerge as properties which children conserve between
kindergarten and grade six. Fives and sixes differ from older children
for mass; fives through eights from older for weight, and fives through
tens from oléer for volume., "Romancing'" and perceptual explanation
decreases with age while specific explanations increase between ages
five and six (Elkind, 1961). A training program to influence children's
conception of specific gravity is successful among kindergarteners but
not first graders (Ojemann and Pritchett, 1963),., Conservation of the
shape property can be elicited in a majority of fives, in the sense of
correct differential responses to real and phenomenal shape properties,
following training (Braine and Shanks, 1965). No fours show transitivity
of length, only 8 percent at five, and 23 percent at six (Smedslund,
1963). Illusion~distorted length is more sften conserved by children
over than under seven (Murray, 1967).

Conservation of number 18 not modifiable by a variety of reinforce-
ment and cognitlve structuring preocedures among kindergarteners. There
is = tendency to regard a longer row as more numerous (Wohlwill and
Lowe, 1962). Conservation of numerousness can be modified mnong

kindergarteners, however, under special conditions {twelve special les-

234

Lot .



231

sons)y, but first graders are unaffected, since many of them already
conserve (Harper and Steffe, 1968). The pProgression of cocnservation
among Nigerian tribal children is similar to that among Euiropeans and
other westerners, with a shift from purely perceptual to conceptual
reliance occcurring at aimost the same age as for westernmers (Price-

Williams, 1961),

Anglo children of undesignated or mixed socioeconomic background .
mixed ages

Attentional processes.--When familiarized and uen~Zamiliarized
stimuli are presented in pair-wise fashior ts Anglo -~ =school clL.idren,
the children indicate a preferenca for the non~fami:iz:-‘zed stincmii over
the familiarized stimuli {Cantor and Kulose, 1969), " .congruity and
color are effective variables for the ~tudy of percer ==al and investigatory
respcuses. Responses of fours and fives are not positively influenced
by relative uncertainty of tachistocopic exposures in response to their
one word requests whereas identical experiments with zdults have been
found to produce positive results, The response curve for repeated
exposurc to stimuli is a negatively accelerated, decreasing.one, indica-
tive of drive redwvcticn, habituation or fatigue (Clapp and Eichorn,
1965). Analysis of errors on a discrimination learning task indicates
that Anglo preschool children acquire the win=-stay, lose-shif# strategy

during pretraining on a learning set probiem (Reese, 1965).

Ability, specifice.--Canadian fours and fives, given the Reading

Skill and Information Test, have only vague ideas of how people read,
have difficulty understanding the Purpose of written language and have

special difficulty in understanding abstract terms (Downing, 1969).
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The difference between the mean third grade reading scores on Iowa

Tests of Basic Skills of Canadian children who had highly differentiated
analytical perception and those who had less differentiated analytical
percepition in kindergarten as measured by the Bloek Design subtest of
the WISC is not significant. There is a positive correlation in all
cases between reading level and IQ and more highly developed differentiated
analytic perception but reading level cannot be safely predicted on the
basis of kindergarten level of differentiated anmalytical perception
(Marantz, 1967). Reading readiness as measured by the Metropolitan
Readiness Test is associated with greater preference for mothers among
‘irls and among Anglos, less identification with teacher among 50ys and
sreater realism for size among Anglos. ¥ather preference among Anglos
is not related to readiness when preschool education is contrclled

{Henderson and Long, no date).

Concepts.-~In a mo@ified match-to~sample color task, four~- and
five-year~old Anglos who czn respond to produce either similarity or
dissimilarity maximize the occurrence of similarity, but those who can
only produce dissimilarity can maximize neithker of the combinations of
standard and key color unless explicitly instructed to produce these

conditions (Parton and Fouts, 1969),

Creative processes.--On the Stavkweather Originality Test, oldest
and only children make higher mean scores than later born preschool c¢hil-

dren. MSES children have higher originality than LSES children (Lichten-~

walner ané Maxwell, 1969),

Intelligence.-~Anglos of mixed SES are superior to Negroes in per-

formance on the verbal and full scale of the WISC. On ideational flexibility

there are no age or race differences and no systematic increases in flexi~-
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bility, Divergent thinking is correlated with jISC information,
Vocabulary, Digit-Span, Verbal IQ, and Full Sczle IQ (Iscoe and Plerce-
Jones, 1964). During the first year of the Appalachia program children
in all treatment groups made gains of 8.4 IQ points on the PPVT. IQ
gains were not different for the four different treatment groups. It
was estimated that cognition increased 36 pezcent, The television group
was higher than the cont.ol group. Television plus home visitor was
higher than the televisiun greup only. No differences were found
between the group receiving all three elements of the program and the
group receiving only tel ~vision and home visitz (Alford, 1969). A

year later no claim is = ide that the program ~Tproves intelligence
{Ranson, 1970).

Anglo children whe have attended non-public kindergarten are superiosr
to nonkindergarten groups on the Pintner-Cunningham Test of Primary
Mental Abilities in reading readiness, total readiness, arithmetic
readiness, number achlevement as well as in maturity rating by teachers
and scholarship average during the first grade (Olson, 1962). On the
S~B there are no real differences between Angle children who are
brought to the center five days a week for training and whose mothers
came to the center once a wWeek for training and were visited at home
to stimulate newly learned skills ?nd children who are given the same
kind of curriculum but with nothiné planned for the family. Children in
these two groups are superior to children in the home visitor group whose
mothers are shown at home how to use certain techniques .with the child.

Similar results are found -on the PPVT (Gray, 1970).

Language.=~Psycholinguistic development during early and middle

childhood on the ITPA and S-B clearly substantiate the dilfferemntiation
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h; pothesis with respect :0 each omne of its three possible deductions:
1, continuous decresse in the percentage of variance attributed to the
general factor as age increases, 2) gradual increment in -he percentage
of variance contrikuted by group factors with increasing age, and 3}
gradual decline with the interdependence of factors im t 2 older age
groups (Quereshi, 1967)., The Appalachia program produc s language
growth In the children enrolled. Those in groups exposec to three
aspects of the program--television, home visitor and mob: le classroom=--
made more growth than those who received only part of the three aspect:

(Alford, 1969).

Mediational processeso.=-In a two-choice sitaation involving either

motor or verbal responding of nursery school and kindergarten children,
all groups made about the same proportion of predictions of tﬁe most
£requent event, The mode of response did not affect response alternation.
The number of response alternations was better for kindergarten children
(Green and Myers, 1568)., Sixty-~one and one-half percent of preschool
children pretrained on human pictures give a human response to Bugelski's
rat-man ambiguous figure compared to 38.5 percent of children who were shown
human figures but who were not pretrained, While mediation occurred

in 61.5 percent of the children in the perceptual set task, it occurred

in all children who were in the subgroup who had previously participated
in the learning set task, The occurrence of mediation maximized reward

in the learning set task but is irrelevant to successful performance

in the perceptual set task (Reese, 1965),

Perceptual processese=-Figure-ground discrimination as measured by

the ability to distinguish figures, some light on a dark ground and some
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dark onr 2 light ground, iz»roves with age between 34 and 63 months.

There erz no differences _etweesn the number of correct responses to
dark~on-light and ligi:i--z.:=c¢ark (Johannsen, 1960). Play experience with
3~ letiz=rs appears t: incrzase printed letter discriminations of 34-
month to 54;month-old Anglo children as effectively as play with 2=D
printed Leftters. When 2-L &ud 3-D tasks are alternated, consistently
fewer discriminations are made on the 3-D task., The 3-D task appeared

to reduce errors on the sudsequent 2-D task but the 2-~D experience did
not reduce errors on thz ubsequent 3~D task (Thornburg and Fisher,
1970), Among children three and one-~half to five and one<half years old,
meaningful factors have een found which suggest that distinguishable
common cognitive style din ..silons exist which seem related but not identi-
cal to that found at older ages, The groups that have been identified
are impulsivity, control and inhibition in response production,

rated social behavior, and general ability (Wadeau, 1969).

General cognitive,-=After training in multiple classification and
reVersibility, fours and fives increased thely» ability to conserve cor-
rectly and their ability to verbalize underlying operations and the
salient dimensions of the criterion test situation (Sigel, Reeper,
and Hooper, 1966). More investigatory responses and correct discrimina-
tions are produces by six year olds than younger children to illusory
and aembiguous stimuli, If four to six year olds are trained to perform
investigatory responses on an initial discrimination task, positive
trvansfer occurs at all ages. Spontaneous performance of investigatczy
responses are found to be associated with ability to distinguish real
and phenomenal properties of stimuli, but not with :onservation of length

(Daebie~, 19,J). 1In a follow-up study of some aspects of the work of

5%3 1; :3{32}
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Piagec a- 2elder on the child's concept of space, ro evidence was
found =zun: - rological shapes are identified more easily than euclidean
shapes .. .ave curved edges. As a whole data did not support Piaget's
view thi-> .- o four years of age children cannot distinguish between a
circle, ::= :: and an ellipse because they are all closed figures. In

a furthe: ‘zm:riment topological properties were better displayed in

children® : _.wings than were euclidean properties if figures were taken
as a wholzs ~2sults of additional experiments agreed with Piaget's
hypothesi. .zarding development of "correspondence" and tying knots;

53 percenc ' . the children were able to make a straight line (Lovell,
1959).

The ability of blindfolded four to ten year olds to solve a problem
involving thz ability to locate a target peg located between two or three
landmark pegs increares with age. Two-~thirds of fours were unable to
solve the original problem and none solved it within the first two
trialse By === five 9.5 percent solved one of the first two trials, and
by age eight 30 percemt were able to solve one of the first two trials.
Some of ths children who were able tc verbalize the solution did not
utilize it wnile others who were unable to verbalize the sclution were
nevertheles: able to use it, Verbal hints were largely ineffective,

but actual placement of the child's hands on the landmark pegs often

led to immediate solution (Feinberg and Laycock, 1964),

Negro chi® "~en of undesignzted or mixed socioeconomic background,
mixed

Ability. specific.=--On the Metropolitan Readiness Test Negroes

obtain lowsr . -"ves than Anglos. The three best scedictors of readiness

o
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are'preschool education, teachers’ rating, and CA. Father Presence

is also related to readiness when preschool education is controlled,
Negroes have lower esteem, less preschool education, less preference
for father, and fewer fathers present in the home. Two variables,
préference for mother . among girls and distance from teacher aﬁong boys,
are related to readiness when Preschool education is controlled and

appear to be indicative of social maturity at this age (Henderson and

Long; no date),

Intelligence.-=Negroes aged five to mine make lower scores on
verbal and full scale performance of the WISC, No age or race dif-
ference is found on Ideational Flexibility, For Negrces only Vocabulary,

Picture Completion and Full Scale are related (Iscoe and Pierce-jones,

1964),

Language ,~=~Negro children between three and onme-half and six and
one~half do nct retell g story just heard more accurately or more abun-
dantly using a Negro as a hero (a version of One of These Days) than a
story without a Negro hero, Nagro children are more verbose than -
Spanish children, but there were no ethnic differenées in story relevant
inferred phrases, Negro and Mexican children produce more action stories

than Puerto Rican, Navajo and Sioux children (John and Berney, 1967).

Children of undesignated or mixed socioeconom c background, mixed
agee, and mixed ethnlc background

Attentional processes,-~Preschool retarded children who are trained
in focusing attention show greater capacity to assimilate and use
guidance when compared to controls., Although IQ is related to Pre-evalua-

tion scores, it does not determine performance. IQ is not related to
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difference scores or to capacity to assimilate and make use of coaching

(Santostefano and Staytom, 1967).

Ability, specifice~~Follow~up studies of children who have actained

reading proficiency before entering first grade indicate that these
children have above average reading achievement at least as high as
third grade (Sutton, 1968; McCracken, 1966; Durkin, 1966). The average
achievement of early readers is higher than that for comparably bright
non-early readers. The higher the IQ the greater the advantage of early
reading when difference scores of achievement and IQ are examined year
after year. Over a three-year period the advantage of an early start
increases for the less bright but decreases for the brightest children
(Qurkin, 1966). FEarly reading is associated with such factors as early
walking, early talking, father's education and personality of an older
sibling in the home (Sutton, 1968; Durkin, 1966). Recognition of
vocabulary is somewhat of a problem in first grade, but early readers
quickly master word pronouncing and oral reading skills (McCracken,
1966), Children who read at primer level when entering first grade

were all children who were read to extensively and had personal interest
in reading. They noticed signs and asked about words, letters, and..
numbers, A high percentage of the children were taught fo read either
at home or in kindergartene. The mean IQ of this group was 128. They
came from homes in which the fathers were skilled workmen, clerical
workers, or prcfessional workers and most of the mothers did not work,
Over two-thirds of these children had older brothers énd sisters
(Plessas and Oakes, 1964), Kindergarten children who are given systematic
instruction in reading skills in kindergarten appear to be more able

to recognize letter forms, letter names, and to associate letter sounds
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than children who are given a reading readiness program in kindergarten.
They maintain their reading skills during the summer and continue to

be better readers in first grade., A similar program conducted by parents
using a special guidebook and television instruction for at least thirty
minutes a week combined with reading to the child for at least an hour
per week was also found to be effective 1in teaching beginning reading
skills to children who have a MA of at least four and one-half, The
amount learned is directly related to the amoung of time someone practices
velated skills with the child (Brzeinski, 1964), However, there is not
always a positive relationship between prior experience and grade four
rez2ding achievement and sometimes the relationship between cultural

and environmental data reported by parents shows scattered significance,
Reading at fourth grade is related to kindargarten teacher judgments

and mental maturity, memory discrimination, motor control, specific
adjustment behavioré, interest in books and reading, and worik habits
(Tyler, 18%67).

In schocls in which the overwhelming majority of children read
below grade level, Negro and Puerto Ricén children who had been enrolled
in day care have mean scores nine months below grade level whereas the
mean scores for all children tested are one year and one month below
grade level at third grade., A curious finding is that the proportion
of day care children who score at or above grade level declines the
older the children are when tested but the trend for agemates 1s reversede.
No differences appeared in schools which had different proportiomns of
Negroes and Puerto Ricans (Wolff and Stein, 1966), A follow-up of a
Head Start group in kindergarten showed similar results for both Head

Start and non-Head Start children on a goal card used in both programs,

O

f_.m P,




240

This could be construed to be a positive result if the assumption is
made that the Head Start children were lower in the beginning because
they came from lower income families. The lowest one-fourth of Head
Start children shewed a higher readiness score than the corresponding
group from the non-Head Start population (Jacobs, 1967). Overall results
of a comparison of mixed SES fours and fives who were enrolled iu a
kindergarten program and those who did nct attend kindergarten show
that growth in school readiness and language skills of children who
attended kindergarten cannot be attributed to the normal kindergarten
experience (Rubin, 1969),

Children admitted to school at early, mormal and late ages do not
show differences between groups on the Metropolitan Achievement Test,
on academic ratings and on non-academic rstings of general behavior,
Pupils admitted at an early age rated as highly at fifth grade as others.
Only 8 percent of early age: parents were against the program in any way
but 63 percent of the late age children were unfavorable to the program,
All parents saw their children's adjustment to school as good, 1In
general both teachers who had early age children in grade one and those
who did not have early age childrem were unfavoraBle to the program.
There were nc differences in referralz, except more for early age in
grade one, and no differences in MA or IQ (Braga, 1969). Early entrance
to kindergarten will not, in itself, cause first grade adjustment arc
achievement problems, Adjustment and achievement problems which may
occur in early entrants are mot a result of CA but of a combination of
factors, MA and SES are related to success in first grade, CA 1s also
related to success in first grade but other factors have stronger

relationships. Schoel adjustment and achievement are interrelated
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(Loughlin, 1966),

Deaf children who have had the benefit of preschool training do
not exhibit higher levels of achievement in language arts,; srithmetic
concepts, and social adjustment in their first year of primary school
than a comparable group of deaf children who have 1ot had preschosl

experience (Phillips, 1964),

Concepts.~-Children with MA equivalents of 37 to 87 months improved
in number cbncepts and in small game skills as a result of small game
experiéncea, All children were able to count by rote to ten, enumerate
eight objects, use ordinal numbers to five, recognize small groups to
four or more, pair members of one set of objects with those of another,
recognize common shapes, identify all United States coins, identify
.colors, and use quantitative vocabulary (Ross, 1970), Both younger
and older preschool children benefit from instruction in conceptual undeé-
standing of number and clock time. Retention after one month is better
for the younger children (Tajima, 1964), Performance on such tasks
as reciting six numbers, handing axperimenter three, four, or five
dominoes and matching tasks Jmproves with an increase in age (D'Mello
and Williamson, 1969),

Children, aged three through eight, prefer form in color-form
matching tasks to color or size (Harris, Schaller, and Mitler, 197C;

Kagan and Lemkin, 1961), Perception and sorting of form increases with
age level with most form choices for geometric figures, next for reai.istic
figures, then scrambie figures (Harris, Echaller, and Mitlex, 1970),

When form responders are compared with color responders in either a

form or color matching task there are no differences in discrimination

learning or IQ (Corah, Jomes, and Miller, 1966).
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The simpler the stimuli used in preliminary training of concept
learning, the faster fours aﬁd fives will learn the task; and once the
concept iz learned undar simple conditions, they readily transfer to a
situation where the same concept is relevant but the stimuli are highly
complex. The young child can learn concepts commonly considered beyond
his capacity if the situation in which the concept is presented is suf-
ficiently simple (Petre, 1968; Ginsberg, 1969). Ability to make a con-
ceptual shifft: and ability to label correctly overt responses increases
with age (Fastner, 1969; Blank and Bridger, 1964; Lipsitt and Seranian,
1963), Three~, four- and five~year-old retardates can learn a simple
discrimination task and eventually leaxn to reverse without benefit of
verbal instruction (Sidwman and Stoddard, 1966). But chiidren, mot
retarded, who have had comparatively more than normal experience with
language were able t§ perform a far transposition more effectively after
morphological cu:. tza&tmant‘(Pbtts, 1968), As age three, &9 percent
of cross-modal choices are correct; at four, 84 percent are correct;
at five, 95 percent are correct. The fours and fives, but not the
‘threas, perform better than chance. Despite‘success very few children
can verbalize reasons for their correct answers, Some who are able to
verbalize may not be able o make the cross;modal transfer. Verbaliza-
tion appears to operate on three levels: 1) stimuli are labeled but
labels do not facilitate discrimination; 2) stimuli are labeled
aiding a modality specific discrimination bound to specific stimuli
which does not transfer across modalities; 3) the stimuli are labeled
end the label represents a concept which can bz abstracted and applied
independently by the child to an analogous situation in another modality

(Blank and Bridger, i964). Children are alsc more able to make reversal

A
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transfers more easily when training is on form than when on color.
They also reverse more easily on their pref: :red attribute whather
it is form or color (Trabasso, Stave, aud Eichberg, 1969), Learning of
fours through gevens under intentional set - - superior to learning
under incidental set (Amster, 1966). Children pPresented with sgeveral
conditional space discrimination problems in one day showed marked
improvement in performance from the first to the second tack and
then a slignt decline which was attributed by the experimenter to
boredom (Shepard, 1957), Preaschool children find reversal shift learne
ing more difficult than non-reversal shift learning when no irrelevant
non-spacial dimensions are present in the training trial, Reversal
shift is not inherently more difficult than non~-reversal shift, but
the ease of reversal shift depends on the training (Fritz and Blank,
1968). Mixed prereversal training is more beneficial than posit _a,
negative or no reversal training (Maughter, 1968). Only one experiment
does mot find differences due to pretraining (Coble and Price, 1965),
Children who are able to make reversal shifts do better on visual decod~
ing, motor encoding, and vocal encoding tasks than children making non=-
reversal shifts (Kastner, 1969), Reversal groups produce more variability
than non-reversal and controls. Both control and non=-reversal groups
show positive transfer and reversal groups show negative transfer,
There was no significant effect attributable to the instruction to
verbalize (Kendler, Kendler, and Wells, 1960).

Probability learning in preschool children is positively related
to recency of the interval batween the stimulus ard the response
(Bogartz, 1965; Bogartz, 1965; Bogartz,'1967). The probability of an

error 1s less given a correct response on the previous trial than
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given an error {(Bogartz, 1965). The younger preschool children choose
the reinforced response more often than oldervchildren (lewis, 1966;
Gratch, 1964).

When given warm-up and feedback on a same=different task in the
discrimination of letter-like forms, nursery schocl children are no
different from second graders on line to curve and rotation reversal
errors; however, when given warm=up and feedback which giveé inap-

propriate information regarding rotation and reversal but appropriate

frhe

nformation about line to curve transformation, they tend to make niore
retarlon and reversal errors than second graders (Hall and Caldwell,
1969}, Discrimineticn is also learned more easily when given training
in which transformations of the standards were the comparison stimuli
rather than when the comparison stimulili were very different. Performance
also varies as a function of the type of transformation. Left-right
reversals are more difficult than up-down reversals, the 90 degree rota-
tion and the 180 degree rotation (Williams, 1969), Children trained in
an Intermediate size concept and then given a one trial near, middle

and far transposition task showed decreasing ability in transposition
with increasing area ratio (Reese, 1965; Reese, 1961),

In a sorting task under two conditions (stimulating competition
present and not present), there is a general increase in the number ‘of
children in successive age group: who tend to make matching selections
on the basis of functional charscteristics. The younger the child is,
the more likely matching wiil be a stimulus simularity. When opportunities
for using stimulus properties are present, they are preferentially used
by young children, but when stimulus properties are absent an increase

in functional and category choices occurs (Birch and Bortner, 1966),
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When consistent training is provided in verbal identification of stimulus
components, performance Improves more than when inconsistent training is
given (Hawkins, 1964). It is necessary, however, that attention be
focused on the cue which is being used. Children given training on
cards printed in black with color lines radiating from the words,
cards with words and carde witb colored lines only did not learm tha
task. Apparently the children did not conmect the cues with the werds
(Duell and Anderson, 1967).

Irregspective of previous training in classification, young children
show discrepancy in responses to objects and pictures. Children who
kave had previous training in classification do not differ from their
controls eight months later in giving single grouping responses. Chil=-
dren who ﬁave been trained, however, are superior to contrxrols in being
able to produce multiple responses and to use more varied criteria in
classification, After receiving booster classification training, they
showed an increase in grouping responses, as did children receiving
classification and attention training for the first time. New training
did affect amalytical performance and impulse control but it did not
affect performance in logical operations and couservationr(Sigel,
Jarman, and Hanesian, no date),

Brain damaged children are not different from normal children in
their comprehension of words preserted by pictograph. Normals, however,
show differences in their ability to perform an enactive task. a
pictograph task, a logograph task, and a synthesis task, indicating
that synthesizing ability increases with age (Farnham-Diggory, 1967).
The implementation of an experimental curriculum for young mentally retarded
children indicates the effectiviness of teaching methods which maintain

conceptual wholes while directing attention to components (Connor and
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malbot, 1966),

Creative processes.=-~Teacher direction affects the paintings of

kindergarten, first and second grade children in wavs which are no: "lway s
negatives« Direction to raint without guidance as to subject matter ap-
pears to be frustrating. Types of situations in which highest scores

are produced vary from "directed what' at kindergarten to "“free choice"
at second grade. Paintings designed'as "feelings paintings' do not

give an adequate measure of the child's maturity according to.the Easel
Age Scale (Douglas, 1961l). As the group size of preprimary children
decreases, the total number of questions and the rmumber of questions
about discrepant events increases and the number of repeated questions
decreases (Torrance, 1970). Test method does not affect generalization
patterns about squares of diffuse size. Young children respond maximally
to test stimuli while spontaneously labelling the size stimuli big and

small (Landau, 1969),

Intelligence.~~Preschool children enrolled in a variety of early
childhood programs supplied the basis for a number of conclusions about
their intellectual development: 1) young children collect information
which they test and use in conversation and dramatic play; 2) young chil-
dren employ the essential elements of concept formation; 3) young chil-~
dren are concerned and can deal with ideas and information about the
"far away'; 4) young children attewpt to understand and distinguish be-~
tween real and unreal explanations for phenomena in their environment;
5) young children attemot to understand the demands of social living;
6) young children experiment with language and use humor~~-struggle to
understand and use the various means of communication, experiment with
the sound of words, experiment with the humor of reality distortion

(Wanri, Dorn, and Liddle, 1962),.
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The mental development of children during the first Ff'veo years .

a Swedish urban community ~-¢ measured by The Terman-Merrill Intelligence
Test shows dsvelopmental differences between classes (Klackenberg~-Larsen
and Stetson, 1968). A comparative study of Australian and Russian chil-
dren revealed a similar relationship between psycholinguistic ability
and the ability to regulate behavior through speech /.Joynt and Cambourne,
1968). Among Lebanese children who are undermnouished the median IQ was
found to be 79.5 as compared to 103 for the control group, and these
children walked and talked approximately twoc months later. Both sets

of scores were nofmal on the Gesell Developmental Scale. On the S-B
both performénce and verbal scores were lower than the control group
(Botha-Antoun, Babayan, and Harfouche, 1968),

Mental age of non-institutionalized mongoloids is correlated positively
with all Primary Mental Abilities subtests and totals. In children of
nine years having MA's of at least three years, higher and lower levels
of functioning can be identified. There is no decrease in the degree
to which Primary Mental Abilities are interrelated with increasing age

(Junkala, 1966).

Language.-~In the growti: of control of grammar between two and six,
imitation is more advanced than comprehension, and comprehension is more
advanced than production. ‘- .nce comprehension scores are higher than
production scores, the chiid learns much about the rules that relate
to referential patterning before he can produce the forms (Lovell and
Dixon, 1967). The predictability of children's language between four
years three months and five years six months depends on the type of
phrase and the level of syntax., The role an adult plays in relation to

children does not affect his predicting ability. As usually uttered,

201



248

children - language yields less than 50 percent redundancy (Dreher, 1968),
An increz.:: in age 1s positively related to an increase in recall scores
for bott :Iour and six word sequences and at test and retest. Immediate
memory decreases with reorderings of a simple declarative sentence in
such a way that best recall is found for the intact declarative sentence,
next for the subject and predicate reversal, next for the reversal of
verb and objecﬁ, next for the reversal of nouns and their modifiers, and
poorest for the'complete sentence reversal. The order in which the
modification of syntactical sturcture reduces recall remains constanc
throughout the preschool years (Salzinger, Salzinger, and Hobsen, 1966).
There is an increase with age in the length of wovrd strings which three
through five year olds can repeat. Addition and replacement errors are
fairly common, with the words which are added or useld as replacements
taken from pravious word strings. Children's deletion errors are highly
cérrelated to the form class of words., Percentages of deletions were
as fcllows: the, 36.6 percentj; verbs, 7.27 percent; nouns, ll.7 percent;
your, 30.6 percent; by, 13.77 percent; is, 20.5 percent. Imitation errors
of children were largely accounted for by deleticms. Function words
are deleted more often than content words (Scholes, 1969),

Brain dapaged preschool children are inferior to normal children
in most nonper;onality measures. The Vocabulary Scale is one of the
most discriminating measures between normal and brain-injured, but the
greatest diagnostic problem is usually presented by children whe are
normal in language skills. For such a child measures such as the Block
Sort Test, Copy-Forms Test, and Perceptual Motor Battery have considerable
df scriminating power. Compared to normal children, impairment is marked
in cognitive and perceptual motor areas and reliatively slight in the

araas Of personality functioning (Ernhart and Others, 1963). Cleft-
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palate children thow retardation in both language comprehension and
usage. Although their language scores become progressively higher at
each six month age interval between eighteen and seventy-two months,
their scores are lower than the appropriate CA (Philips, 1969; Smith
and McWilliams, 1968). All age levels show consistent and substantial
weakness in vocal and gestural expression and visual memory relative
to their pepformance in other areas of psycholinguistic functioning

(Smith and McWilliams, 1968).

Mediational processeso~-Paired associate learning of preschool

children is inferior in the condition of high stimulus similarity and
improves in the medium and low similarity condition (Price and Saravo,
1968). 1In a paired associate task using line drawings and three kinds
of instruction, the imagery instruction group took less number of trials
to criterion; next in effectiveness was verbal context, followed by
new control and replicated control'gnoups. Only the imagery group was
faster tinan the control groups. With verbal context there was nc dif-
ference (Reese, 1970). 1In a comparison of the infiuence of training
and test ratios on transposition, first test trial results showed more
transposition for children trained with larger ratios, but no distance
effect. Overall test performance showed some evidence of a distance
effect, Increases also occur across test trials (Osen and Cole, 1967).
The effect of larger ratios in improving transformation is also seen
in a trarsformation problem involving the verbalized relationship of
Jarge and small (Zeiler, 1966).

Preschool children stopped playing with a desired toy in the face
of either a mild or severe threat of punishment., A mild threat of punish-

ment led to devaluation of the toy which was greater than that with severe
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threat (Aronscn and Carlsmith, 1963). Verbal conditioning leads to an
increase in food consumed on the first day. Such reinforcement, however,
becomes increasingly ineffective with satiation of the reinforcing

stimuli and for the foodstuff that was manipulated (Lovaas, 1964).

Memory.=-~There is no primary effect among fours and fives,
whereas primary effect is Ffound among primary children in a short memocry
task (Donaldson and Strang, 1969), It has also been found that a two-
second interval in a paired assoc’ate task results in more omissions
than a six-second interval., The short interval group also cmitted more
responses than the long interval group (Pri-e, 1963). The dependency
relationship can be used to facilitate intentional and incidental
learning in memory tasks from audiovisual presentations in young wmertally
retarded children, Children who attach high reward value to fhe £ilm
model reproduced her responses more often ithan did chiidren who had
had no prior experience with her. Presentation by the teacher is more
effective, but retarded children can learn from audiovisual materials

prepared especially for them (Ross, 1968).

Perceptual processes,~-Threes, fours, and fives are better able to

recognize right side up figures. Performance is not affected by age or
orientation of cthe array (Ghent and Bernstein, 1961), For the visual
recognition of incomplete objects by threes, fours and fives, the greatest
completeness of representation is required for the youngest children.
Training decreases the amount of representation required for recognition,
Greater developmental differences are found when training with complete
pictures is provided (Gollin, 1960). Preprimary children differ from
primary children in their perception of figure inversion. Preprimary
children do not have a preferentfal 032?%tation for non-realistic figures.
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For primary children the preference is for upside down figures (Dodd
and Strang, 1966). Iranian children show a strong preference for
vertical orientation of figures (Antonovsky and fhent, 1964), pre-
schoolers make more color responses and mgfe part responses than third
graders (Corah and Gospodinoff, 1966).

Gains on haptic performance for threes, fours and fives enrolled
in a Montessori program exceeded those of non-Montessori children
(Concannon, 1966). However, training on haptic tasks among children
attending Montessori and mon-Montessori preschool programs resulted in
higher change scores for controls than for the experimental group in
both types of programs. The only change among experimental children on
haptic learning from Montesscri or non-Montessori was in favor of the
non-Montessori group on scores attaimed at the twelve month interval.
Within the experimental growup it made no difference whether the children
attended morning or afternoon sessions (Coyle and Concannon, 1968).

Children between ages three and one-half and five and one-half
who have been trained with ITA show greater improvement in articulation
than controls when tested on the Goldman-Fristoe Filmstrip Articulation
Test (Goldman, 1968), Black and white photos of younger unfamiliar
children are easier for children in kindergarten, third, and eighth grade
to discriminate than older or middle children's pictures. Older boys
and girls recognize more pictures than younger children (Goldstein and
Chance, 196/). Prior training in one sense modality (auditory discrimina-
tion) does not effect learning set formation in a second sense modality
(visual discrimination) 1 . four to eix year oldses Differences hetween
sub=normal children below an MA of five and normal children of similar

MA's in the formation of discrimination learning sets are ambiguous,.
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Neither the failure to learn visual discrimination nor the failure to
form elementary learning sets can account for their intellectual rétarda-
tion (Lunzer and Hulme, 1967).

When preschool children are exposed to a novel play situztion (novel
climbing apparatus), they take longer to approach the object of novelty
on initial exposure than they take upon subsequent exposure a day later
(Jeanrenaud and Linford, 1969). The onset or termination of a dim light
as reinforcement exzrcises a strong reinforcing effect on the lever
pressing behavior of three and one-half to five and one-half year olds,
but the effectdiminishes on successive days. When pictures were added,
the results suggested that Che onset of the light was more reinforcing
than the te.mination of the light (Antonitis and Barnes, 1961).

The behavior of kindergarten and first grade children in using the
Edison Responsive Laboratory goes through five phasess The first is
free exploration and no statement can be made about achievement, In the
second phase the child has learned that the typewriter only works when
he strikes one key at a time, has discovered the purpose of the return
key and is able to find some of the letters when shown aﬁ example,
in the third phase the child has learned to discriminate capital letters
and small letters. Phases four and five involve typing words and stories
and using thé booth for related classroom activities. Forty=five percent
of the first graders and 13 percent of the kindergarteners rcached phasec
five. Booth achievement is related to the amount of time a child spends
in the booth (Nimnicht, Rayder, and Johnson, 1969).

In a programmed instruction approach to beginning reading, the
oral response group made higher mean scores than the non-oral response
group. Oral responding appeared to fecilitate ‘the recognition and com-

prehension of printed words (McNeil and Keislar, 1963).

"~
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General cognitive.-~Longitudinal study of <.nsarvation tasks confirms

Piaget's order of difficulty of the tasks and highlights the transitional
nature of the age period from five through seven, Correlations bstween
progress In conservation and other measures of meautal aptitude and schocl
achievement are only moderately high (Almy, Chittenden, and Miller,
1966). Four training procedures (cognitive conflict, verbal rule in-
struction, language acquisition and multiple classification) were used
with four to six year olds to investigate their effect on improving ccn-~
servation, No differences were found betwegn the experimental groups
and the control for each training method; however, with the passage

of time there was an increase in conservation of number which led to

the conclusion that conservation of substance was not induced by a
variety of techniques (Mermelstein and Meyer, 1969), In a similar
experiment in which one~third of the children received direct training
in number conservation, one~third received training designed to produce
internal conflict, and one~third r -~eived no training, a greater number
of conservation responses were made in the conflict group than in the
control group. In length conservation the conflict Plus verbal pre-~
training group did better than the control group without verbal train-
ing. 1In substance comservation, the conflict group without verbal
Pretraining did better than the control group. There was little trans-
fer from number conservation to length and substance conservation
(Gruen, 1965). Instruction has also been shown to induce conservation
of number, weight, volume and mass in three through five year olds
which showed no extinction aftar three weeks. Differences were found
between CA levels. MA levels consistently correlated more closely with

conservation than CA lavels, Correlation among the major types of con-
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servation (numbers, mass, weight, area, volume, and reversibility in
mass, weight and number) were about the same as those within conserva-
tion of number (Young, 1969).

In the conservation of length there is a difference associated with
age which seems to occur between the ages of four and five when data
are considered collectively., Differences also occur with regard to
the amount of verbal exchange between the experimenter and the child and
the comparative length of rods used in the various tasks {George, 1970),
Conservation of length is not unitary in nature relative to the reflexive
and non-reflexive properties. There appears to be little, if any,
relation between verbal maturity, IQ, age and sccial class and scores
earned by four and five year olds én concervation of length items involv-
ing the reflexive or non-reflexive property (Carey and Steffe, 1969),
The ability to conserve lenzth is not a necessary nor a sufficient con-
dition for the ability of iransitivity of length relations. Conserva-
tion of length relations involves properties and consequences which may
be necessary for transitivity (Carey and Steffe, 1969)., A factor which
may be related to the effect of instruction on understanding seriation
is the child's stage of development when the instruction is given,
Children three and one~half to seven and one~half who were in the
transitional stage in understanding seriation made gains afcer given
instruction {foxford, 1964), Between the ages of four and nine there is
a regular increase_with age in the percentage of children who perceive
both parts and wholes., Parts are perceived at earlier ages than wholes.
Children of average and above average intelligence perceive parts mo:
eacily than they perceive wholes. A majority of nine-year-old children

are able to make part-whole integration (Elkind, Koegler, and Go, 1964).
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In a test of Piagetian theory using a multiple-choice picture story
Projective test, children in kindergarten and first grade showed random
preferences (L'Abate, 1962),

Acquisition of the concept of probability is a developmental
phenomenon which increases with age with almost all children learning
tha non-verbal task at age six. At age five about one~third can verbalize
tue prob- ility concept but at age three years eleven months none can
pass either the verbal or non—vegbal test, The non-verbal test ig
passed by 75 percent between CA three and 8ix. A much smaller perc:...age
can pass the werbal test (Davies, 1965), Probability judgments of fours
and fives are highly dependent on task conditions. Judgment may be
infliuenced by color preference and the proportion in which two scimuli
are mixed, For children who use probability rules, judgmont becomes
more difficult when Probability approaches .50 (Goldberg, 1966),
Fours and fives demonstrate a greater understanding of prebability under
one condition (decision making) than under anothe: {project task),
casting doubt on Piaget's comtention that young children cannot undgr-
stand the probability concept (Yost, Siegel, and Andrews, 1962),

The youngest level for the solution of oddity problems falls
between three and =--- yvears; for condicioned oddity wroklems, no
younger than six years; and for object discriminat fon the initial
level varies with age with older children being mor:. discriminatory,
but not in the final lével (Hill, 1962). Retarded children have less
skill in logical thinking than normal children. Participation in a
creative multi-media program results in higher posttest scores on legicsl
thinking, indicating that the training progrem was appropriate fnr 1 .

abilities of the o' idren (Ross, 1969)., 1In subnormal children cetween
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one and nine years examined on various aspects of development accord~
ing to Piaget's sensori~motor stages, locomotor development was more

advanced than speech development (Woodward and Stern, 1963),

Summary of findings in cognitive jomain

Many of the limitations mentioned in the summary of the psychomoior
domain are equally true for the cognitive domain, iL.e, most studies do
not make comparisons between ADV and DADV, studies at one SES level have
not been repeafed with other SES levals, and studies with Angle children
have not been replicated with Negro children. Many studies do focus om
specific age levels, but most studies do not state findings in terms of .
ethinic groups. fThere 1s a notable iack of data in several areas of major
interest. For instance, there are only five studles of ADV Negro five
year olds; only three of ADV Anglo children, mixked ages; only six of DADV
Anglo under five vears of age; only one of Anglo DADV children, mixed
eges; only four of Negro children of undesignated or mixed socioeconomic
background, under five years of age; only three studies of Negro children
of undesignzted or mixed Socioeconomic background, mixed ages, and there
are no studies of ADV Negro children, mixed ages,

Socioeconomic differences.-~Compared to ADV children, DADV children

appear to be more impﬁlsive in response disposition. ADV under fives pre-
fer complex figures and novel stimuli while Head Start children do not
have this preference. The sttention level of ADV children is higher
than that of DADV children for watching television Program segments,

Much of the data on readiness is not comparative, but soumie differences
can be cited. In follow-up studies in later school years, ADV children

receive higher grades and test scores generally than do DADV children.
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This difference is also evident on the reading readiness tests generally
given at the end of kindergarten and on tests such as the Peabody Picture
Vocabulary Test (PPVT), Metropolitan Reading Readiness Test (MRRT),

and Gates Primarv Reading Test {GPRT). The ADV child usually has had
more pre~reading experiences that are related to first grade achievement
than has the DADV child. Early readers are usually from HSES levels.

The urban DADV child displays different cognitive defects than the small
city or rural DADV child, who in some respects is moré similar to the MSES
population. DADV children seem to profit more from visual discrimination
pretraining. Often the gains shown at the end of a preschool program

for DANV children disappear after entry into the primary school, Abilities
of DADV children after preschool programs range from groups that compare
favorably with or equal to suburban ADV children to groups that show no
gains.

DADV children differ from ADV nurserv school children in the area
of number concepts and ordination. The DADV children appear hindered in
discrimination and labeling processes.required for classification,

MSES children taught sorting tasks by their mothers perform well above
LSES children, particularly in offering verbal explanations as to the
basis for making their sorts, MSES children show more reflection and
evaluation of alternatives and more objective and abstract thinking than
LSES children., Compared to I1.SES children, HSES children make more use of
the presence of adults in tueir problem solving. MSES children make more
correct choices tt.an LSES children on picture-object matching and on
arranging pictures spati lly. HSES children learn discrimination tasks
faster, make more correct responses and show & preference for the higher

possibility alternative than LSES children., ADV score higher than DADV on
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the Children's Embedded Figure Test (CEFT) and the Matching Familiar
Figures Test (MFFT) except for subtests on number of contacts and number
of manipulations, Compared to HSES chiidren, LSES children's probliem
solving behaviors arve more poorly developed. LSES children do improve
in discrimination performance &0 a greater extent than HSES chi dren, but
it is a result of familiarization with the test. DADV non-English .g cak=
ing children are crnsistently below the population mean for each concept
category.

Most ADV and DADV children use miniature replicas as "props," but
DADV do not use undefined play objects or substitutc varbal description
for objects. ADV verbalization serves “hree functions: {imitation of
adults, imaginative make~believe, and management of play. Verbalization
for DADV serves the function of play only and is not imaginative or make~-
believe., ADV are '"concept-and-word minded," while DADV children are
"act-and-word minded."” 1In ADV children the leader is difficult to spot
and leads by wirtue of his capacity to sustain projection of encompass=
ing theme and ability to explain satistacterily the logic of his opinions
and actions; the function and kehavior of the leader is one in which tbe
DADV child takes on the role of authority. ADV children laugh with one
another in the handling of prob}ems or teunsions while DADV laugh at each
other. ADV children's criticisﬁs are noi directly personal hLut DADV chil-
dren's are. ADV are a little overt in their aégressiveness and DADV are
openly aggressive, ADV plaun theiv play verbally and identify with a role
while DADV spontaneous play t kes place only within the classrcom and in
corners equipved for play. A complex imaginative theme can be “iscerned
in ADV's sociodramatic play, and these children are fle::ible in theirvr

use of props and setting. Most MSES children have dramatized stories
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at home but few LSES children have. Their mean originality scores are
higher than LSES children's scores, ADV children's representational play
is somewhat more elaborated and differentiated than DADV children’s.

ADV engage in more verbal descriptions. There is some difference in
scores of creativity in the use of painting materials between ADV and
DADV children,

ADV children give higher predictions of scores they will attain than
DADV children. There is a wider range of IQ points in DADV groups than
in ADV groups. ADV children do not have to be taught many of tne sub=-
skills taught DALV children in comparable programs. The average scores
of MSES children on both verbal and non-verbal tests are almost identical,
Where there are comparable data, DADV children have lower IQ scores on all
of the tests used than do ADV children.

Anglo MSES children use proportionately more complex sentence types
in free speech situations than Negro LSES. They also demonstrate more con-
trol of the 13 common syntactical structures. ADV nursery school chil-
dren make more responses than Head Start children (both fours and fives)
in comparative studies. MSES Negro children differ from LSES Negro chil-
dren in total vocabulary with the most differencé in the use of noun and
verb clauses. The MSES group utters longer and more complex sentences
with relatively fewer nouns than the LSES groupe.

ADV Negroes produce a great many more words to describe pictures
than do ADV Anglos and DADV Negroes. DADV children ask fewe - classroom
questions and are rated lower than ADV children on oral expression by
their teachers. MSES children without preschool score as well as LSES
children with preschool.

In recall of lexemes over that of words, MSES children are near
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maximum level at the beginning of training., Consequently, LSES children
show more improvement than MSES children, As string length increases
for more complex language forms, Head Start fives’ performance drops below
that of MSES foursz A DADV group's mesn error to criterion on paired
associate learning tasks is more than the mean error of ADV children.

in the area of mediational processes, maternal teaching behaviors
gre as useful ormore so than mother's IQ or social class as predictors of
her child's behavior,

On spatial arrangem:nt MSES children receive higher total scores
than LSES children. The occurrence of representational activity as an
inclusive or dominant mode of approaching the task situation 1is more pre-
valent among MSES than LSES children. ADV show high auditory decoding
and auditory=vocal skillse

Several comparative studies indicate no differences between SES
groups on conservation tasks. Others indicate that ADV children make
more consistent nonconserving resiunses than DADV children at aée four
and more conservation responses at age five. Perceptual supports are more
effective for DADV children ages six to six and one-half and sensori-
motor supports are more effective for younger fives., DADV children's

conserving responses increase with age.

Age differences.=~Th.-ees are limited in the number of words they can

learn to read, while fives give evidence of more ability for handling pre-
reading experiences, including some formal reading activities. There 1is
a steady development in sounding out words, recognizing letter symbols,
and reading. By five, self-correction of errnrs begins to b.come apparent,
There is a consistent increase in ability to countc as a function of CA,

Kindergarteners also show a substantial gain in understanding numbers.
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4 definite difference is observed between childven older and younger than
67 months in repeating number problems, copylng and recognizing Arabic
numerals, and in the intelligibility rating on numbers and number problems.
Older fives ¢ 1ieve higher scores on readiness tests.

There 1i: definite age trend for children's responses to commands
varying in coaplexity. More children four and one-half and older order
pictures correctly. Age discrimination of photographs reaches a ceiling
at age five. Color and size discrimination is easier for chrees than for
sixes, Few threes and fours attain criterion on conditional discrimina-
tion tasks, Under fives respond by color or form and not by both, zlthough
this can be fostered thro:gh training. They make fewer correct responses
in oddity problem learning than kindergarteners. The over-all errors on
tasks requiring matching letter-=like forms correctly decreases with age
while the ability to mak: a conceptual shift and ability to correctly
label overt responses increase with age. Ages five and six appear to
be ciitical in acquisition and transfer, respectively. Kindergarteners
older than 68 months are higher in achievement on money, number, measure-
ment and total scores. There is a progressive change from nursery school
to third grade in the use of coler concepts in the construction of forms.
The total number of errors on concept utilization tasks decreases with age.
Fours have great difficulty recognizing a docuble alternation sequence.
Varying stimuli and irrelevant dimemsion ox attribute are more distracting
for four.. and younger., After four the pumber of correct responses increaseg.
Fives demonstrate perception of one-to~cme correspondence in their matcﬁ-
ing and can perform simple addition and subtraction of concrete instances.
Fives and older handle oddity problems better than fours. The percentage
of correct cross-modal choices increases from age three to five. The

younger child chooses the reinforced resporse more often than older chil-
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dren. Children of a variety of backgrounds who speak a foreign language
at home show a progressive increase in their accomplishments by bofh CA
and MA grouping,

Threes to fives show a steady decrease in errors in discerning the
roundness, pointedness or squareness of an object. G-7nerally, older
children play better than younger children, Children who entered a pro-
gram at ages four and five show a continuity of creative growth over
three years.

Prekiuisrgarten treatment does not lesser the gap in IQ between DADV
and ADV but prevents the difference at sge four from increasing by age
five. Among DADV thiees through sixes, threes and fours show the most
dramatic IQ gain in programs. Children who enter programs at age five
make the expected gain for children entering at age four.

Children in each succeeding age group emit more information process~-
ing predicates to other children. DADV fours rate lower than fives on
intelligibility rating on words and sentanaes and relating a story via
pictures, There s an increasing use of transformations as age increases,
Decreasing numbers of older children use restriéted transformations,
While adverbs denoting position orx direction in space (up and down) are
understood by age three, adjectives denoting spatial relationships
«reft ;nd right) number or relative quantity generally sre mot understood
--1til age five and one~half or =six, Plural/singular contrasts
marked by collaction of nouns are comprehended by five: simple imperative
sentences by three; mcither '~~~ as negatives mot until seven; and passive
voice by age five and one-i.if, More kindergarteners than nursery school
children 1:zru grammatical sets, but threes and fours can recall a non-
sense string of piosnemes better than fives. The percentage of use defini-

tions tends toc Jlacrease with age. Five and one~halfs to six and one~halfs
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hold a conversation more frequently than younger children. Dramatic
play use of suggestion and agreement increases with age. Children under
five give no indication that they can differentiate between '"more' and
"less," and fours fail to verbalize scorable reasons for comservation
tasks,

Developmental trends are obvious in shape reccgnition. Important
cues for younger children are those which afford information about the
texture of objects rather than their shapes. An increase in age is posi=
tively related te recall scores. Fours cannot maintain sequences without
perceptual support but most fives and sixes can. Fours tend to use
concept reorganization or clustering more than serial order recall.
Serial ordering appears during the fourth year.

After four and omne-half, inter-problem transfer begins, Per-
formance on oddity discrimination problems indicates reliance on negative
cues for younger children and stronger positive tendencies for older chil-
dren. Between four and one-half and five and one~half verbal mediation
facilitates transposition of the middle size response. The ability of
more complex language tc regulate the child's kehavior begins around age
four and is achieved by most children by age six.

By ages five and six there is an increase in the accuracy of same=~
ness-difference judgments. Scores on perceptual tasks requiring cbject
naming increase with age. There is a rapid linear increase from .nree
to five in visual recognition of a cue that is moved througﬁ several
spatial transformations before the judgment is made. Figure-ground
diserimination improves between sges three and five. Threes do not
transfer from the visual to the auditory wode, but fours and fives do.
The focal part of a figure is perceived by threes and the top part by

fives. The percep..ial recugnition of pictures of familiar objects in
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varying degrees of focus increases Letween four and five and one-half years,
#*ive and one-halfs, compared with fours, show an increase in their spon-
taneous pre-cognition verbalizations in mention of details and attributes.
For visual vecogniticn of incomplete objects, the greatest completeness

of re-resentation is xequired for the youngest children.

Fours give more iticonsistent monconserving responses than fives, but
fives are not consistent either. Between four through seven, the per-
centage of children who can show transitivity of length increases. Fours
through sixes perform better on percepiion tasks than on prediction.

They can match objects, collect small groups which share common factors,
understand some or all relationships and foxrm exhaustive classes. The
sophistication of their responées in problem solving behavior increases.
Perceptual explanations show a decrease at the end of this age span, while
gymbolic e¥planations show an increase, In relation to Pizget's conserva-
tion theory, most studies show some conservers at each age level with

some increase in the swumber of conservers at each age level, Lvidence

is given for the sxcess of kindergarten and other training programs in
inducing conservation, although figures indicate that the children who

~

conserve were in a transitory stage at the beginning of the programe.

Ethnic differences.--LSES Mexican=American children have a lower atten-

tion level on all segments of television programming. There is a difference
between Negro amd Anglo children using seriation scores as a criterion.
Scores on the Metropolitan Reading Readiness Test are also different

for Negroes and Anglos. Nom-Puerto Rican white children are ranked higher
by their tecachers than Negro and Puerto Rican children. Mexican-American

children show less progress than Anglos on reading and arithmetic in

Head Start programs wherc they are compared. DADV Negro children are

O
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less often interested in only omne or two objects or a:tivities than the

DADV Anglo chiid but are more skillful at tasks requiring physical. co-
ordination. The Negro children have lower esteem, less preschool edyca-
tion, less preference for father and fewer fathers present at home than

Anglos., The Edison Responsive Environment minimizes differences between
Negroes and Anglos.

Anglo kindergarteners make greater absolute gains in number concepts
than Negro kindsrgarteners but lesser relative gains when both groups are
compared to theix respective controls,

Low IQ Anglo and high IQ Negro children score higher on divergent
thinking measures than high IQ Anglos and low IQ Negroes. Anglos are less
fluent on an "unusual uses'" test than Negroes.

In programs where comparisons are made, Anglos out-perform Negroes
on verbal and full-scale measures ¢f the Wechsler Intelligence Scales for
Children (WISC) and on the Peabody Picture Vocabulary Test (PPVT),

DADV Negro children score higher than Mexican-American children, as do
Anglos,with the greatest difference occuring at age five. TDADV Mexican—
American fives score lower on the PPVT than MSES twos and threes,
Likewise, DADV Mexican-American cﬁildren show greater gains in inter-
vention pregrams than Negro and Anglo children.

Anglo MSES children in free speech situations use proporticnately
mora complex sentence types than Negro LSES children and exhibit greater
control of 13 common syntactical structures, Negro children have a highly
structured language patterned after that of adults in their community
which differs from the language of Anglo children. Many of the Negro
speech patterns exist in the form of %ragmenting expressive phrases or
simple sentences. Most expressive pafterns show an omission of verbs and

infinitives which is generally common to the dialect of the children.
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Puerto Rican mother-child pairs are twice as active as Negro mother-child
pairs in verbai and non~verbal forms of communication that encourage
exploratory behavior and learning. The Negro mother is more active in
the use of verbal admonitions and in directing and coarcing verbal and
non=verbzal communication. DADV Mex carn~American children prodice considera-
bly fewer words to describe pictures than Negro and Anglo children. Indian
children score particularly low on verbal measures. Negroes and Mexican-
Americans score lower on tests of verbal proficiency than Anglos. ADV
Negroes produce a great many more words to describe pictures than
ADV Anglos and DADV Negroes. Kindergarten attendance has substantial
effects on the verbal comprehension of Negroes but only slight effects
for Anglose

In paired associate learning tasks using photographs as stimuli,
"Negro children perform below Anglos. 1In sensory percepticn Negro children
are superior to Anglos and Orientals.

Very few comparisons exist for ethnic groups on conservation tasks.
MSES Anglos show more consgervation responses in a control condition than
LSES Negroes. On object sorting tasks Indian children's scores are
sirilar to those of DADV Negroes. Both Anglo and Mexlican American fours

increase their judgments of equivalence.
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Affective Domain

Advantaged Anglo children under five years of age

Social behaviors.e~(Aggres»ioq). Aggressive behavior declines among

———

i

four-and-one-half-year-old boys from a natural base rate of about 13.4
percent of their initial interactions in nursery school to about 7.4 percent
half way through the first term. The comparable figures for girls are
reiatively stable, dropping from 3.5 to 3.1 percent. More mature "adult-
like' behavior increases in the same children from 13,5 to 18,5 percent
for boys plus girls, with girls showing higher base and terminal rotes
(Vetz, 1960-61), Aggression has been found to be positively related to
empathy in boys of this age but unrelated for girls, whereas among older
preschool boys, the relationship becomes negative but remains zero order
for girls (Feshbach and Feshbach, 1969) . This suggests that aggressive
behaviors among pr;school boys may signal approach or prosocils? contact
making, whereas it may more indicate antisocial tendencies or :1al
immaturity later,

(Dominance). Absolute levels of dominance, submission 1 resistance
to domination are not ex:iremely stable across play sessions ¢ child
dyads, but the relative positions maintained by fours show modestly
high consistency for dominance and submission and low consistency for
resistance (Gellert, 1961), Using relative position in the rankings as a
criterion, around 70 percent successful prediction can be made ofiwhich
members of as yet.unformed pairs will emerge as dominant, when these have
not been extremely different in initial ranking (Gellert, 1962)., Unquali-

fied power assertion (UPA) by mothers is correlated with nursery schoolers®
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observed hostility to peers (.60), power assertlon toward peers (.48),
resigtance to peer attempts to influence them (.68), resistanmce to teacher
influence attempts (.42) and being more hostile and more resistant toward
peers than toward the teacher (,51), Apparently father UPA does not
affect the child's status directly, but father authcritariénism seemingly
affacts his power assertion toward the mother, thereby contributing to

her power assertion toward the childq Middle clases fathers and mothers
are lower on the reapective characteristics that affect these qualities

in Lffspring than are working class parents fHoffrwan, 1960),

(Sitvational factors). Attempts to identify situational and ramily
factors which maintain this particuler group's interpersonal behavior
have been plagued with methodologiéal problems and {nconclugive findings
(Robbins, 1963; Reichenberg-Hackett, 1962).

(Imitative behavior). In a digcriminaticn leayning situdtion, fours'

jmitative behavior is facilitated by a brief prior history of warm,
rewarding interaction with the adult model, although aggressive behavior

is readily imitatad irrespective of prior relatioﬁship estaplished (Bandura
and Huston, 19&l).

(Reaistance'gg.temgtation). Among fours, more active boys and lessg
emotionally reactive girls aTe mdOxe registant to temptation (Burton,
‘Ma=coby, and Allinsmith, 1961), Conformity as a weans of resistance to
temptation is facilitated by a motive to pieaee the opposite-sex adult
(Burton, Allinemith, and Others, 1966),

(Dependency) « Dependency arousal by withdrawal of attertion increases
boys' identification with and congormity to an adult's standards in a
game, but decreases conformity 1f yrejection is felt, For fours of both

sexes withdrawal of attention increases conformity motivation if the child
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has the motive to please the opposite-sex adult (Burton and Others, :966).
As will be seen later, many fours do menifest this motive. Unlike imita-
tion of aggression, a cross-sex orientation rather than a same-sex
orientation of child to adult seems importani. These data plua those
subsequently reported regarding aggression suggest that peer contact
behaviors among preschoolers may be encouraged by the same-sex adult and
théé éﬁﬁfsrgify“to rules made by adults may be encouraged by opposite-
sex adults., |
Children rated by teachers as higher in dependency are less accident
prone at three and four years (Bitner and DeLessovoy, 1964). This is
apparently due to the lower tendency of dependeat children to test the
limits of their enviromment, thus operating for them as a safety factor.
(S8ex-typing). More masculine boys see their fathers as more nurturant,
rewarding and powerful (Mussen and Distler, 1959). Self-consciousness
regarding seanppropriate toy choices is not apparent in boys of three
and four yearsgof age when an ?dult is.present. Boys and girls of this age
play less with\sex-typed toys than do older children, irrespective of

adult presence (Hartup, Moore, and Sager, 1963),

(Prosocial behaviors). When cooperative versus competitive achieve-

ment behaviors are rewarded among fours in a situation where cooperation
maximizes payoff, rewards for cooperation result iﬁ vastly more rapid
completion of problems, Children are highly sensitive to reward cues
for cooperation and competition, but are relatively insensitive to the
need for mutual assistance and the possibility of sharing turns when the

situation invites competition (Nelson and Madsen, 1969). Negro and Anglo

and MSES and LLSES appear to behave in a quite similar fashion in the

foregoing. However, naturalistic gtudies of sharing, under no constraints,
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show vastly higher rates for MSES Anglo than for LSES Negro four and
one-~-halfs and emong initial non-sharers MSES are more readily induced

by social reinforcement to share (Doland and Adelberg, 1967). Social

cless and ethnicity are unfortunately confounded in this study. Among

boys of four and one-half years, altruilsm, generosity, cocperation and
sympathy are all positively aésociated with father nurturance and negatively

assoclated with child competitiveness (Rutherford and Mussen, 1968),

Social perceptions and communications.--(Status awareness), Negative
and positive connotations (color meaning) are given significantly often
by threes to the colors black and white, respectively. This tendency
increases further among fours and even further among fives., Awareness of
Negro and Anglo racial identification and labkelling increases linearly
with age also, but at a slower rate than does color meaning (Renninger
and Wiliiams, 1966)., Racial awareness thus appears to be quite low in
under-fives (Abel and Sahinkaya, 1962), Regional differences are also
evident, with southern Anglo ﬁursery school children showing higher racial
awareness than southern Negroes or northern Anglos or Negroes (Morland,
1966), Nursery school children display color meaning and generalize this
to associations with race (Stabler and Others, 1969).

At a more general level, social perceptions show greater stability among
fours than throes (Estvan, 1966). 1In an interracial nursery school of
threes, all show racial awareness (Stevenson and Stevemson, 1960).

(Person preference), There is no gemeral difference inm the behavior

of threes in an integrated nursery school, either in the type of behavior
showm or time spent in same~race versus other-race interaction, although

sex segrrgation 1s 2 consistent feature of threes' interactions (Stevenson
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and Stevenson, 1960). Under less ideal conditions, comparisons have beexn
made of preferential behaviors of nursery schoolers subdivided into southerm
white (SW), southern Negro ¢(SN), northern white (NW) and northern Negro (NN).
SW are lower than SN in acceptance of Negrces and lower in their acceptence
of Negroes than of whites when these are viewed in pictorial material. A
majority of all four groups show a preference for white, with SN being least
iikely and SW moazt likely to prefer members of their own race. Whites are
more likely to say they look like a white child than Negroes =are to say

they look like a Negro childe, More than three-fourths of the white chil-
dren say they would rather be white than Negro, but only omne~half of the
Negroes would rather be one of the Negro children in the pilctures. Per-
ceptions of mothers are subject even moreso to tha same bilasing effect
{iorland, 1966), This study was done, 1t should be :icted, prior to the
current emphasis on pride in '"blackness.'!" Using a similar picture-story
technique, it is demonstrated that fours who receive verbal praise ifor
giving a positive verbal response ahout the "dark" children show a change
toward attribution of positive characteristics (Thompson, 1967).

(Emotional communication). Trainable mentally retarded children of

MA three years two montiis to four yeare five months viewing standardized
photographs of facial expressions show high accuracy for "happy," next

for 'angry,' next for "sad," but_inaccuracy when the expresslon 1is
"afraid.” This pattern of accuracy closely matches that of higher MA
children of average I1Q,although lower MA children show lower accuracy
(Dil, 1969)., When threes and fours are presented a similar task in a
cartoon story sequence, few children are able to use the story sequence to
improve their accuracy of emotional recognition over their performance

for isolated frames alone, althcugh fives are able to show this capacity.
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In their spontaneocus verbalizations about cartoons, threes and fours

gshow a rich language for describing emotion. However, foilowing the ask-
ing of structured questions-<about the samec faces, thay tend to drop thelr
spontaneous verbalizations aund begin to adopt the same labels which
appear in the examiner's questions, showing how readily one overrides

the rich, natural response systems, Yet threes ané fours show less of this

tendency than do fives and sixes (Gotts, 1971b).

Motivation.-~(Fallure/success). Reactions to failure on a difficult

task are shown by fours by an increase in faclial expressions and rational-
izing behaviors and smong threes more often by their seeking help or
making no attempt at solution. Destructive behavior aad motor manifesta-
tions are of low frequency, while expressive distress communicarions and
information seeking are most frequent (Zumich, 1964) .,

(Reward schedules), Among older fours both high and low persistent

children persist longer under medium reward than under high or low reward
(Nakamura and Lowenkron, 1964). ADV nursery schoolers do nct persist

as long as DADV of similar age. ADV Anglos remair more consistently on
tagk across a variety of different rewards (Sterm, 1966).

(Preference). A "Group Test of Color/Form Preferential Behavior"
shows high stability among under fives for color preference, but scores
arelSubJect to a number of specifiable mir"mal influence effects (Gotts,
1968a). These preferences have been successfully modified by a single
session of reinforcement in fours (Gotts and Teach, 1969). The absence
of the color dimension from some ltems as a possible basis of conceptual
conflict has been demonstrated among older children (Miller, 1970), but

not for younger fours (Thompson, 1970). MSES children regularly shift
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from color to form preference in the latter portion of the preschool

years. with some children undergoing the shift at age four and others
later., A developmental ghift of selesctive attention appears o be
responsible for the observed changes, and it is speeded by relevant expsri-
ence; including emphusis and reinforcement fer form attending (Gotts,
1971a), and generally not impeded by lack of ability,

(Feer effects). When fours teach thre2s to assemble wooden puzzles,

MSES Anglos give more positive reinforcing comments than MSES Negroes

or LSES of either racez. Both sexes reflect these race and class differences,
Negative reinforcement shows jess variation and is used iess by MSES. The
frequency of reinforecomert delivery is, surprisingly, not dependent upon

the younger children's performance (Feshbach and Devor, 1969),

Intra-psvechic factorse==(Creativity). 0Older fours of upper }MSES

background were classified as high or low creative under the typical
barren testing room conditions. Creative children retested in a cue-

. r;ch room containing many objects gave sigus of even greater creativity,
whereas low creatives showed no envirommental effect. Creative children
apparently actively scan their environment for task-relevant information,
That several months intervened between the two testings also shows some
stability of the characteristic (Ward, W. C., 1969).

(Adaptability to demands). MSES threes respond to cognitive task
da;ands with é greater proportion of work reséonses than do LSES Puerto
Ricans, with the difference pronounced for verbal demands but not for
- performance cognitive demands. They also make many spontaneous verbal
extensions of their work, 1If they do ot work on a problem, they quite
frequently excuse themselves by referring to a lack of competency for such

"difficult"” problems, Sex differences are absent (Hertzig and Others,

27




274

1968).

Advancaged Negro children under five years of age

Social percestions and conmunications.--(Perceptions of school)e.

MSES and ULSES mothers generally manifest a more positive and optimistic
outlook on school for their children than do LLSES. They also see the
teacher and parent more as collaborators. MSES and ULSES mothers tend to
see the school as less distant and formidable and to see the issue of
schooling as one of interaction, inquiry and exploration (Shipman, 1966).

(Person prefererce). MSES Negroes in both North and South prefer
Anglo to Negro children in pictures. Southern Negroes of nursery school
age are least likely to prefer members of their own race. Only one-half
of the Negro children wish to be a Negro child in the pictures, Only

30 percent of southern Negroes identify Negro women in the photos as

being what their mothe- xd (Morland, 1966).
Motivation.;w(bu. . of reward), Older HSES . 'rs learn faster

and make mure correct responses on discrimination learning than LSES.
Children rewarded by "right" perform more poorly, but less so if HSES.
Candy reward subjects are intrerior to subjects given punishment or a
reward-punishment combination (Spence and'Dunton, 1967).

(digher needs). Level of aspiration was studied during mother=-child
interaction on a cooperative problem éolving task, MSES mothers predict
higher success for their child on the task than do LLSES but not higher
than ULSES. Upper LSES are higher than LLSES; MSES performance actually
is the highest, with the others not differing. It appears that mother-

child velationships, particularly the kind and extent of control exercised
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over the child, are more importani in determining the scores than are the
strictly cognitive maternal variables. Predictions of mothers, however,

2o not conform to the usual level of aspiration curve (Brophy and Others,
1965). This is prcbably due to the fact that these predictions were taken

‘in the mother-child session rather than in a larger group,

Ad—antaged children under five years of age with unidentified or mixed ethnic
background

Social behagviow.o=~- Aggression). Among nursery schoolers aggressive

behavicrs increase during the first eight weeks but by year's end have
returned to initial level, Peer feinforced aggression is repeated as the
same resporse on the same victim, while negative reinforcement leads to
change of aggressive response, victim or both, Children with initially low.
rates are conditioned by pears to show dramatic acceleration. Acceleration
rate is a function of the frequency with which a child is victimized by peers,
Given frequent victimization and a series of successful counterattacks, the
passive child shecws marked increase in assertive behavior. The active child
appears to ba an individual who is conditioned to be highly responsive to
peer-dispensed reinforcers (Patterson, Littman, and Bricker, 1967), Boys
exhibit more antisocial aggression than do girls in the nursery school set-
ting, with interpersonal aggression and injury to objects most common in

boys and verbal and telling most common in girls, Interpersonal aggression
increases with age, as does tattling, in boyse. An aggression syndrome is
evident in boys: direct interpersonal aggression in class, toward the mother
during interaction, and toward impersonal objects, but with apparent inhibi-
tion of aggression toward the father. There is a similar but less marked

syncd rome in girls, with tattling replacing object attacks. Of four types
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of frustration, only current pressures and restrictions i.: the home aﬁpear
to relate to aggression and then for girls only, Parental punishment of
aggression increases it at home and parantal permissiveness toward age-
gression results in its increase ai class (Sears, Rau, and Alpert, 1965),
Children followed longitudinally from their third year to fifth

year with Beller's scales for social hehaviors manifest aggresslon~dominance
as the most sallent source of variation each semester. Aggressicn among
boys of three years appears antithetical to autonomy. The initially non-
autonomous boys appear over time to undergo a transformation from aggression
to instrumental dependency (Bmmerich, 1966) . When seen cross-sectionally
from two and one~half years to six and one-half years, the most

aggression and dominance ave evident ia four and one-halfs to five and
one~halfs, Friendly assoclatiors and contacts increase correspohdingly
"during these year§. Children's use of hostility to establish or defend
their rights with peers increases with parents’ endorsement of state-
ments favoring punitive child control (Marshall, 1961). The amount of
action, talk, and aggression that nursery schoolers.create for child

dolls correlates positively with thelr use of language and aggresst-~»

in dramatic play with those peers who create the most fan. i

who create little for dolls also create littlelfor peers, Aggression

with dolls is uncorrelated with aggression to peers, Among under fours,
doll aggression is negatively related to dependency, but among fours they -
are unrelated., Children with problem behavior tend to substitute
tangential behaviors, exploring materials, and aggression for fantasy,

such that these substitutes for fantasy are better predictors of aggression
and dependence than are fantasy scores (Marshall end Doshi, 1965)., The
overall result suggests that a deficiency of fantasy production is

associated with acting out behaviors,
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(8ituationai factors), Clear .. .atioi .. «.ffere;. - eme cge mr 2

dramatic play, doll play, and spontaneous reality play between peers, with
the first two sharing a fantasy expression componment (Marshall, 1961),
Situations which conmstra.a the child among threes and fours occur fraquently,
In a nursery school, the median 2hild experiences asbout five constraints in
one~half hour., Only the Lottowm 10 percent experience two or fewer, Sex
and age differences in constraints experienced are not evident. Types of
constraints, expressed as percent of total events, are: desire of one child
versus desire of another (31,2); desire of child versus teacheér expectation
(25.2); desire versus ability (14); overlooked desire for help (13.4); desire
versus inadvertant thwarting by group (4;8); dasire v.rsus envirommental lim-
itatioas (3.9); desire versus institutional restric:-ions (3.9). Children's
responses to these constraints range from acquiescence to counter-aggres-
sion (Jackson and Wolfson, 1968),

(Imitative behayior). Imitation of peer words &nd sounds 1s not a f;:'em
quent behavior during the preschool years (Marshal: 1961). But children
of about four years who observe a rewarding peer mc L, who displays an altru-
istic behavior produce greater imitative wverbal behavior than subjects ob=~
serving non-rewarding models (Hartup and Coates, 1967). When an adult model
provides either nurturance or nurturance withdrawal, or the .aild recelves
neither, children around four years in the nurturance withdrawal or control
condition, whose dependency scores go up, inérease in imitation while those
whoge scores do not increase show no imitation, The very opposite pattern
ocbtains for the children who experience only nurturance., Imitation may
thus aim at restoring the adult's approval (Stein and Wright, 1964). When
three to four and one~halfs interact with adult models who vary in reward-

ingness and future control, recall of the modei's behavior is greatest in

the high reward-high control condition (Gruseec and Mis mel, 1966).




(1dentification). Identification of dolls, which are dressed like
classmates, as representing children increases from age three to four
(Marshall and Doshi, 1965). Feminity in nursery schoolers is confounded
with measures of adultness. For girls adultness is a form of mature
dependency, but for boys the adult role is ambiguous--mother is an im=~
portant model, but maturity implies the adoption of masculine action.
Thus the boy who is maturing most rapidly may also be becomlng more
feminine, or at least moxreé 1ike his mother, For girls, adult role
develops in parallel with positive attention seeking and seems to result
from maternal restrictiveness and expectation of more adult behavior,
whereas for boys adult role tends to be induced by father's anxiety
(Sears, Rau, and Alpert, 1965).

(Resistance to temptation). Children from three and one-half to
feur and one-helf years who are mildly forbidden to play with a preferred
toy tend to decrease their preference for that toy, while those who are
severely threatened increase in preference for that toy. This effect
1g still evident 45 days later (Aronson and Carlsmith, 1962), Children
who receive explicit instructions regarding how to recognize forbidden
blocks can function accordingly, but those given nonexplicit information>
do not question the lack of axplicit criteria and proceed to abstract
from the situation whatever information is available in the situation
for monitoring their behavior in a different but somewhat similar situa=-
tion (Moore and Olson, 1969)., In a bag-toss skill game, fours conform
more to rules with an adult of the opposite sex. For boys attention
withdrawal increases cheating (Burton, Allinsmith and Maccoby, 1966).

(Dependency) . Directly observed dependent behaviors decline with
increasing age, with threes meking more contacts with adults thanm with

peers but older children reversing this trend. Threes show gsix times as
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many dependent as helpful contacts with adults (sSmith and Connor, 1962),
Dependency is extracted as a major factor from Beller's 34 scales, It
shows a prsitcive stability coefficient over one and one-half years, while
in absolute terms it is diminishing in importance as children become
older. Instrumental dependency is initially éssgci&ted with emotional
dependency hut later comes to signify an alternati?e to autonohy after
age three (Emmerich, 1966), Among under fives, older children show less
touching, holding, being near behavior and exhibit more positive atten~
tion seeking by vexbal methods., Girls shift earlier than boys toward
more mature forms of dependency., Evidence for a basic trait of dependency
behavior is unsatisfactory for girls and clearly lacking for boys
(Sears, Rau, and Alpert, 1965), Stability coefficients suggest develop-
mentgl transformation for non-autonorious boys from aggression to instru-
mental dependency between three and five years (Emmexich, 1966),
Boys who at age three showed more contact, more attention seeking, and
less sustained, directed activity have lower nonverbal intellectnal
functioning four years later (Wender, Pederson, and Waldorf, 1967),
Dependent behavior serves as a more direct, primitive substitute for
obtaining gratification, seemingly preempting imitative be.. . . au: g
fours (Stein and Wright, 1964), This deficiency of imitation may be
related, then, to the later diminished potential in nonverbal functioning,
Three components of dependency among threes and fours are differentially
related to manifestations by children of nurtufance, with "sceking help"
and ''seeking physical affection' positively related to nurturance, and
“"being near® negatively related (Hartup and Keller, 1%60). Girls at four
seek more reassurance and being near; boys bid for more attention when
mother 1s busy, Dependency is as likely to be exﬁressed toward either

sex adult, but with peers toward a chilé of the same sex. The antecadents
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for various components of girls' dependency are as follows: for asnurance
gseeking--high demands for achievement from both parents; for belng near,
touching, and holding--low demands and restrictions without the mascu=
1inizing entrance of the father into the girl's rearing; for positive
attention--low infan£ and current caretaking by the mother and a non=
permissive attitude toward agression. For boys these are: for positive
attention seeking--low fathex participation and high aggression control

by the mother (Sears, Rau, and Alpert, 1965). Girls are nigher than

boys in dependency on Beller's scales at ages three and four

(Ermerich, 1966).

(Transgression). Following an opportunity to be dishonest by peek-

ing, 82 percent of peekers, 15 percent of non-peekers, and 8 percent of
contrcls manifest tension. Peecking children who manifest high tension
more than peeking children with low ternsion reduce dissonance by reducing
liking for a non~preferred object and increasing liking for a preferred
object, Threes througi. s£ixes show no age related differences in this
(Brock, 1963). The foregoins nbiects were r. £ 7 .actly -ed
the dishonesty. Und=r severe threat or non-threat conditions, threes
and fours inc:ease‘their liking for a preferred, but forbidden toy t:it
under milc thraat show a slight tendency to decrease liking (Aronsc. -d
Carlsmiz:, 1963).

(Meturity). Helpful behavior increases from threc to four to fi e
years, Helpful behavior is, however, quite low emong vnder fives Sir’.th
end Connosr, 1€52), Jurtuvance, defined as giving affection, atten:ion,

reassures. 2 and protection to others, is relatively inireguent &mc .

threes and fours. 1Its frequency relates positively vo “seeking he- p"
and "seek.ng physica: affection" and negatively to '"being near'' rartup

and Kellexr,; 1960).
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Autonomy 1s a major factor extracted from Beller's social behavior
scales, Autonomy increases in importance from three to four years of
age. Among male threes aggression and among female and male fours instru-
mental dependency seem antithetical to autonomy (Emmerich, 1966).
Behavioral ratings of autonomy among threes show high autonomy 1s more
assoclated with maternal expectations of assertiveness rather than of
practical behavior. A father differential favoring practical over asser-
tive behaviors 1s greatest for medium autonomy girls. Parent and child
sex interact on assert:..veness, with mother predictions better for their
sons than daughters and better than father predictions for sons, and
father predictions better for daughters than sons and better than mothers'
for daughters (Nakamura and Rogers, 1969). Independence granting and
and verbal exchange along with enforced demands and consistent discipline
are assoclated with stable assertive behavior and competence in threes
end fours, Techniques which foster self-rcliance, whether by placing
demanc on the child for self-control and high level performance or by
encouraging independent action and decision making, facilitate»responsible,
independent behavior in the nursery school (Baumrind and Black, 1967).

(Seﬁ-txg{gg). Glvan "little girl* or "little boy'" instructions with
the IT Scale, three=year=-old girls recelve more feminine scores under. the
former imstructions than lo boys and under the latter instructions, girle
receive as masculine Scores as do boys. But when the figure 1s labelled
IT, boys receive more masculine scoras, Children having'siblings make
morz correct choices under boy or girl instructions (Schell and Selber,
1968).

'(Prosocial behaviors). Children increase their mean number of inter-

actions wich peers from three to four years, showing a greater degree of

inter~relatedness at the elder age, but frequency of interactions with
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the teacher remains unchanged. There is a steady decrease in negative
mood interactions with other childrenr and an increase in negative mood
interactions with the teackar over the same period {(Rsvin and Others,
1968), Threes make more contacts with adults than peexs, while older
fours make more contacts with peers than adults (Sraith and Connor,
1962)., Draaatic play use of suggestion and agreement increases, while
rEality.use of suggestion and agreement remains unchanged with age increase
among undec fives (Marshall, 1961). Three and one-halfs and fours

acquire sharing of marbles with a ""'child" pictured on an apparatus when
reinforced. Older and brighter children acquire such sharing more

rapidly. The number of marbles at home does not influence the children
but the number in front of them does (Fischer, 1963). The possible role
of "Social Abstraction" in these changes is detailed later below.

(Introversion). From Beller's social behavior scales, it appears

that the most stable dimension over two years (from three thrsugh four
years) 1is interpersonal=impersonal crientation. Interpersonally oriented
children are mere negative and impersonal more positive, with a develop-
mental transformation somewhere near the fifth birthday which finds the
interpereonal-negative child becoming poised and the previcusly impersonal
positive child becoming socially insecure (Emmerich, 1964).

(Conformity). Conformity is not different between boys and girls

at three and four, but after that they do become different (Orcutt, 1968).

§ocia1 perceptions and communications.~-(Status awareness). Nursery

gchocl children reject LSES pictures in the life~situation interview.
MSES children are superior inm such recognition and LSES children do not

appear as much aware of or concerned about low status (Estvan, 1965).

286



283

(S8ocial awarenass)e. During free play in biracial neighborhoods,

ULSES three- and four-year-old children show little awaremess of race,
class, and religious differences {Gould and Kerckhoff, 1960-61),

(Social .abstraction). Among two tc four year olds in nursery school,

there is a shift in soclal setting, prominent by three years, from
adult=child dyadic to peer group. Total frequency of adult inquiring
and informing predicates emitted to a child remains high and fairly con-
stant over these years, although the proportions of particuiar kinds of
iunformation change. Th= frequencies of self«directed vocalizations ind
verbal comnunications remain constant over these ages, but the proportion
that such egocentric communications represent of the total of all
informatisn-processing predicates is halved among the fours compared to
very young children. The adult continues to be an important focus of a
majority of the child's verbal-cognitive communications for all these
%i;%8, These findings hold for both MSES and LSES children (Honig,
“tnidwell, and Tannenbaum, 1969), Egocentric speech constitutes about

32 and 31 percent of the total speech of bright and averasze fours,
respectively, in the nursery school setting, These percentages decline
among older children. A modexately high positive correlation (.68)
between raw egocentricity and soclal speech suggests that private speech
is parasocial and not presocial. Age trends from a separate sample show
a sharper and more linear decline of tae egocentrism coefficient for
bright children &nd a tendency to increase slightly from four onward
for average children, finally dropping at a later time. The coefficient
varies Qith situations, being higher with peers in free play and lower
in a task with a minimally responsive adult, Actually, social speech

declines for hoth bright and average children from four years old and
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upward, perhaps due to greater social awareness among older children of
the boundaries of communication with strange adults. In a sample of
four and one-halfs, more cognitive tasks induce more egocentric speech
than do sensor:motor tasks, These £indings overall suggest that the
similarity of self~communication and social communicai-ion represents
not 80 much a lack of differentiation of the perspectives of self and
other as a non-existence of the self's point of view prior :o acts of
social communication (Kohlberg, Yaeger, and Hjertholm, 1968},

Threes and fours use the double function terms "sweet," '"hard,"
""cold," "soft,' ''bright,! “"deep,'" "warm," and "crooked” only in relation
to physical objects; 1f used with refevence to persons, they limit these
words to the physical properties of persons. "Sweet" is the only word
applied in a non-physical sense (by 70 percent), and many children
express surprise and indignation at the suggestion that some of
these terms can be used to describe persons, Older preschoolers show
some advance toward abstraction in this respect (Asch and Nerlove, 1967).

(8ocial percepticns, other). Children from four to five years

increase in their ability to discriminate on the basis of age., Partial
and non-discriminaéors of age are more likely to associate age with body
size, while discriminators use physiognomic cues, Fours are capable of
age discrlmination (Kogan, Stephens, and Shelton, 1961), Among nursery
schoolers, responses to pictures and figures in the life-situations
interview reveal that a great number of structural responses clessifiable
as immediate change to functional responses of an extended nature. oOther
age-related changes are increases in partial descriptions centering on
the human element and general description. Boys are more neutral and

girls are more perceptive and have more positive reactions toward the
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life-situation scenes, In the development of social perception, the

recognition component develcps most rapidly between three and {our years

(Estvan, 1965).

(Person preference), Under fives who talk more frequantly in carxy-

ing out their ‘-oles in dramatic play are more often preferred by their
peers. For boys, the amount of dramatic play hostility is positively
related to Being socially accepted. Apparently parents and teachers,
‘who talk with the preschocl child about more of thes topics which he

can use in peer play, enable him to talk about and play these topics
more frequently, thereby increasing his chances for social acceptance
(Marshall, 1961). Popularity is positively related to the proportion
of che child's egocentric speech, particularly among under fives, |
e.g., for fours this relation is (.50) but for sixes only (.l4)
(Kohlbarg, Yaeger, and Mjertholm, 1968). Affective judgments of age-
differentiated child photographs become increcasingly positive for younger
faces among children in the age range four to six who are slder, and
also among those who are better age discriminators. Some fours are
age discriminators, sc behave in this way (Kogan, Stephens, and Shalton,
1961), Using & soclometric choice apparatus on which preferred-friend
choices are made by button pushing, threes show longer latencies for
lower choices and shorter latencies for more praferred cholces. Older
fours and younger f£ives show a clear reversal of these latencles.,

This suggests an as. .ciative type of choosing in younger and decisional
choosing in oldzr preschoolers, Teacher ratings of child friendships
are of low reliability and show an unimpressive relationship to children's
actual choices (Horowitz, 1961). Opportunity to view favored peers

operates as an incentive (Horowitz, 1962).
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(Emotional communication). In a number of exchange, commuuication

or sharing tasks, primarily involving spatially-oriented pictures as

a commodity or focus, preschool children are variocusly requestéd te

present the commodity to the experimenter, so that he will gsee it from

the same perspective as the child's view of it, Variations of the task
produce quite a varied disftribution, Generally, the results demonstrate
that threes and fours are able to assume the perspective of the other
person only sporadically. Fives show a slight improvement and sixes

show a marked Improvement over younger children., Parental reports of

their children's successful and unsuccessful role taking provide essentially

the same pattern of age differences (Flavell, 1968),

Motivation.~~(Failure/success). Under fives who receive negative

reinforcement in a conservation task following any responses to
phenomenal shape appear to become confused by the procedure (Braine

and Shanks, 1965),

(Reward schedules). Inferential behavior is influenced by rein-
forcement, as evidenced by threes and fours who receive the major goal
during learninz trials and who can see the major goal during ‘a test
trial performing better than those for whom neither of these conditions
prevails (Kendler ard Others, 1958). With high as opposed to low
reward, fours show a greater mean asymptotilc response probabiliﬁy.

High reward operates the same way whethér received before or following
low reward., Children who have received high reward first are reluctant
to pérform the same task subsequently for low reward (Siegal and Andrews,
1962), When during pretraining some fours receive. reiﬁ£0rcement one-
sixth cf the time and others five-sixths:and subsequently complete
discrimination problems, the latter group is substantially more success-

ful than the former (mean correct 26,5 versus 17, respectively)

L)
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(Steigman and Stevenson, 1960). An individual three-year-old girl
showed no cooperative play, little parallel play, rarely used outdoor
equipment, clung to the teacher and was almost unresponsive to peers

in the nursery school. Following reinforcement for play on equipment,
she thereby came into increasing contact with peers, whose reinforcement
of her behavior thereafter shaped a wide variety of social skills (Buell
and Others, 1968)., Sharing behavior with an imaginary peer can be
shaped by an apparatus that dispenses bubble gum for shearing,

whereas verbal praise 1s relatively ineffective with three and one-halfs
and fours (Fischer, 1963).,

(Stimulus variation). Three and one-halfs who have the same

visual display presented repeatedly show a steep decrement of fixation
and orientation time over just six crials. Response recovery occurs
whenever the display is changed. Fixation time at this age seems part
of the orienting reflex from both the pattern of response decrement and
of recovery. The distribution of attention can thus be a function of
novelty and familiarity (Lewis, Goldberg, and Rausch, 1967).

(Preferences). The feasibility of testing the intrinsic interest

of toys for children of thfee and four years 1s demonstrated by loaning
them out to parents who follow a prescribed pfocedure and return a
questionnaire. Toys which hold the interest of 80 percent of ULSES
children of this age for at least one week -include sound cans, color
loito, wooden table, blocks, flannel board, stacking squares, ﬁumberite,
and sifo shapes (Nimnicht, Rayder, and Alward, 1970).

(Types of reward). The opportunity to see a picture of a preferred
peer as compared to a blue light or a neutral peer causes younger fours
to spend more total time and to make more exposures by pulling a levet.

Older fours show a higher base rate and higher response rate than younger
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fours., There are no sex differences (Horowitz, 1962). Isolate behavior
in a four vear old has been shown to be under the contxoi of the teacher's
attention. Making attention ccmsequent upon peer interaction elevates
intaraction markedly, As peer interaction increases, attentibn can be
given more intermittently (Allen and Others, 1964)., The attention of a
talking cowboy puppet can produde and maintain attention in fours when
their bar pressing energizes the puppet. There is a high positive
relationship between attention -:~:i- 3 in the nursery schcol and behavior
to maintain the puppet's attent. :m i1 the experimental situation (Baer,
1962)., TL 2es and fours show & . '~ :r base rate for dropring marbles
into #n apparatus for a male experimuenter. Father praise produces lower
increments above the baseline; female experimenters produce higher
increments than do males; parents produce smaller gains than do experi-
menters. None of the foregoing differences seem attributable to sex of
the childe On raw scores, however, boys respond less than girls. .
Children tested by parents decrease over trials and those tested by
strangers increase marble dropping. Fathers and male experimenters are
generally less effective in deliverihg verbal social reinforcement
(Stevenson, Hickman, and Knights, 1963), perhaps because of the initially
higher base rate which they produce.

(Peer effects). 1In a nursery school‘peer group, fours give more
total social reinforcement than do threes, with most of this difference
due to variations in giving positive attention and approval. Younger
and older boys give equal amounts of affectiva and personal acceptance;
younger girls give less than oldgr giris or all boys. Boys give more
submission than girls at both ages. Boys give more reinforcement to

Joys than to girls, and girls gi’se more to girls than to boys, Fours
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give positive attention: and approval (46%), affection and personal accepance
(16.8%), submission (35%), and tckens (2.27%). Threes give comparable
smounts of each kind of reinforcement: (positive attevtion and
approval (37%), affection and personal acceptamnce (l6.5%), submission
(41%), and tokens (5.5%). Correlations show giving 7 receiving to be
reciprocal activities. Almost two-thirds of all rein -r.zmeat is given
during dramatic play and none 1is given during table ac..vi:—~s. ¢ >ut
one=half of all peer reinforcement is given following & - rtur from
th: recipient and the balance spontaneously (Charlesworth 1d Har'up,
1967). The consequences supplied by the peer group do . n 2t i= -
crease assertive-aggressive behaviors of nursery schooler: A positively
reinforced aggression (esges by attention or submission” i: likei; to
be repeated with the sasme behavior or wviciim or both. Active children
appear to be individuals who are highly responsive to peer-diépense&
reinforcers (Patterson, Littman, and Bricker, 1967). Older fours who
have received infrequent reinforcement from peers imitate a nonreward-
ing peer model more frequently than a rewarding mod=zl. Those who have
been more frequently reinforced imitate a rewarding model more than a
non-rewarding modal. Overall, those observing a rewarding peer model
produce greater imitative verbal behavior than those observing a non-
rewarding model (Hartup and Coates, 1967).

(Higher needs). Over three months, comparing two and one-half

through threes with twe and one-half through fours, the two samples
became more alike on independence over time, based on rating obtained
with Rotter's needs list, On protection-dependency the initially
younger and more dependent group become moreso, whereas those in the
older group do not., Older boys shcw an increase in domiraznce a2nd a

decrease in recognition~status behavior, with younger boys shciving the
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reverse pattern. Younger show more love and affection behavior than do
older throughout the period, Preschool functions to maintain a fixed
degree of homogeneity in each semple group (Tyler and Whisenhunt, 1962).
Throughout the ages two and one-half through four there appears a s 3
positive recognition-status=-doitinance need cluster which holds to some
degree for all ages. For mothers and  daughters a generalized expecte
for recognition-status, love and affection, and dominance motives are
found, whereas for fathers and sons these expectancies are more independent.
For girls, independence tends to be negatively related to all other
motives, while for boys independence is either independent of or positive-
ly related to other measured needs. There is a definite sex-typing
of motivation patterns emong MSES parents and their preschoolers on
some motive dimensions but not on others (Tyler, Rafferty, and
Tyler, 1962).

Of tche characteristic sex-typed behaviors, insecurity and curiosity,
teachars of fours showvthe highest agreément on ratings of insecurity.
Cf multiple curiosity measures, only one positive intercorrelation is
found. Also, no reliable relations appear between teacher ratings and
curiosity scores (Medinnus and Love, 1965). Two and one-halfs who are
followed longitudinally at half-yeer intervals up to five years (India)
show that inadequately mourished children (ULSES) have greater variability
of motive scores than adequately nourished, and inadequately nourished

girls have lower mean scores than inadequately mnourished boys {Werner

and Muralidharan, 1970).

Intra-psychic factors.-—-(Self concept). Receunt studies of the co-

efficient of egocentricity for children's speeclhh show that the similarity

of self-communication and social communication in the under-five rapresents
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not such a lack of differentiation of the perspectives of sclf and
other as the nom-existence of a gelf's point of view prior to acts of
social communication (Kohlberg, Yaeger, and Hjertholm, 1968).

(Personality, global)e Protccol materials of comprzhensive case
histories are reliably enough y-sorted to permit longitudinal comparison
with children as young as th: toddler level. Ideal preschoolers are
described as productive, affectionate, involved in a wide range of
activities, enthusiastic about them, having resilient egos, and showing
concern for others. An age typical image shows many of these strengths,
Plue signs of twc kinds of difficulties: 1) poor impulse control
indicators (labile, disorderly, messy, undercontrolled, and ummcdulated
in affect) and 2) those reflecting phallic-phase sexual concerns
(jealous, concerned about the body, competitive, anxious, and interested
in heterosexual matters)., High reliabilities are obtained for both
normal and clinical protocols of three and one-half- to four-vezar-old
Jewish children. Specially trained teachers rate as well as do clinicians.
The sort is sensitive to developmental pathology of '"mormal" children
(Schachter, Cooper, and Gordet, 1968); Using 81 objective test response
measures, twenty factors appear in fours. Although there are systematic
changes in factor pattern emphasis between four yvyears and adulthood,
the number and nature of the factors stays ramarkably constant (Cattell
and Peterson, 1959),

Among parents of three and one-~halfs and fours, MSES mothers'
authoritarianism is related to their power assertion. Variakles which
infiuence the relaéion between parent personality and disciplinary be-
havior are parent’s peosition in marital relaticnship, child~rearing
noims as opposed to direct expression of the motive, and outside

opportunities to express the motive (Hoffman, 1963),
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(Adjustme. .). The Nursery School Adjustment Scale and Later
School Adjustment Scale canp &3 in the Q=sorts sbove, be applied direct-
1y to school records. Gross nursery school adjustment ratings correspcd
in 78 percent of cases with later use of mencal health facilities for low
adjusted and non-use in the case of high adjusted. The most predictive
items are relationship with peers and teacher, creativity in individual
activities, signs of behaviorsl maturity, signs of behavioral eccentricity, i
and family criteria. Observations of children's relation with pezople
have more predictive significance than those based on the individual
child. Relationship with peers strongly correlates with later authority
relations, Being from an unstressed family is assoclated with high
later achievement (Westman, Rice, and Bermann, 1962). Treatment of
mildly to moderately emotionally disturbed threes and fours through

tne mother 1s highly successful both on short=term and long=term follow-

il i ket

up (Furman and Katan, 1969), A true actuarial rate for clinically

T

established adjustment problems in UMSES preschoolers is 31 percent,
with nearly 70 percent of these cases appearing between 36 and 72
months and 62 percent of the cases beilng boys (Thomas, Chess, and
Birch, 1968). Most of the foregoing cases, at thair first appearance,
are behavior disordevs of mild to moderate severity. .
(Activity level)., The dimension active-passive skows decreased
applicability for describing four and one-halfs as compared to younger
children (Emmerich, 1964)., The active child in nursery school appears
to be one who is highly responsive ts peer-dispensed reinforcers (Pat-
terson, Littmap, and Bricker, 1967). The activity level fmotility)
becomes a primary basis for diagnostic sorting into active and passive
behavior disorder groups. Clinical groups as compared with normals are

csharacterized by an excessive frequency of both high (actives) and low
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(passives) activity, irregularity (passives), nonadaptability (both
groups), intensity (both groups), persistence (both), and non=
distractibility (both)., Passives are initially low in overt intensity
but increase by the preschool period (Thomas, Chess, and Birch, 1968),

(Emotionalitx)o Factor analysis of temperament characteristics
vields a factor in which pesitive mood, mild intensity,.;pproach, and
adaptive behavior are scered in one direction and their oppositesvin
the other. From this it appears that symptoms expressed at the preschocl
level are primarily at the overt behavicral level, although by school age
these may be expressed as reflecting complex subjective states, attitudes,
distorted self-images and psychodynamic patterns of defense. Anxiety
is not evident as an initial factor preceding and determing symp.om
developmeng, but it is a consequence insteads Removal of symptoms has
positive consequences (Thomas, Chess, and Birch, 1968),

(Reactivity). The developmental courses of threshold and intensity
cross over for mnon-disturbed versus disturbed, with non-disturbed show~
ing a rising threshold and dropping intensity and disturbed showing
opposite courses by the preschool period. This is true despite the
fact that active disturbed children and normals are similar in these
respects in infancy, and despite the fact that passive disturbed children
start in infancy with both the highest threshold and lowest intensity,
Guidance cf parents is markedly or moderately successful with an overall
two~thirds improvement rate for children. For a subgroup of distractible
non-persistent children, however, guidance is not successful. A direct
relatior.:lilp is evident between parental reéponses to guidance and the
child's improvement (Thomas, Chess, and Birch, 1968),

(Fantasy), Among under fives using dolls dressed like adults and

e
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classmates in their room doll-play action 1s positively related to talk
batween child dolls. Age is relatéd to amouﬁt of action between child
and adult dolls, identification of dolls as children, and use of dolls
as a medium for fantasy. The amount of action, talk, aﬂd aggression
which the child crcates for child dolls correlates positively with the
frequency of his use of language and aggression in dramatic play with
those peers who create the most fantasy in theilr play; those who
create little dolls do the same for peers, Fantasy created for child
dolls is higher for children whose associative play and intefactions
with peers are high., Aggression through dolls 1is ﬁnrelated to reality
aggression toward peers but is positively related to dramatic play
aggression. Real aggression to peers is unrelated to any doll=-play
fantasy scores. <Children who are more aggressive to peers name fewer
dolls as nursery school children, Girls create more action between
chiid and adult dolls than do boys., The significant relation of doll~
play scores with age suggests an increase of creation through doll
play with increasing age during the preschool years. Children who use
substitutes for fantasy (tangential behavior, exploring materiels,
overt aggression) have higher rates of problem behavior. Thus, fantasy
substitutes are better indicators of aggressidn and dependency than aré
any fantasy scores, LIf problem behavior is expresséd during doll play,
it is expressed directly to the materials and people present rather than
in the creative wo:ld of fantasy. Thus, among MSES preschoolers, doll
play appears te be a better tool for the education of idecas and feelings
of children who are doing well than of children with problems (Marshall
and Doshi, 1965),

Pitcher and Prelinger have used a method of taking preschoolers

Q aside in the classroom and asking them to "Tell me a story. What could
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your story be about?" Only original stories are included in their
samples, with repetition of standard stories omitted. Under these condi-
tions, both sexes show increasing expansion of their use of space from
three to five years, They also show decreasing external differentiation
of their main characters, because of thelr use of increasingly waried
characters, Over time they show increasing inner complexity of charactsrs,
increasing fantasy, decreasing ''realism,'" and initial evidence of
using "planning." There are no ciear age differences in the rates of
thematic treatment of aggression, death. hurt or misfortune, morality,
nutriance, dress, sociability, and crying. Fathers are clearly of
lower saliency than mothers for children at all these ages, and positive
mentions are higher than negative mentions for both.parentso Using
an Eriksonian framework to view their fantasy production, no age dife
ferences appear for trust, but girls evidence more of this theme than
boyse The theme autonomy is higher both at three and Ffive years
than at four for boys and girls. Initiative increases over tirie for
boys only, who also show greater evidence of this theme. Industry is
just beginning to increase for boys but is minimal for girls
(Pitcher and Prelinger, 19€3),

(Adaptability to demands), Parental practices which are intellectually
stimulating and to some extent tension producing (e.g., socialization
and maturity demands) are assdciated with various aspects of competence
among threes and fours, Independent assertive behavior in girls is
is associated positively with parental demands and negatively with-
high acceptarice. Firm demanding behavior on the part of the

parent shows mno relation to punitiveness cr lack of warm . (Baumrind
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and Black, 1967).

(Attachment). Studies by Madame Gouin Decarie, although

done with children younger than the preschool age range, deal with
affective deviations which may well be manifest as disarranged sequences
of development among threes and fours who have experienced disruptions

of parental relations., This 1s likely among ADV children as well as

DADV children, although at differing rates, 1In comparisons of children
living with their ow.x parents (Group 1), with adoptive parents (Group 2),
and in institutions for orphans (Group 3), variability in Piagetian

levels of cognitive development of "object relations'" is greater for
Groups 2 and 3. Absolute differences in level of coznitive develop-

ment are also evident as a function of degree of disruption of attach-
ment formation, Nevertheless, a relatively invariant cognitive sequence
is evident in all groups. On the contrary, for early affective relations
with people as cbjects, not only is degree of disrupted attachﬁent associ~
ated with greater variability of affective attaimment, but also with
deviant sequences of developmental progreés. Overall rankings across
cognitive and affective object relations development are positive,
indicating somewhat parallel courses of appearance, Consistently more
advanced levels cof cognitive and affective development appear in descendf
ing order from Groups L through 3. Yet in affective develoément no oﬁly
retardation but also profound deviations of order are evident pe&icicularly

among children of Group 3. (Gouin Decarie, 1965).

Social=cultural=familial influences.-~(On general development).

Fours who are from nursery school classes that are high in supportive
digeipline (as opposed tc punitive or permissive) show higher develop-

mental maturity in their human figure drawings. The differences are im-

- 14300




297

pressive aven though the groups overlap some (Reichenberg-Hackett,
1964), Among threes and fours, parental techniques which foster gelf-~
reliance, whether by placing demands upon the child for self-control
and high-level performance or by encouraging independent action and
decision making, facilitate the child's responsible, independent

behavior (Baumrind and Black, 1967),

Advantaged Anglo five-year-old children

Social behaviors.-~(Aggression). Empathy is umrelated to aggres-

sion for girls. Among six~- and seven=~year-old boys these variables are
negatively related whereas in fours and fives they are positively related
(Feshbach and Feshbach, 1969).

(Situational factors), Among five and one-halfs the attention of

peers, who frequently provide confingencies for a particular child's
behavior, or the withholding of attention controls such behaviors as
cooperation, aggression and speech. Tﬁﬁs a child's behavior in free
field settings is subject to the reinforcement control of his peers
(Wahler, 1967).
Maturity), Among fives, a relation is found betﬁéen maternzgl employ=~-
-ment and household tusks performed by children (Powell; 1961),
(Sex~typing). Both boys and girls of five and six years avoid play
with inappropriate sex-typed toys more than do under fives, The presence
df an-adult makes no difference in girls' behavior, but is more likely to
suppress sex-inappropriate toy selection among older boys than among
younger (Hartup, Mcore, and Sager, 1953). Among kindergarten boys, about
70 percent draw male figures first (sex-role orientation) when requested

to draw & person. IT scale choices are positively correlated with this
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(,58). Sex~typed toy and game praferences correlate positively (.76).

Boys whose fathers are present at home have higher male sex-role orienta-
tion than do father-absent boys. Father's behavior, including his inter-
action with the mother, 1s also important in the development of sex=-role
orientztion. A high level of maternal encouragement seems facilitating,

but father power is most significant for boys' development of sex~=zole
preference (evidenced by game and toy preference). In addition to father
power, the child's mental age and physique influence sexi~role adoption,

as rated by teachers (Biller, 1968), Fathef-son variables are mere directly
assoclated with boys' sex=-typing than are mother-son variables. High
masculine boys behave more affectionately with their fathers, come from
families that are less strict about noilse and more rfrequently give prailse

ag a disciplining technique, High masculine boys also show more consclence
development (Mussen and Distler, 1960). Father-present as compared with
father-~absent boys (both being MSES) show more maacgline game preferences,
identify IT more often as male, and maintain IQ level (while that of father-
absent boys drops) over two years. In father-absent cases only, maternal
encouragement shows a positive relationship to both game preferences aﬁd

ratings of masculinity (Biller, 1969).

Soclal perceptions and communications.~-(Status awareness). By five

years of age only 2 percent of children lack both color meaning and

raclal awareness, whilé 64 percent have both concepts (Renninger and
Williams, 1966). Various reinforcement procedures reduce the tendency

of fives to give color meaning responses, Raclal attitudes show no transfer
from this change (Williams and Edwards, 1969), Iantelligence 1s unrelauted

to fives' tendencf to recognize & group of racially-mixed dolls ag a

family, nor do they refrain from calling a black child de¢ll the child of

oo 802
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white parent dolls regardless of parental attitudes (Dlamant, 1969) .

(Social perceptions, othex). A Social Expectation.Scale based on
Heilder's theory reliably measures expectation of benevolence from other
pecple and expectation of self interest; somewhat less reliably expecta=-
tion of another's motivationm, desire for equality of outcome. Kindergarten-
ers judge the attractiveness of a selected alternative without consider=-
ing that the other had to choose between two specific alternatives; thus,
they reject a choice situation which provides for an unattractive alterna-‘
tive. These children expect more benevolence and less self-interest from
other people than do older children or a&ulfs (Baldwin and Others, 1969).

(Emotional communication)., Some fives begin to show that they can

use the structure of a context to reach more refined estimates of affective
comnmunication than is possisle from isolated events (Gotts, 1971lb). In
detecting vocal communications of emotiom, compared to older qhildren fives
disproportionately recognize "loving" and fail to recognize "gadness,"

Boys are more accurate than girls, especially on the negative emctions.
Sadness 1s better recognized with male voices and happiness'and loving
from female voices. Both sexes better recognize anger from the same sex

adult (Dimitrovsky, 1964).

Motivation.--(Threat). MSES children ranging in age from 57 to 70

months devalue a forbidden toy more after mild threat and less after
severe threat (0ftfeld anq'Katz, 1969).

(Preference). By age five many ADV children have shifted from
color to form as a basis for attributing object similarity (Gotts, 1971a).
Kindergarteners' statements of story praference indicate the following
percentage interests iu particular themes: Negro neritage (79), children

in ghettd (65), history and science (59); children in general (463,

P (4
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fantasy (35), and animals (22). Of the most disliked pictures , four eaclt
relaie to fantasy and animals (Ford and Kaplyaz, 1968).

(Types of reward). Token social reinforcers are about 50 percent
effective, even in very short-term usage, for influencing children's
attention te particular envirommental attributes (Gotts and Teach, 1969).
Fives' preferences for material reinforcers from most to least desired
are bubble gum, ballon, rat fink, chiclet, marble, candy corn, M & M,
penny, toy cow, washer, paper clip, bean (Haff, Feldstein, and Witryol,
no date). Kindergarten MSES children do not differ across social versus
material reinforcement. Boys and girls do not differ in learning six

words under reinforcement. (Pikulski, 1970),

Intra-psychic organization.-=-(Qrderiiness). Persistence and soclal

stubborness are not the same tralt among fives, particularly for boys.
For girls, orderliness 1is cleusely related to obstinacy and parsimony.
Obstinacy does not have unitary behavioral referrents (Hetherington and
Brackbill, 1963),

(Creativity). Creativity is unrelated to IQ across ten different
measures of creativity. About two-thirds of these multiple measures are

significantly positively related. A.small correlation suggests that MSES

children are siightly more creative. Creativity is mot related to either
sex-role orientation or preference, but boys with mixed sex-role patterns

demonstrate higher « ‘eativity than those with a consistent pattern

(Biller, Singer, and Fullerton, 1969),

{J:'!' : :}(pi
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Advantaged Negro five-year-old children

Motivation.~=-(Threat). Mothers of these children do not differ from
those of other SES levels in use of punishment. Fathers of MSES punish

less severely behaviors defined as antisocial and annoying (Hervey, 1968),

Intra-paychic factors.--(Pergonality, global), Preschool erperience

haa no measurable effect upon a shortened version of he California Test
of Personality, but MSES are rated by teachers as better adjusted. Thias
test appears to be of questionesble validity for disturbed childrer. The
children do not answer many of the questions, particul 2l7 those of some

emotlional import (Bittner, 1968),

Soclalwculturai-familial fectors.--(On Trogram Parencs whose

participation in their children's preschool readiness Sr.gram is ratad as
good or fair have children c¢f higher IQ; poor participes<ion parents have
children of lower IQ; mo participation have lowest IQ. But greater gains
in IQ are made by children whﬁse ﬁarental participation is fair or poor.
Children whose parsnts show good participétion do not make gains because
they have already benefited as much as they can., Non-participating parents'
children show no gains, apparently because of parental inhibition of

development (Bittner, 1968),

Advantaged five-year-old children with unidentified or mixed ethnic background

Social behaviors.--(Aggression). Aggression-~dominance accounts for
a large amount of cver-all rated social behavior of fives (Emmerich,
1966). Aggression and dominance seem to peak at age five (Marshall, 1961),

being lower before and after this age. See alse Family Factors.
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(Family factors)e. Parents high on hostility, restrictiveness or

sex anxiety tend “o come in pairs. Hostility of both parents and use of
physical punishiment are strongly related to aggression in kindergarteners,
as are mother's childrearing anxiety and father's strictness. The relation
of maternal. use of physical punishment to aggression is aimost linear for
boys and girls at home and for boys at school, but for girls at schoul moder~
ate punishment leads to greater aggression. Boys moderately punished by
fathers are less aggressive at home and school, while paternal hostilicy
and punishment of daughters are linearly related to thelr aggression at
poth h-me and school (Becker and Others, 1962). ©On the Social System
Interview, MSES mothers asre lower than LSES on system-size, care takers,
disagreemznt, direction, and outside visits, while being higher omn
stability. assertion, and playmates (Weber, no date).

(Imitative behavior). Among USES girls, adult attention as compared

to withdrawal of avtention results in greater tendency to use the same
color pencil as the adult to trace a maze. Boys do this only for a male
adult, but girls for elther sex. For boys and girls combined, an attentive
adult of the opposite sex, compared to one who is not attentive, produces
more imitative color matching (Rosenblith, 1961), Five~year-old girls
with nurturant mothers do not differ on imitative gbal relatgd responses on
the Porteus Maze from those with low nurturant mothers, but they do show
greater incidental imitatlon than the larter (Mussen and Parker, 1965).
(Resistqggg,£2 temgtatigg)s. Kindergartan girls as compared with boys
show almost twice as much hesgsitation delay, suggesting earlier self-=control
developmeni (Ward and Furchak, 1968),
(Dependency). Five-vear-old girls with more nurturant mothers are

rated by teachers as less dependent {(Mussen and Parker, 1965), Fives show
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more contacts with children than with adults, and tizir contacts with
adults are twice as likely to be dependent as helpful, although helpful
behaviors are increasing and dependent decreasing (Smith and Coanor, 1962),
Others find this dependency dacline (Emmerich, 1966), Among ycunger fives
nurturant behavior is positiv.ly associated with thse dependency componanta
"geeking help' and '"seeking physical zffectlon’” and negatively assoclated
with "baing mear" {Hartup an-® Keller, 19606), At agz five imstrumental
dependency is an alternative to autonomy. Girls exceed boys in dependency
(Emmerich, 1966).

(Transgressior)., Tenai:=n behaviors are promiza=nt in children who

peek compared to those who ¢ not, when it is for:idden. The peekers who
show high tension compared =5 those with low tension reduce dilissonance
more (Brock, 1963),

(Maturity). Helpful behaviors of children are higher.at five years
than when children are younger (Smith and Connor, 1962)., Younger fives
are more likely to extend nurturance by giving positive attention (Hartup
and Kellér, 1960), Autonomy is on the increase among fives (Emmerich,
1966). Children already benefiting from MSES home and community are ot
on the average more mature at kindergarten age as a result of prior pre-
schoonl experience, according to both parents and teachers (Wilier, 1968),

(Sex-typing). Among fives of MSES and HSES, IT is not seen as male
by most children. Boys have both more variable scores and more masculine
scores than do girls (Lansky and McKay, 1963).

(Progsocial behaviors). Fives more than younger children are likely
to initiate peer iuteraction (Raph anq Others, 1968)., However, these
épproach behaviors more often take the form of aggression or dominance at

this age. In dramatic play fives use more suggestion and agreement than do

(f‘?
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your.ger children, but their reality use of thésé is not dif ferent (Marsh:_11
1961).

(Conformity). Girls' coaforming behavior gradually r:ses up to age
five, whereas-boys' crops sharply between four and five, rasulting in a

sex difference at age five (Orcutt, 1968).

Social communications and perceptions.-~(Social abst: ictiom). Fives

mainly understand swset, hard. cold, soft, bright, deep, warm, and crookec

in object reference, and when they apply them to persons taey do so prime=ily
in their physical semse. With these terms thay describe p:ychological
properties in only about 17 percent of the cases whers thi: is posasible.

Yet they are more abstract in this respect than under fivec {Asch and
MNerlove, 1967).

(Social perceptions, other). Fives discriminate age differences in

photographs more than do younger children (Kogan, Stephens, and Shelton,
1961). Fives who make family drawings often omit siblings, to a lesser
extent omit eithar father or self, and occasionally omit mother. Few yet
draw clothing to iﬁdicate séx. They  show motheré as active in the home
(Lee and Pimentel, 1969). |

(Pexson preference)., Fives respond more positively to photographs of

younger faces; age discriminating children especially do this. Age
diseriminators use physiognomic cues, while partial and non-discriminators
use body size (Kogan, Stephens, and Shelton, 19Y6l). Fives show longer laten-
cy before selecting preferred peers' photos than non-preferred peers'

photos displayed in an apparatus. This is egactly opposite the reaction

¢ younger children (Horowitz, 1961).
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Motivation.-~(Threctye Fives who are informed in advance of a penalty
for btaing incorrsct mak: fewer errors than no-penalty subjects (Stevemson,
Welr, and Zigler, 195¢%.

Aeward schedu_es . Jewish fives choose a larger delayed prize ove:

a smul_er immedis== one -3 percent of the time, and 32 percent choose the
other alternative (Zimiles, 1967)., Delayed reward initially seems to
frustrate kindergarteners (Rieber, 1964), and operates most strongly near
fhe goal (Sheikh,.1?58)3 being evidenced by-children slowing down follow-
ing rzward delay. Rau2 of increase in lever responding for marbles is
greater gnder low t! ~ aigh reward. fersistent children show an initial
fast rise followed by decline. Cmn extinction, high reward subjects persist
longer, Persistence and feward interact such that low reward-high
persistent children are nighest in performance and high reward = high
persistent children are lowest in performance (Nakamura and Ellis, 1964).
Lever movement speeds decrease wheﬁ emount of reward is increased during
-traiming, and increase when amount is decreased (Bruning, 1965).

{Stimulus variation). Fives respond longer during extinction of a
discriminated response to '"smaller" whem they are presented with fewer of
the incidental stimuli which accompanied reinforcement during acquisition,
This may be interpreted as indicating that extinctlon ocecurs more rapidly
when familiar stimuli continue to be encountered (Viﬁey and Others, 1968),
Attention of fives 1s greater when novel materials are presented on teale-
vision. Teachers who move about more also produce more attention, and car-
-toons produce more attention than other programs (Palmer and Others, 1968),
presumably because of the stimulus variation which they provide. Palmer
also finds that five-year-old children show an increasing interest in pro-

gram segments,compared to youvnger children.
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Intra-psveizi: -2xrs.--(Behavioral pathologv). In a sam;lé of about
77 percent Angic = [ percent Negro, increased family size is associated
positively with ==:. . problems and antisocial behavior and negatively with
anxiety and meux::t.: srmptoms (Tuckman and Regan, 1967).

(Self corncer- z“iddle and working SES kindergarteners who verbalize

a high ratio of s«<! '—-aference (evidencing preoccupation with self

characteristiecs) L. = show lower success in reading. Self concept and
ego strength are no- .redictive of later reading success than is mental
ability. Self con-~  as to competence, rather than as to goodness-

navghtiness, 1s mor= .rzlated to academic achievement. The self concept

is measured better by an indirect test given to the child than by teacher
ratings (Wattenberg amd Clifford, 1962). Correlation of IQ with the fofe—
golng measures iz low so they add to the pradictive efficiency of mental
ability (Wattemberg and Clifford, 1964). Kindergarteners with more
autonomous seli-evaluztions show more independence, a;hievemént, and
affiliative behavior=z while 1ess autonomous self-evaluations go wich over-
conitrol of impulses amd less stable level of aspiratiorn (Dreyer and Haupt,
1966),

(Personality, ziobal)., Initial différences are absent on a sﬁort
fofm of the Califormia Test of Personality between children who have at-
tendéd a preschool program and those who have not. But another year iéter,
at the beginning of second grade, the former preschool group is showing
greater social adjustment, All groups, in fact, gain in social adjustment,
Findingé with this ~strument suggest that initial school experience pro-
.uces loss in serf-rei :nce and increase of anti-social tendencies

(Bittner, Rockwell, zn¢ Matthews, 1969),
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(Adiustment). First grade adjustment, rated by teachers, is higher
for children who have attended kindergartem., Those of UMSES are rated
as of higher zdjustment than those of LLSES (Hammond and Skipper, 1962).

(Iocus of control). Kindergarteners who possess a feeling of internal

control of reinforcement (IRC) with referemce to achievement behavior and
to social behavior changes receive more teacher approval for achievement
behavier. Low IRC children show less achivement striving behavior
(Reimanis, 1970).

(Fantasy). In their own story telling, expansion of spatial orienta-
tion is up for girls at five but steady for bLoys from fbur to five. Boys
produce greater variations of main character at five, with the number
remainiﬁg stesady for girls, 1Inner complexity of characters 18 uv for both
seéxes. Fantasy is higher and realism lower in stories at five than at
four. Planning is beginning to inch upward, but action is predominant.
Autonomy content is higher at five than at four, Boys are higher in
initiative themes at five than at four and higher than girls (Pitcher

and Prdinger, 1963),

Sociai-cultural-familial influences.--(0n program gains). Working
class fives who have been to preschool show a slightly better kindergarten
adjustment than do those who have not. Family involvement in the preschocl
slassroom éllows for a more successful break from the parents (Axtell and

fdmund, 1960).

Advantaged Anglq_childfen9 mixed ages

Social behaviors.=-(Aggression). Among children of 37 to 67 months,

those exposed to aggressive models show higher imitative responses but no
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more non-imitative aggression than do low aggressives, The behavior appears,
thus, to be one of differential social responsiveness to particular adult
cuess Around a non-aggressive model, both sexes show greater sex-typed

play and play more quietly. Physical aggression is elevated in both sexes
by a male model. Adult aggression apparently communicates permission and
thus weakens inhibitory responses (Bandura, Ross, and Ross, 1961), ADV
children display both less hostility and warmth than DADV (Kagan and
Wimberger, 1967),

(Family factors). Top and bottom quartila mothers on authoritarianism

exhibit differing amounts of restrictiveness; mothers extreme on hostility-
rejection (high versus low) show differences in interactive play, verbal
interaction and non-attention; more democratic mothers have children who
sbow a higher rate of compliance; and mothers high as disciplinarians show
more directing and restriction (Brody, 1965). ADV children are less dependent
on s8iblings than DADV (Hillery, Lindgren, end Remstad, 1969). Among fours
and fives ADV as compared with DADV mothers provide more soclal reinforce-~
ment and fewer authoritarian interventions, and ADV mother-child dyads

show more affection-based interactions (Kagan and Wimberger, 1967).

Mothers of MRES background who are told that their child is "unstructured,
unimaginative or immature'" provide four times more directing, nine times
more helping, five ¢imes more structuring, and three times more teaching
behavior than do LSES mothers under this condition (Walters, Comnor, and
Zunich, 1964). See also Imitative Behavior below.

(Imitative behavior)., Anglo fours through sixes engage in more imitatiwve

aggression when an Anglo model 18 reinforced for éggressing; but the very
opposite is true for Negro children (Thelen and Soltz, 1969). Indirect

measures of imitation, for example, those obtained through an "ego' doll,
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are Intercorrelated at a low positive level consistently, with children

showing a slight preference for same-sex model from three to five vears.
Cross-sex choice is mot supported. Children are more likely to imitate

when the response alternative 1is not imitative (Hartup, 1964), See also
dependency below.

(Dependency). Low dependent children (3=9 to 5-5) ohtain higher
intentional learning scores, and high dependents show more incidentél
learning and learn more of the completely 1rreievant responses, The
former children are more likely to communic ate to parents facfs which they
have learned, while the latter describe equipment or other non-task aspects
of the enviromment. In a post office game, high dependents prefer a
-ustomer role and low dependents prefer a controller zole. Generally low
dependents seem to display "sharpaning" cognitive control toward the
model (Ross, 1966),

(Sex~typing). When a non-aggressive model is present with the child
(37-67 months), both sexes show more quiet sex~typed play (Bandura, Ross,
-and Ross, 1961), Opposite-sex imitation 1s absent and same=sex imitation

is present, although in only a slight amount at ages three through five

yvears (Hartup, 1964),

Social perceptiomns and communication.=-(Emotional communication), Threes

through fives show an increasing tendency with increasing age to use accurate-

ly the evalﬁative and activity dimensions of emotional meaning to describe
the characters' expressions when viewing cartoon characters. Individual
differences in selective attention.to such emotional expression reveal
that older preschoolers who attend more to emotion are more respensive to

social reinforcers (Gotts and Teach, 1969),

Motivation,~-(Stimulus variatiou). Children who receive more varied
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colors of marbles from a dispenser stay at the task ionger than those
recelving the sawe scheduls of marbles but of less varied colors. Facial
change reveals surprise more frequently and intensely fox children who are
provided a discrepancy between input and output (Charlesworth, 1964).
Fours and fives who have been taught a motor skill by continuous identical
nractice show more spontaneous alternations, while those who have been
exposed to repeated novelty show fewer than chanca alternations (Ellis
and Arnult, 1965), |

(Preference). Older preschool children (4%0 to 6=0) generally prefer
form over color or size as a basis of similarity matching. A group test
for measuring this also is used to determine when the form attending is
simply associative and when 1t is more conceptually regulated (Gotts,
1968b)., Various minimal influence conditions, however, affect the
absolute level of such responding. ADV children shift more rapidly from

color to form attending than do DADV.

Intra=psychic factors.=-(Creativity). Both more highly rewarded and

HSES membership children display more divergent thinking. Higher IQ
Anglos are less likely to think divergently than lower IQ Anglos, whereas
the relation of IQ is reversed for Negroes (Savoca, 1965).

(Personality, global). Among combined fours and fives boys emploving

a descriptive part-whole approach in their categorizing tend to be relaxed
and control their emotionality but the girls are non-cautious or impulsive,
day~dreaming, and inattentive. Girls who show descriptive global style
resemble the above group of girls: non-anxious, uncontrolled emotionszlly,
not cautious, relaxed, not ambitious, and Inattentive. Boys of this group
are more independent. Boys of relational=contextual style show lower

emotional control, with the opposite being true of these girls (Sigel,
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Jarman, and Hanesian, no date),

(Controls). ADV as compared to DADV children @ -8 to 5-7) arec less
impulsive and more reflective on a perceptual task or one involving mani-
pulation to discriminate objects (Mumbauer and Miller, 1969).

(Fantasy). In the preschool age range, the distinction between recality
and fantasy is somewhat arbitrary, since the child uses fantasy as a means
for accommodating progressively to reality through the formation c¢f symbols
and cognitive structures, From four .or five years up to about seven,
representational play, imitation, and conceptual representatiom are positive-
1y related. Intuitive thought during this period attests to the importance
of imitative and imaged accommodation during the onset of representational

thought (Piaget, 1962).

Social=cultural-familial influences.~-(0n program gains). Mother's

brief preschool visits during the child's (ages 3 % through 5 years)
entry intc nursery school show no facilitating effect upon the child's
emotional adjustment to the Betting (Schwarz énd Wynn, no date), probablj
because of the treatment's brevity and the fact that suburban MSES chil-

dren are already prepared for this experience.

Advantaged Negro children, mixed ages

Social behaviors.=-{(Imitative behaviox). ADV Negro children (4 to 6

years) who view an Anglo model being reinforced for aggressive behavior

are less likely to imitate his behavior than if he is mot rewarded: apparenc-

ly the reinforcement serves as a cue that he would be punished for the same
behavior. The reaction ig exactly opposite to that of Anglo children

(Thelen and Soltz, 1969),

O
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Intra-psychic factors.--(Creativity). Divergent thinking is higher

amonp higher SES Negro children., Higher IQ Negroes are more divergent
than lower IQ, while the opposite relation obtains among Anglos (Savoca,

1965).

Advantaged children of unidentified or mixed ethnic background, mixed
ages

Social behaviors.--(Aggression). Imitative aggression by boys is

three times that of girls, but non-imitative motor aggression of girls

1s twice that of boys. Non-imitative verbal aggression of boys 1is higher,
especially for those exposed to a male model (Madsen, 1968)., Imitative
aggression is regularly and predictsbly induced at mean age 61 months,
with boys imitating more thaﬁ girlas and being especially high after a
male model. Adﬁltémale rggression effeets on boys ars more enduring

than peer-male effect:, Jditer film-~mediated aggression, retention is even
greater than is apparent immediately following perxrformance of aggression
(Hicks, 1965). Frustration does not produce aggression as rzadily as
frustvation preceded by exposure to aggreséiva models (Bandura, Ross,

and Rosé, 1963).

(Dominance). Among threes through fives, the ratic of friendly to
unfriendly acts occuring between pairs of chiidren is directly relzated to
subéequent mean phvsical distance maintained between them in a sand nlay
area, when one of the children 1s rewarded for staying-at a particular
spot in the sandbox (King, 1966).

(Family factors). For UMSES children {ages 4-1 chrough 5-7), a

constellation of indeperdence and warmth appaars to sccompany maternsal
sanctions for assertive behavior., Aggressive Loys seem to be rewarded by

Q. mothers for aggression, whereas “aggressive girls seem to be reacting to
. . j~ J
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frustrated dependency. Mothers of girls acc2pi dependency more readily
than do mothers of boys. Maternai rejection (bo:i hostile and laissez~
faire forms) is associated with more subdued, intermalized, and socilalized
forms of aggression in boys and with outer—directed aggression in boys and
restless activity in girls, a sex-inappropriate pattern of aggression

for both sexes (Hatfield, Ferguson, and Alpert, 1967},

zmitative behavisr). With prompting foilowed by reinforcement for

matching the experimenter's behavior, imitation develops quickly among
fours and fives. New, unprompted and unreinforced behaviors which are
interspersed among previously reinforced ones are imitated quickly. Both
release from instructions to imitate and ron-reinforcement lead to reaponse
decrements. For boys noncontingent reinforcement prolongs imitation
(Waxler and Yarrew, 1970). Children essigned to nurturant or non-
nurturant teacher conditions who subsequently view their own teacher
versus an unfamiliar model performing identical aggressive behavicrs
manifest no difference hbetween base rate and post-film scores.

Imitative aggression of boys is three times that of girls, but nonnimitam
tive inotor aggression of girls is twice that of boys. Non-imitative
verbal aggzression of boys is higher, especially for those exposed to a
niale model (Madsen, 1968). Imitative aggression is regularly and
predictably induced at mean age 61 months with-boys imitating more

than girls and being especlally high after a male model. Adult-male
effeCtS.on boys are more enduring than peer-male effects, Both sexes
aggress morza following £ilm~mediated aggression, deten.ion 18 even more
pronounced than immediate perforimance (Hicks, 1965). Films likewise are
imitated for both human and cartoon models, the firast more strongly; both

are more potent than a live model among 35- to 69-month-old children.

Cad
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Boys imitate more. Frustration also does not produce aggressiocn as
readily as does frustration preceded by exposure to aggressive models
(Bandura, Ross, and Ross, 1963). Children watching zn adult press
buttons at a control panel imitate more easily, readily, and consistently
if a token and the experimemter's social response are both positive or
both negative, suggesting the role of attentiea in imitation (MecDavid,
1962).

(Identification). Imitation of like-sex parent and appropriate
sex-oyping are positively related for girls, but not for boys (aged
3-6 to 5-6), although both sexes imitate the same~-szx parent more,
with this latter finding mofe pronounced smong older children. Maternal
authoritarianism relates to same-sex parent imitation by both sexes
(Hartup, 1962).

(Dependency). Less dependent children show higher achievewent
effort among three through fives (Crandall, Preston, and Rabson, 1960).

(Sex-typirg). Comparing boys only to boys with one sister (ages
38 to 85 months), in boyssonly families the older the preschool son
is, the more masculine the father and the more feminine the mother;
in families with at least one'son, the oléer he is the more feminine
the father. Mothers of girls only are more feminine and fathers more
masculine as their daughters are older,. For gifls with brothers the
older the girl, the more feminine the fathe:irs In families of mixed-sex
sibling composition, older preschonlers of both sexes have more
feminine fathers; all same-sex sibling families show reversal, with
father belng more masculine as preschoolers are older (Lansky, 1964).
Parents of boys have more polarized attitudes on sex~-typing. Fathers
of boys differ more from fathers of girls than mothers of boys differ

Q from mothers of giris, Parents (espacially fathars) express more
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positive attitudes toward boys' same-sex choices and more meutral
attitudes toward gilrls' crosz-sex choilces (Lansky, 1967). Boys'
(agea 4-8B to 6~2) sex role orientation (0), preference (P), and
adoption (A) are all positively relateds Boys' perception of father
dominance strongly relates to boys' masculinity. A boy's behavior
seems most determined by his particular perception of reality, with
the effect in descending oxder: 0, P, A (Biller, 1969).

(Prosocial behaviors)s Threes through fives using an experimental

apparatus for promoting cooperative behavicr show no reliable increase

and appear to be learning to press knobs only (Brotsky and Thomas, 1967),

Motivation.--(Reward schedules). Fours and fives given candy

reward do not perform as well as those given punishment or reward-
punishment combination, for Negro and Anglo mixed (Spence aﬁd Duriton,
1967). Children (49 to 71 months) who receive low reinforcement or who
have an oppertunity to compare their reinforcement to another child's
engage in gredter salf-reinforcement (Masters, 1969,. Preschoolers
{(4~2 to 5-8) select a delayed larger reward; and those who pick the
smalier, {immediate reward show shorter decision latencies (Lang and
Adair, 1968), Left~right position prefarence interacts with percentage
of reinforcement differential, outweighing alternation effects as a
deter—iner of choice behavior among fours and fives (Weir, 1964).
Adult actions are more discriminable from the child's own actions than
are a peer's and thus are more commanding of attention and in turn
more e&dlly reinforced (Baldwin and Levin, 1964).

(Stimulus variation). Children (3-3 to 5~7) who are pre-exposed
to toys from which they later chocse increase in preference over later

trials for non-~familiar toys in inverse proportion to their prior
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exposure (Endsley, 1967), Similar findings are obtained in other studies,

with the additional datum that low anxiety children (3+«7 to 5-6) prefer
higher novelty in toys (Mendel, 1965), After a contrclled émount of
pre-familiarization trials, fours and fives prefexr viewing a movel
plcture, increasingly with degrae of faﬁiliarity of the alternatives
(Leckart, EBriggs, an& Kirk, 1968), Children (3=0 to 5-11) respond
longer on extinction after 50 percent than after 100 percent reinforced
trials (Fort, 1961).

(Breference). A previously non~desired (neutral) object which is
spoken of favorably to the child (3~6 to 5-6) increases its ranking
within the hierarchy of the child's preferences (Witryol and Alonzo,
1962),

(Types of reward). Mixed Nagro and Anglo children do not respond

a3 well to candy reinforcement as to social reinforcement (Spence and

Dunton, 1967).

Intra-psychic factors.--(Adjustment), Paintings by disturbed

and non-disturbed threes through fives are significantly recognized
by judges as indicative of adjustment level (Smith and Aﬁpelfeld, 1965),
Special attention from volunteers in an tnformal program may be bene-
ficial to maladjusted preschool children (Wilson, 1965). Parental
ratings of child adiustment are generally lowar than those made
by teachvrs, the latter agreeing more highly with school marks
(Cassel, 1964).

(Emotionality)., ADV children (3=7 to 5-9) who are placed in a
room with a large toy gorilla display more unpleasant emotion with
mother present and apparently inhibit both motility and emottfonal

communication when a stranger is present (Schwarz, .1968),

L3
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(Controls). Decision tima of children (3=5 to 5-5) positively
relates to socilal inhibition. The child’s manifssfr social un:ertainty
relateon p eit*vely o Chw magnicude of discrepancy between parents in
child~rearing attitude and behavior and to the degree that mother
exceeds father in warm perscunal contact (Wyer, 1965), For girls
guilt over deviation does mot yet provide adequate regulation for re-
sistance to temptation., It seems more a manifestation of concern
Qver pcssible loss of nurturance than of internalized conscience,

More gullt is shown by those who are more securely identified with the
mother. For boys a less coherent plcture emerges, perhaps because of
shifting from identification with mother to a secondary identification
with the father. 3oys who are more resistive to temptation are less
aggressive in overt behavior and fantasy and have fathers who are

both more hostile and affectionate toward their soms. In young children
conscience does not appear a unitary process. For neither sex doas
emotional reaction to the deviation situation predict the child's self-
control when confronted with temptation. Resistance seems more a part
of developing ability to behave .in sccially acceptable ways and especially
to control aggressive impulses. Resistance to temptation is in fact
strongly negatively related to antiscclal aggression in either fantasy

or overt behavior (Ferguson, 1970),

Disadvantaged Anglo children under five years of age

Social bekhaviorsg.~-(Prosocial behaviors). Fours are sensitive to

cues for cooperation and competition, and only when cues for cooperation
are present do DADV quickly assist each other. They do not differ

from ADV in this respect (Nelson and Madsen, 1969).
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Motivatioc: . »=(Preference). DADV under fives continue longer to

attend selecti-:..y to color rather than beginning te attend to form

(Gotts, 1971le

Intra-psychic fantors.-~(Attachme:t), A principle problem of

DADV under fives is that family instability tends to disrupt important
interpersonal object relations. These disruptions have bean shown to

be associated with lower levels of both cognitive and affective
functioning. The actual sequence of cognitive development is relatively
unaffected by this, but the affective sequence may be drastically
altered, so that the under five who has experienced disruptions of
attachment will show a deviant pattern of affective development (Gouin

Decarie, 1965).

Disadvantaged Negro children under five years of age

Social behaviors.=--(Dominance). Detrimental behaviors are among

the strongest predictors of poor school performance. Signs of detri-
mental behavior are resistance and refusal to cooperate and more covert
resistance indicated by nom~meaningful responses to tasks (Hess and
Others, 1969).

(Maturity). Few imner=city Negro ﬁnder fives (half from nuclear
and half frrm incomplete families) have set tasks; they are iustead
called on for small duties, At two and one~half one-third of them have
completed toilet training and one-half still drink from the bottle,
with mothers evidencing little emotion over this (Wortis and Others, 1963).

(rrosocial behaviors). Negro DADV fours ara sensitive to cues

for cooperation and competition, and only when cues for cooperation
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are present do they quickly assist one another. In this they resemble

both DADV and ADV 4mnglos (Nelson and Madsen, 1969),

Social perceptions and communicationg.«-(Perceptions of school).

TLower SES Negrc mothers ¢f father-absent families agree with question-
naire items forming 1) a factor of frustration, futility, and useless~-
ness of attempting to change the educational system or the unruliness
of children; 2) a factor of conservatism of outlook toward edu;ation
(i.e., preferring work over play); 3) a resignation factor, and 4)

an expectancy toward success in schoecl, They agree on the importance
of education, but they view themselves vis-a=vis the teacher as passive
individuals seeking advice and view the demands of the school primarily
in terms of confdrmity to new routines, of chedience rather than inquiry
and exploration, and of teacher authority rather than teacher-child
interaction in learninge. This outlook seems to support the passiva

orlencation of the DADV child toward MSES institutions (Shipman, 1966).

Motivation, == (Preferencg), Foure prefer objects over pilctures
and cclor over black and white (Irwin, 1967). |
(Higher needs). Among nursery achoolers, curicsity is evidenced
as primarily verbal in some, scanning and observing in others, and
manipulation of material or exploring sensations in others. Curiosity
measures and rankings are consistently interrelated, showing corisistency
in the chila's stance toward envirommental stimuli in terms of apﬁréach-
avoidance, Curiosity is positively ralated to differentiation and
integrucion of self~image in figure drawingx and differentiation of
‘affective expression. High curiosity children also show adults,in doll
play as effective and able to solve dilemras. Thesze children are
@ “urther more effective at categorizing and classifying (Minuchin, 1969).
ERIC
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Curilosity manifestations during free play are associated with maternal
control strategies and teaching behaviors and with children's ability to
perform successfully and to avoid detrimental behavior. it is not

LSES per se that seems to reduce interest in complexity, although father-
absence may be associated with aimless behavior (Hess and Others,

+969). 1In cooperative mother=-child woik sessions, LLSES mothers give
low predictions c¢f success and in fither-absent cases spend more time

and effort on the task than in father-present cases. Kind and extent

of maternal control over the child r.ore powerfully determine performance
than do strictly cognitive maternal characteristics (Brophy and Cthers,

1965).

Intra-psychic factors.=--(Locu

1o

of control)}., Conduct and academic

achievement are differing aspects of educability. Good conduct is
closely related to an internal locus of control (i.e,, feelings of
responsibility for success or failure). Chiidren's ability toc con-
serve also relates to internal locus of control. Mother variables seem
to influence cognitive performance more than conduct. An internal
locus of control for mothers is associated with children's schocl
success (Hess and Others, 1969),

(Controls). Schodl readiness and perfoxrm :.ce ralate to these non=
intellec£ua1 factors: child's ability to delay gratification, to
control motor movement, to reflect before responding, and to minimize
errors and nén-meaningful responses; although the evidence doeé not
support an underlying factor of impulse control versus impulsivity.
Short resbonse times, for example, on a design recall task afe seen as
signs of alienation from the task rather than impulsivity, Father-

absence 1s assoclated with incapacity to delay (Hess and Others, 1969).
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Social-cultural-familial influences.=--(On group gainsv. The child

who does well in schoel is likely to have a warm, supportive mother

who stresses personal-subjective control strategies and avoids imperative
commands and status-normative appeals. This mother also uses effective
teaching techniques such as orienting the child to the task,

glving specific feedback, accompanying directions with rationales,
eliciting the child's interest and cooperation, and using praise. Girls'
school performance 1s affected more than boys' by maternal variables,

An exception 1s that mothers' affectlve behavior (use.of imperative
control strategles and feelings of anxiety) relate more to boys'

school performance (Hess and Others, 1963).

(On_zeneral development), Inner-city children are accustomed to

extremes of adult authority, beilng very controlled at times and uncon-
trolled at others. If the child cannot perform, he is not met with
criticism and pressure to do better, He 1s encouraged to fight for
his rights. He learns to work when asked. He may be confused about
who has authority over him because many persons with different expecta=
tions exercise a parental role, Corporal punishment 1is typical,

Achizvement 18 mot prailsed (Wortis and Otheres, 1963),

Disadvantaged children under five years of age with unidentified or
mixed ethnic background

Social behaviors,~-(Family factors). Anglo and Spanish surname

ULSES fours who are of high dependency are highly sensitive to changes
in nurturance level, experf .. ce nurturance withdrawal as scressful, and

"do more poorly on cemplex task performance after nurturance withdrawal

(Dibartolo and Vinacke, 1969).
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(Imitative behavior). When children engage in Imitative behavior,

it is more likely to be of main televisilon performers from classroom
television than of teachers (Mukerji and Others, 1966).

(Social skills). 4nglo and Mexican~American threes and fours who

have been ¥h a preschool program do not differ from non-program confrols
in self-direction in socially desirable behavior or socially sppropriate
interpersonal relationships (Vance, 1968) nor do they show greater

initiaszive (Vance, 1967),

Social perceptions and comnunications.=~-(8elf-awareness). Inner=-

city threes who view themselves and peers on television display aware-

ness of peers but not of self (Mukerji and Others, 1966).

Motivation.~~-(Reward schedules). Case studies in Head Start show

that behavior modificationffrocedures work to increase desired behaviors

and to decrease maladaptive behaviors when differentiated reinforcement

is used and nsatural classroom contingencies such as pléy, snacks,

teacher attention, and preferred activities are relied upon (Allen, 1970),
(Preference). A preschool enrichment program for DADV Negro and

Anglo fours results in increased interest in school-oriented activities

by both children and parents (Feldman, 1964),

Intra-psychic factors.-=-(Personality, global)., Four-year-old

inner-city boys, 38 percent from father-absent famllies, show a wide
range of play ability. One small group of these childven is involved

in sﬁage appropriate development, and these are without exception

of superior ceognitive level. Another small group is seemingly dealing
with stage appropriate iséues but through them manifesting conflict over

earlier stages; they invariably show minimal cognitive differentiation.
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The largest group, which manifests concern over curre::: - in developmental
issues plus conflicts regarding earlier stages, shows great variability
of cognitive-verbal function (Hirsch and Borowitz, 1967).

(Adjustment). Social adjustment i1s near age norm: For children
from Head Start (Cawley, 1966).

(Brotionality). Of four=-year-cld children entering compensatory

programs in 1964-1967, only 35 percent were free of symptoms of emotional
tension. Rates of wicurrence of these manifestations, in percentages,
are as follows: for daytime wetting (10.7), reported stuttering at

home (14,5), observed stuttering (1.4), thumb sucking (25.3), grinding
teeth (11,8), rocking (8.6),; head banging (9.2), and crying out during
sleep (21,9) (Stine, Saratsiotis, and Furno, 1969).

(Controls)., Children receiving the Autotelic Responsive Environ-
ment experience show better impulse control, with this improving further
during a second year and being higher within a year for older children
{Nimnicht and Others, 1967).

(Adaptability to demands). Puerto Rican threes make fewer initial

work responses and fewer work responses upon additional request than do
MSES children. TFor performance items on the S-B, they de not differ
from MSES; therefore, the differences ares most prominent on verbal
items., even when examined in Spanish (or English if they favor it).
They also make fewer spontaneous verbal extensions of their work.
When they do not respond to a demand, they are highly likely to engage
in substitutive activity. These differences are not artifacts of 1IQ,
and sex differences are minimal., It appears that they respond as if
the situation were a social occasion rather than & test (Herxrtzig and
Others, 1968). Montessori children compared to traditional prekinder-
@~3rten are more able to settle dowf;2 attend, and comply with task pro=
ERIC
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cedures (Berger, 1969).

Social-cultural=familial influences.-=-(On gzneral development).

Three parental variables influence the relaticn between personality
and disciplinary behavior: parent's position in the marital relstion=-
ship, childrearing norms as opposed to direct expression of the motive,

and outside opportunities to express the motive (Hoffman, 1963).

pisadvantaged Anglo five=year-old child ren

social behaviors.=-~(Situational factors). Avthoritarian and

socially-integrative democratic teachers of Anglo kindergzarteners
differ in method, but this difference does not affect group cohesive~
ness of children. 7Instead, apparently sex ildentity (rather than race

identity, Anglo and Negro gvesent) determines subgroup formation

(Hirsch, 1968).

(Prosocial behaviors). Among fives of LLSES, 96 percert of boys.
and 76 percent of girls keep more marbles for themselvas than they
share with a partner, although much sharing occurs. Boys give more
cooperative responses than dc girls and angles more than Negroes.
Apparently children respond to those of a different race in the same
way that they do to those of their own réce (Wasik, Senn, zad Epanchin,
19€9).

(social skills}. Among Anglo Head Start\éhildren, glris suck
thumbs more and show more total approprilate social behavior. Anglo-
Negro differences are not apparent, but some sex by race differences
appears Anglo glrls are less disturbing and disruptive than Negro

girls; Anglo boys have less difficulty interacting with strangers than
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do Negro girls (Kohlewes, 1967). Anglo fives (LLSES) in a compensatory
Program improve in social behavior (Diagnostically Based Curriculum,

1969), and adjustment (Hodges and Spicker, 1967).

Social perceptions and commanications.~~-(Status awareness). Head

Start fives show little difference resulting from father-absent an
father~present status in their perceptions of adult sex roles. ShLarp
adult male-f~ ale role differentiation by children is-apparent.
Seemingly it is the effects of father=-absence on Yaudly income, super-
vision and negative role expectations of unhappy women rather than
father-absence per se which determines the previcusly obtained dif-
ferences between father-absent and father-presernt chiidren {Aldcus,
1969).

(Person preferencze). Children in a compensatory progrsm become
both more liked and less 1iked than controls, with the former occurrence
being more pronounced. It may mean that for better or worse they are
more active social participants as a result of their rrogram experience
(Hodges and Spicker, 1967),

(ggotiona1~commgnication). Fives recognize facial expressions
of angry and happy with high accuracy, sad with moderately high

accuracy, and afraid at =zarly chance (ril, 1959).

Motivagigg.——(Preferenqg). DADV fives have an elevated preference
for color over form as a basis for Judging similaricy of objects
{Gotts, 1968b). Children who prefer form over color have higher
Success in the first half year of reading., Those who prefer color
show greater reading readiness than those who have no clear preference

for color or form or size (Pearson and Gotts, 1970). When fom 4z v
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a possible choice, form-preferring children evidence cco.uflict by mak-
ing more errors, taking longer to respond, and verbalizing their
effort to find simllarity of form (Miller, D. R., 1969). DADV Anglos
decrease their color preference and increase form preference during
a one~year Hesd Start program., They initially prefer form more than
do Indians and Negroes (Speilman, 1967).

(Types of reward). Anglo poor are highly motivated by candy
reward in comparison to other selected rewards, They will stay and

work when tasks are interesting and they can succeed (Stern, 1966).

Intra-psychic factors={@djustment), Individual differences in

response to reinforcement are not relatad to conduct problems versus
personality disorders, contrary to an earlier finding (Bommarito,
1968), i.e,, adjusted children are not more responsive to adult in-
fluence. Head Start children show a very substantial initial advantage
over non-Head Start c¢hildren in adtustment., But after three months of
kindexrgsrt=n, the other children are also adjusted, so the difference
disappears (Wolff and Steinr, 1967). |

(Activity level)., Boys are more hyperactive than girls in Head
Start, Anglo bcys are less lethargic or spathetic and display more

enargy than Negro girls (Kohlewes, 1967),

Disadvantaged Negro five-year-old children

Social behaviors.--(Resistance to temptation). Sex differences

among father-=absent and father-present fives are not evident in
resistance, Boys from these two groups do not differ. Father~absent
children of either sex resisc more the temptation to cheat with a male

Q rule giver, but those from father-present homes resist more with a
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cross-gex rule giver (Mumbauer, 1969).

(Zransgression)., Stutterers and maladaptive non-stutterers in
Head Start do not differ in defensiveness, but the stuttercrs evidence
more repression-denial and symbolization than do adaptive non-
stutterers (Porterfield, 1969),

(Prosocial behaviors), Negro fives are more cooperative when
cooperation is reciprocated than are Mexican=-Americans, but when it
is not reciprocated, they are not different Onanﬁing and Buntaine,
1969). Male fives respond cooperatively more than do females, but
more males keep mora of a comnodity for themselves than do females.
Negroes give fewer cooperative responses than Anglos, but neither
social group cooperates differentially on the basis of race (Wasik,
Senn, and Epanchin, 1969), Negro boys from a walfare center are slower
to acquire sharing behavior than are Negro girls or MSES childrewn
(Doland and Adelberg, 1967).

(S8ocial gkills), Girls in Head Start show more appropriate

social behavior than boys, Negro girls are more disturbing and
disruptive than Anglo glrls, and they have greater difficulty interact=-
ing with strangers than do Anglo boys (Kohlewes, 1967), Social

growth is greater for deperdability, cooper;tion, and independence

in a nine-month than in a summer Head Start program {Pitts, 1967),

Social perceptions and communications.==(Status awareness). Father

absence versus father presence Per se 18 less a source of difference
in adult sex~role perceptions than are the effects of father absenée
upon family income, sup. rvision, and negative rcle expectations by
mothers, Male-female adult role separation is distinct. The only

differences among Negro and Anglo children cencer about the Negro girls!
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apparent early preparacion to feel comfortable in the role of head of
household (Aldous, 1969). Negroes show negative connotations for the
color black as a descriptor of objects, although less consistently

than do Anglos (Stabler and Othera, 1969).

Motivation.=--(Threat)s. egro children give more verbal & :valua-
tion of a favored but forbidden toy under harsh than under mi’d ti.:zat,
This is a reversal of MSES Anglc reactions (Oftfeld and Katz, 1969).

(Reward schedglas). Delay of gratification relates positively

to WISC IQ among kindergarteners. Twenty percent of Negro DADV
choose to delay for a larger prize, while 48 perce... choocse a lesser
prize immediately, the balance alterna:*ng by task. These rates
show lower delay than among ADV {(Zimiles, 1967).
(Preference). Negro Head Start children have a high rate of
color preference and a low rate of form preference but shift dramatically
toward form preference during Head Start (Spellman, 1967). Form preference
favors success in readipgz among DADV Negroes (Pearson and Gotts, 1970) .,

(Types of reward). For Negro poor candy has little reward appeal,

with four conditions substantially outranki:'g it, including no weward

or punishment (Stern, 1966).

Intra-psychic factors.--(Self concept). Self < ncept iwproves

smong Negro Head Start childvem, particularly im central city centers

and in the Scutheast (Westinghouse Learning Corporation, 1959).
(Adjustment), Three of every four psychiatric referrals from

Head Start are boys. Moderate to severe mental retardation is present

in perhaps two~thirds of the referrals, with about one~half st winy

moderate to severe personality problemn. Severe malnutrition and matarnal

erfc 32
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deprivation are the common stresses (Comly and Hadjisky, 1967).,

4etivity level)e Negro Head Start children are more passive in the

home than in zhe school setting, Negro mother=child dyads are one-half

as active es are Puerto Ricans im verbal and non-verbal cormunications that
encourage exploration and learning, Negroes are more active in use of
varbal admonitions and "don't" in critical comments. The pattern of .
passivity, however, seems readily modifiable or reversible undex changing
coaditions (Weissman, 1967)., Negro girls are more lethargic or apathetic
and display less energy or drive than Anglo boys (Kohlewes, 19¢ which

is partly so because boys generally are more hyperactive than girls,

Social-cultural-familial factors.-~-(On generel development). At

five there is much restrictiveness of Negro mothers toward aggression

againat parents and toward sex play (Wortis and Others, 1963).

Disadvantaged five-vear~old children with unidentified or mixed ethnic
background

Social behaviors.--(Aggression). Among Head Start children overt
aggression is unrelated to fantasy aggression (Dorman, 1967).

(Dominence)., Head Start children's instrumental assertion, determined
from observer ratings, agrees with performance of a task requiring children
to knockiover @ tower of glass tumblers to retrieve a toy, showing some
generality for assertion. More assertive children show higher passing
_rates on selected S-B items (Dorman and Rebelsky, 1969).

(8ituational factors). When Head Start children are in a strange cr

novel envircvment, the presence of a peer-friend promotes security and
positive affective states and produces more verbal communication than

occurs in a peer-stranger condition, while gaéing behavior is more variab’e

O
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with a peer-stranger thau with a peer=friend (Schwarz, 1968). The relacively
high dependency of urban DADV children on siblings (Hillery, Lingren, and
Remstad, 1969) may be related to the foregoing observation,

(Family factors). Attitudes of Head 3tart mothers seem to vary

along the same dimensions as do those of !{SES mothers (Yater, Olivier,

and Barclay, 1968).

(Prosocial behaviors). Mexican=American boys give the same amount

of cooperative behavicr as Negroes when éooperation is not weciprocated,
but they show less than NMegroes when cooperation is reciprocated (Manning
and Buntairnz, 1969).

(Social .nills), Children in summer Head Start become more coopera-
tive and aovelty-seeking and improve in geueral adaptetion (Chorost and

Othexs, 1967).

Motivation.=-=-(Threat). Mixed Negro and Anglo DADV children verbally
devaluate a forbidden toy more following harsh than mild threat, a trend
opposite that for ADV children (0Of:feld and Katz, 1969).

(Failure/success). A picture-word association learning task which

immediately follows either sueccess or failure or neutral -activity seems U
affected by the preceding conditions among Head Start children, Also,
differences in performance following failure are not attributable to the
child’'s locus of control (Bauman, 19€3).

(Reward schedules). Verbal reinforcemenf increases object~related

statements of inmer-city ! 'ndergarteners (Sigel, Ireland, and Watson, 1967) .
Imperfect application of reinforcement princirles in experimental cla .ses
can lead to largely restrictive, non-supportive classroom atmospheres,
resulting in éhildren's decreasced task involvement and decreased attending

to teacher together with increases in disruptive behavior (Ratz, 1969).
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{8timulus varjiation). Head Start children play longer with novel
toys which make loud noises and less with familiar toys from their class=-
room when théy are pleced in an unfamiliar room (Schwarz, 1968).

(Preference Presence of a frien” or an unfamiliar peer exerts
no differential i 'uence upon toy preference. Head Start boys; for
example, fire a gun three times as often as girls whether & friend or
stranger is present, although children who are alone fire & gun less
(Schwarz, 1968). 1Indians prefer color over foxrm but increase in form
preference during a one=year Head Start program (Spellman, 1967),

(Types of reward). Head Start children learn a discrimination bat-
ter under social or tangible izward than under no reward, with the rewards
not differing from each other in effectiveness. DADV children may, however,
learn more under tangible reward with more difficult tasks (Unikel, 1968),

(Higher needs). Mexicean-American and Negro Head Start children
who have MSES -wothers teach them during a summer progiam increase in
achievement motivatien (Pierce-Jones, 1968h),

(Teacher effects), Head Start teachers classified as excellent,

satisfactory, weak or unsatisfactory on the Minnesota Teacher Attitude
Inventory have children who make the most through the least gains in the

same descending order (Riley and Epps, 1967).

intra=psychic factors.--(self concept). The physical attractiveness

of Head Start children increases; apparently as a result of program emphasis
on self concept and parental interest (Kwider and Petsche, 1967).,

Spanish surname plus Negre children, when asked before Head Start to
indicat~ body parts, point to themseives 36 perc.nt of the time and to A
doll the remainder of the time. This increases to 59 percent self-

pointing after the children have been the charges of MSES mothers through
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the summer. Conrtrol subjects show even larger percentage geins in self-
pointing. Self-drawings of the experimental groups, however, improve
morea than those of controls {(Pierce-Jones, 1968a), Self-concept has
been explicitly excluded from some studies because of the belief thet it
cannot vet be measured reliably (Nimnicht, Rayder, and T ck, 1970).
(Adjustment). Apparent social adjustment gains of Head Start children
result sometimes from failure to control for CA and IQ effects (Krider and
Petsche, 1967). Head Start parti.ipation improves childrer's emeotional
stability and sask-oriented interactions with adrlts and increases work
orientation (Hooper and Marxshall, 1968). Puerto Rican children make
greater kindergarten adjustment 1f they have been in Head Start, although
the advantage is short term since after three months non-Head Start
children reach approximately the same point (Wolff and Stein, 1967).
Adjustment to first grade also is positively related to prior educetional

program experiences (in kindergarten) (Hammond and Skipper, 1962),

(Activggx_leVel). Head Start, Puerto Rican mother-child pairs are
more active in the home than 1In the school setﬁing and twice as active
as Negro pairs in verbal and non-verbal forms of ccmmunication that en-
courage exploratory behavior and 1earniﬁg. Puerto Ricans are also higher
in activity rates for '"teaching," reinforcement, smilesg, and touch contacts

{(Weissman, 1967).

Social=cultural-fomilial influences.==-(On program gains). Puerto

Rican and Negro parents of Head Start~eligible children who do not attend
have slightly highar income chose whose children attend, although 60
percent of th:e former group's children do not attend simply because families

learn of the oriortunity too lei2 or not at all (Wolff and Stein, 1966},
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Childran who do well at the end of Head Start have parents who are critical

of the program {(Chorost and Others, 1967).

Disadvantaged Anglo children, mixed ages

Social behaviors.-=(Family factors). Head Start mothers provide

less soclal reinforcement for their children's activities than M3ES, often
showing authoritarian interventions. These mother~child dyads alsc have
fewer affection-based interactions (Kagan amd Wimberger, 1967). Lower SES
mothers who are led to believe that their child is unstructured, immature
or unimaginative provide substantially less directing, help, structuring
and helping than MSES mothers (Walters, Connor, and Zunich, 1964).

(Prosocial behaviors). Negro first, Mexican-American second, and

Anglo girls third, show this ranking in amount of trusting, cooperative
behavior. Girls give more intra~group than extra=-group trust and coopera-
tion, while boys do not differ in this (Manning, Plierce-~Jones, and Parelman,

1968).

Intra-psychic factorse--(Creativity). Anglo DARV children are less
divergent thinkers than ADV, and lower IQ Anglos more so than higher I@
(Savoca, 1965).

(Controls). Anglo DADV are more impulsive than reflective when con-

trasted with ADV Anglos (Mumbauer and Miller, 1969),

Disadvantaged Negro children, mixed ages

Social behaviors.-=(Sex-typing). WNegro LLSES (ages 4=5 through 5=11)
girls do not differ in sex=typling, eggression or dependency as a function

of father absence (FA) or father presence (FI'). FA boys with & father sub=~
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stitute are less dependent than FA bovs with none. FA children's behavior
is affected by sex-composition of their clder-sibling group, with older
brothers being associated with more masculine characteristics in boys and

girls and older sisters with more feminine in both (Santrock, 1970).

(Prosocial behavioxs). Negro Head Start girls are more trusting and
cooperative tlian Anglos and slightly more sgo than Mexican—Americans,
although girls' intra-group exceeds their extra-group manifestation of

these behaviors (Manning, Plerce-Jones, and Parelman, 1968).

Motivation.--(Reward schedules). Intermittent teacher approval oz
correction of descriptive adjective usage has little or no effect, Comn-
tinuous teacher reinfercement for 50 days more than triples the group
rate of color adjective usage. Making a snack or materials avallable
contingent on color usage increases the level in an unprecedented
manner. Natural contingeﬁcies seem to meaintain the level of such behavior

once it is established (Hart and Risley, 1968).

Intra-psychic factorse.=--(Creativity). Negro DADV children aré less
divergent thinkers than ADV Negro, and higher IQ Negroes more so than
lower IQ Negroes (Savoca, 1965).

(Self concept). Children in the DARCEE project show higher happiness
and greater satisfaction in self concept score than do controls (Klaus h
a\d Gray, 1968).

(Controls). Delay of gratification'is unaffect;d by DARCEE participa-
tion, but participants become more reflective than controls (Klams and

Gray, 1968).
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Disadvantaged children with unidentified or miied ethnic background,
mixed ages

Social behaviors.--(Maturity). Head Start children are on the

average soclally two-tenths of one year ahead of their CA (4.5 to 6.,9).
The relation of MA and socisl maturity is quite smali (r=.27) (Nortom,
1969),

(Sex~typing). Among Negro and other childrer: (3-0 through 6-11)
of LSES background, human figure drawing is not sex differentiated 50
percent of the time, 18 sex differentiated 24 percerit, and 1s unrecog-
nizable 26 percent of the time. Differentiated drawings increase from
1 percent at three years to 46 percent at six. Girls draw more differenti-~
ated figures than do boys, Same-sex figures are produced moré than
opposite-gex figures by all age and sex subgroups, but the differentisl
is not substantial among older girls (5-6 to 6vll). .More older girls
draw same gsex with a female examiner present {(Datta and Drake, 1968),

(Prosocial behavioxs)., Three- through five-year-old DADV girls

acquira least and boys must cooperative behavior under reinforcement,
with higher SES children falling at intermediate positicns {Brotsky and
Thomas, 1967).

(gggformitx). In situations where role expectations are clear,
where there is consensus among taachers, and whare role prescriptions
are readily enforceable, both normal and problem children (ages 2.5 through
5) from single=-parent homes show a high degree of adjustment (Kitano,
1962). |

(Social skills), Spanish surname DADV children in a Montessori Head

Start progrsm galn more on social-emotional development than do Anglos,

although both exceed their initial standings (Johnson, 1965).

é'h‘l'l :
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Social communications and perceptions.=--(Status awareness), School

experience accelerates ability of Mexican—American fours and fives to
discriminate and make evaluations regarding skin color. Xﬁwareness of
skin color seems to increase with exposure to school but not with age
increases (Werner and Evans, 1968).

(Self awareness), Mexican-American fours and fives best like and
judge white dolls to be "most like me" after exposure to school (Werner

and Evané, 1968) .,

Motivation.-~(Reward schedules). Among severely retarded children

with social age of 31 months bur CA eight to ten years, intermittent token
reinforcement for behaviors incompatible with their maladaptive behaviors
and removal of tokens for maladaptive behaviors result in decrement of

maladaptive behavior, particularly of aggression toward peers (Pexrline and

Levinsky, 1968).

(Stiﬁulus variation). Starting speed for lever pulling is slower
following a mnovel stimulus than a familiar stimulus 1light, but after
further presentations, these are not different, This stiwmulus familiariza-‘
tion effect reflects habituation (Witte, 1967).

(Types of reward), Mixed Negroes and Anglos {49 to 69 months)

show poorer discrimination learning under candy reward than under punish-

ment or reward-punishment combination (Spence and Dunton, 1967).

Intra-psychic factors.--(§elf concept). Children (3 through 5 years)

of disorganized LSES families often use theii bodies fer diffuse dischsarge
and avoidance; have little confidence in themselves or their abilities;
frequently engage in self~depreciation; express self~expectatirns of
failure; are confused about who they are; and show only low levels of

"enjoyment (Pavenstedt and Others, 1967) o
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(Controls). Short-term pre-kindergarten intervention reduces impul-
sivity in drawing and walking more for children whose initial performance
iz better (Hayweiser, Massari, and Meyer, 1968).

(Fantasy). Children of disorganized DADV families show unusually

poor demarcation between reality amnd fantasy. Initially wmost do not seem
to know hoew to play (Pavenstedt and Others, 1967).

(Adaptability to demands)., Children of disorganized families manifest

pervasive passivity as their main coping response. They act upon'cues

or in direct imitation of :thers rather than on their own volition. For
them the most difficult of school routines are transitions. Auditory

and particularly visual hyperalertness with excessive focusing on the
actions of adults exist alongside their striking unreapﬁnsivene,é to and
lack of curiosity about large segments of the external world. Expectations
of calamity and guarded fearfulmness permeate all aspects of coping. Their
characterietic relationships with people a need-oriented, distrustful,
shallow, and nonspecific, To be in contact with an adult over les

everything else (Pavenstedt and Others, 1967).

Social-cultural-familial influences.~--(0On program gains) Mexican—

American childrert who have been in a preschool program show, vy late
primary‘gfades, positiva'relatiOns between reading achievement and environ-
mental achievement press (.61), activeness of family (.54), identifica~ |
tion of wmodels (.38}, range of social intefaction.(.BQ), percaived value
of education (.39), home intellectuality (.35); and family work habits
(-27) (Henderson, 1969).

(On general development). Children of disorganized families, after

two years in nursery school, increase their range of facial expression,

abuse their bodies minimally, show progress in development of self esteem,
o ‘ '
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are reascnably cooperative and not blindly obedisnt, are more flexible,
react in a more purposeful manner to reduce atress, show more age=appro-~
priate reality-fantasy 1imits, increase in capacity to reléte to the teacher,
develop peer relationships, and begin to enjoy play. They continue to be
hyperalert, exprees unsatisfied needs, find it difficult to fight for

theilr rights, and still tend toward inflexibility (Pavenstedt and Others,

1967).

Anglo children of undesignated or mixed socioecomnomic background, under
five vears of age .

Social behaviors.~-(Introversion). Shyness at three years is negatively

related to verbal intelligence at five years (Bayley, 1968},

Social perceptions and communications.~-(Social abstraction). Under-

standing of bad comes into focus around age two and increases in power
thereafter. Good is understood by three to'four years (Rhine, Hill, and
Wandruff, 1967). |

(Person preference), Same-sex play and same=ethnicity play are greater
at mean age four and one~half years, but the latter cleavage does not
seem vo indicate prejudice of Anglos against Hawaiians or vice versa

(McCan.lless and Hoyt, 1961).

Intra-psychic factors.=-(Self concegf e Direct self assessﬁent seems
feasible with fours. They are not too 2gocentric to engage in self criti=-
cism, although they generally tend to ovexevaluazte themselves, Accuracy‘
of self appralsal does increase witﬁ MA and CA, Accuracy is inversely

related to need for defemsiveness (Weiner, 1964),

(Paraognality, global), Body type hypotheses for boys (ages 2 <through

4) are seldom significant, but for girls they are supported, Endomorphic
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girls are more cooperative, cheerful, low in tenseness and anxiety, and
soclally extroverteds Mesomorphic girls are energetic. Ectomorphic
girls are uncooperative, not cheerful, anxious and aloof (Walker, 1963),

(Activitz level)e Boys who are active aﬁd rapid at three years
have higher mentsl ability later. At about three years both girls' and
boys' rapldity and activity become related to later verbal intelligence
throughout their 1life spans, except for a brief period around five years
of age when the relationship is negative (Bayley, 1968),

(Emotionality). Boys who are happy, calm and positively responding
at three years are likely to have above average IQ's at five and later.
This relation 1s temporarily depressed around five vears, For girls,
positive behavior increases at five years but 1s unpredictable thereafter.
Happiness shows the same course over time for both sexes, as does positive
behavior {(Bayley, 1268). |

(Reactivity), Calmnesa in boys at three years is positively related
to verbal IQ at five years and steadily sc over later life. The relation-
ship for girls is pqsitive at five years but 1s later unpredictable
(Bayley, 1968).

(Fantasy). ¢hildren's atories depict a pervasive thematic use of
violence followed by friendly themes, those dealing with food and eating,
and those dealing with harm coming to people. Girls more than boys mention
people; boys mentien vehicles more often. Boys mention more males than
females at all ages (2 to 5 years); at two and three, girls mention
more giyl than boy characters but thereafter more males at every age.
Mothers are depicted in more positive roles by girls at younger ages, but
not after three and one~half, and by boys at all ages, Fathers are seen
as more positive than negative axcept by boys at three and one-half and

, by both sexes at four and one-half (Ames, 1966),
<
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(Attachment)., High responsiveness to persons at three years is strongly
positively related to verbal; IQ for boys at five years but not for girls

{Bayley, 1968).

Social-culturai-familial influences.==(Qn general development). Warm

and understanding maternal behaviors versus punitive rejection more
profoundly affect boys than girls., For both sexes, however,_maternal
hostility is negatively related to fullfscale intelligence ' (Wechsler)
later in life, whereas loving behaviors are positively related to later
IQ, these effects being stronger for boys, Maternal countrolling behaviors
show variously mixed relations for boys, but for girls they aure generally

related negatively to later IQ (Bayley,‘1968),

Negro children of undesignated or mixed sociceconomic background, under
five years of age

No studlies.

Children of undesignated or mixed socioeconomic background, under five
years of age

Social behaviors.--(Aggression). For under fives, affiliation arousal
counteracts the usual tendency for aggressive doll play. Parental permis-
siveness toward aggression is assbciated with low doll play aggression
only among girls who are physically punished; daﬁghters of strict, physi-
cally punishing mothers are more aggressive, Boys may respond to maternal
strictness by inhibiting aggression to lessen threat of loss of love,
while girls respond with modeling behavior (Gordon and Smithk, 1965).

At age four, a smaller number of boys exhibit the sc:ze overall number of

aggressive behav. 0:r5 in doll play as do a larger number of boys at sixe.
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They exceed girls in aggression at age four, with a given number of beys
surpassing about an equal number of girls in aggressive responses made
(Moore and Ucke, 1961),

Aggression by nursery schoolers in play therapy seems to satiate
molar aggression (Saunders, 1961), Under-five psychotic children,
who are placed in group therapy, begin to disrupt each cother's solo
behavior. As these disruptions become more frequent, the interrupted child
fights the interrupte: aggressively. This later shifts into less attack
and more mutual obsexving behavior. The child who continues to aggress
finds the group spontaneously ganging up against him, Since all chil-
dren alternately take Ehe'aggressor role, they soon gain respect for the
retaliatory powers of the group (Speers and Lansing, 1969). Among fours,
aggression follows viewing an aggressive film when the chlild has not
been frustrated. The child who is frustrated before viewing an aggressive
model tends to inhibit aggresesion (Kuhn, Madsen, and Becker, 1967),

(Dominance). Ascendant behavior is lower among threes than fours or

fives, Preschool children exhibit more verbal than motor behavior and
more soclally acceptable than soclally unacceptable behavior (Frazier,
1964).

(S8ituational factors). Public health nurses and voiunteers are able
to shape behavior toward more mature play among threes and fours in a
walting room by attending or withholding attenticn systematically
(Wootton, Wood, and Barnes, 1970).

(Family factorxs). Boys around thre: years from larger families

manlfest more contact with a female teacher., Maternal iniciation of con~
tact with the child is less as family size increases (Waldrop and Bell,

1964). Parents who have experlenced parental deprivation in childhood
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are more likely to have under fives with behavior disorders, acrcss SES
levels (Wolff, 1%6la).

(Imitative behavior). Imitative behavior of nursery schoolers 1is
increased more by reinforcement but also by interaction with an adult
during story telling. Imitative behavior extinguishes rapidly when rein-
forcement 18 withdrawn for either of these conditions (Zahn and Yarrow,
1968). Fours who watch a ten-year-old filmed model play with particular
toys show large model effects and lesser enhancement effects 1f the model
piavs with toys different from those which the child has available.(Parton
and Dubanoski, 1969). Reinforced model aggression influences the perform=~
ance of threes and fours (Bandura, Rcss, and Ross, 1963) but not their
acquisition of aggressive responses (Bandura, 1965). MNursery school girls
imitate more than boys, especially for a female model. When behavior
is sex-inappropriate or not typed, imitation may mot be differentially
displayed for models of differing sex {Fryrea: and Thelen, 1969).

(Resistance to temptation). Fouxr-year=-old girls appear to resist
temptation according to an escape vr avoidance learning paradigm, resist-
ing more under nurturance withdrawal than under nurtwrance, whereas sixes
do 80 to sacure positive reinforcement from teachers (Saadatmand, Jensen,
and Price, 1970), Children who have broken a rule to solve a difficult
maze subsequently are more lenient concerning outcomes of a story con-
cerning rule infraction, while rule conformer are more punitive {(Ross
and Ross, 1969),

(Dependency). Fours reinforced for competency in puzzle completion
give more competent responses than do childron reinforced for dependency
'x alternately reinforced for dependency and competency. Subjects rein-
forced for the other two kinds of behavior become bored and emit task-

irrelevant, novelty-seeking behaviors {(Speer, Brigge, and Gavalas, 1969).
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Dependent reszonses of the being near and contact seeking variety are
more oIommon among anxious under fives, but attention seeking is not,
Gependency responsas toward strangers is lower than toward mothers,
Proximity seeking 1s a more primitive forw and acterntion gzeking a more
mature forma of dependency (Rcasenthal, 1967).

(Zxansgression). Among fours, leniency toward cransgression appears
to pe & coping behavior to reduce anxiety associated with one's own
transyression (Ross and Ress, 1969),

Gﬁaturitz), From 12 tec 60 months, children travel increased dis=-
tarces from thelr mothers, stay away Ionger, and leave more fraquently,
Sex differences are absent (Rheingold and Eckerman, 1970), Montessori
fours are more independent, less in need of the teacher, and evidence
more leadersbip than non-Montessori peers (Flezge, Black and Rackaaskas,
1967),

(Sex~typing). Identification with the parent affects responsiveness
to parental control techniques; boys respond to maternal strictness by
inhibiting aggression tc lessen threat of loss of love; girls respond with
modeling behavicr (Gordon and Smith, 1965)., @Girls fairly consistently
more than boys chouse mothers who are depicted in drawings as caregivérs
and as companions (Landrzth, 1963}, Four-year-old girls are more feminine
than threes on IT Scale, but boys are not differentiated by age (Hartup
end Zook, 1960). Older under-fives more accurately perceive the sex-typed
character of objects, especially female-typed objects, with bcoys and girls
equally sccurate, Boys do not choose a majority of same-sex-typed objects
preferentially until they are four (Ven' r and Snyder, 1966). In nursery
Qchool, girls imitate a female model more than a male, but boys do not

differentially imitate; it is the sex-tvped quality of the model's behavior
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which seems to differentiate the modeling of it (Fryrear and Thelen, 1969),

(Prosocial behaviors). Interruptions of another child's play activity

by a p:ychotic child, during group therapy, are not accidental but are
attsmpts to make contact with the other child. Evantuslly group formation
develops, in fact, out of transactions initiated im this way (Speers
and Lansing, 1969). Constructive responses comprise & majority in the
doll play of fours, increasing with age and being greater for girls than
boys (Moore and Ucko, 1961).

(Conformity). Girls are more conforming to par¥ents than are boys,
with age differences not apparent in the range three through five (Stark-

weather, 1967),

{Social skills)e Gradual induction of twos and threes into church

nurseries with support of mother results in higher adjustment and.more
adaptive behavior than the usual suaden induction. Threes benefit, but less
than twos. Girls adjust better than boys (Towne, 1960)., Two~day per

week nursery school at- nrees results 1 less social communica;
tion, self-reliance; . -ion than do three-dsy or .ve~day programs.
The latter is the most beneficial to general soclal progress (Weiaddrf,

1963),

‘Social perceptions and communications,~-=-{Social abstraction). Inﬁernal

conslstency of social desirability responding is low among ﬁhrees and
higher among fours, with relisbility coafficients likewise increasing
with age. Number of socially desirablé responses goes up with age and
is higher for girls (Cruse, 1966).

{Person preference). Peer acceptance and peer rejection are unrelated
among fours, Gilving positive reinforcement to peers is related (x=,67)

to social acceptance but not to rejection. Giving megative reinforcement

-
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is related to social rejaction (r=473)> Giving positive reinforcement
is actually preponderant in peer iunteractions, such that children re-
celve more peositive than negative reinforcement even from disliked peers
(Hartup, Glazer, and Charlesworth, 1947). Among threes and fours,
children of both sexes give more pusitive choices to same-sex peers

and more negative choices to opposite-sex peers. Dependency on adults
relates mnegatively to popularity, but the child's tendency to seek
attention, reassurance and help from older children does not interfere
with popularity and may facilitate it (Moor= and Updegratf, 1964).

(Affective awareness). French and smarican threes and fours recog-

nize with high accuracy photos depicting emotions at age three, increas-
ing accuracy further at each year until nearly perfect at age nine (Izard,

1968),

ggﬁiyation.~—(zbreaﬁ). Under mild threat fours decrease their liking
of a forbidden toy but under strong threat tend to increase their evalua-
tion (Turner and Wcight, 1965),

(Reward schedules). Threes and fours imitate a model rewarded for

his behavior more than one punished or than one given access to rewards

not contingent on his behavior (Bandura, Rose, and Ross, 1963).

Children receiving reinforcement on a 50 percent schedule pull a lever more
rapidly than those on a 100 percemt schedule (Ryan and Canicr, 1962),

(Stimulus variation). 1In boys, precoclous development of fear of

novelty is continuously predictive of heightened fearfulness from infancy

into early childhood. This is not so for girls (Bromson, 1970).
(Preference). Montessori fours gain more in positive attitude toward

learn?1g than non-Montessori (Fleege, Black, and Rackaaskas, 1967).

Threes with mederate consistency prefer pictures with light units to
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bright saturateé colors, prefer dark shades to bright satura 24 colors,
prefer photographs to_black and white drawings, modified realistic drawings
to fanciful drawings, and illustrations with more colors to those with

fewer colors (Amsden, 1960). Four-year-oid boys show interest in the
phenomena of the physical world, but girls are not preoccupied with issues
of the social world. Boys are more likely to elicit from teachers

leading questions about the social world, while girls are offered assistance
with this content. Boys's persistence in pursuing their initial questions
about the physical is stronger than that of girls for the social world
(Haupt, 1966),

(Types of reward). Neither a penny nor verbal reinforcement

helps fours learn a difficult oddity problem {(Croll, 1970)., Four and omn=z-
half year olds ouiperform threes on size transposition problems for which
they receive marbl:s which may be exchanged for toys (Caron, 1966).

(Higher needs). Children from two and one~half through four show

negative relations between their need pattern or recognition status and

their father's. Love and affection need value to mot relate to parents',
No ﬁother-child need value relations are found. Expectancies of children
are generally positively related to those of parents (Tyler,

Rafferty, 1966),

Intra-psychié;factorso--(BehavioraL Eatholdgg). Behavicral pathology

in threes and fours seems unzrelated to SES. Behavior pafhology.occuré in
children whose parents have suffered parental deprivation during their
own childhoods (Wolff, 196la).

(Self concept). Psychotic children, as they begin to show greater

comfort in group therapty, use a mirror to obsarve others. Initially they
do not regard themselves, although this alac develops later, When anxious,

these children dash to the mirror and study their image--this appears to
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control "disintegrative panic." After about one and one-half years of
group therapy they develop considerable separation-individuation (Speers
and Lansing, 1969). Ti.e presence of a distinct phantom 1imb in a three-
year-old amputee suggests that body-image is sharply delineated by that
age In at least some children (Easson, 1961). At about 46 months,
children begin to include a mouth more systematically in figure drawings
than do youngef children. By 36 months eyes and body are about as dif=
ferentiated as they will be by the fifth birthday (Shapiro and Stine,
_1965)e

(Personality, global), Fours' manifest behavic. s cluster into factors

intevpretable as inherent leadership ability, aggressive domination,
individualistic self-sufficiency, and soclally irresponsible impulsive-
ness (Stott, 1959), Further and more extensive werk along these same
lines reveals 14 separate factors at age four (Stote, 1962),
(Adjustment), Threes are rounded,‘balanced, relatively conforming,
beginning to share, in interpersonal equilibrium, ad less ritualistic than
younger children. Three and one~halfs show inwardizing of external ime
pressions and experiences., This is accompanied by emotional swings, in-
‘security, and some motor inccordination., Children often hw.ve exaggerated
tensienal outlets at this age and demand excessive attenticon. Fours are
expansive or out of bounds, boisterous, emotionally intense, pressing the
limits, Four and one-halfs are inwardized~outwardized and troubled, but
becoming better organized (Ilg and Ames, 1955). Among English children
who are referred to a children's clinic at from two through four
Years of age, nearly half are presented with complaints of badness or un-
manageability. The commonest symptoms on admission are, in order, temper
tantrums, specific fears, enuresis, and encopresis, mpcomatology on

admission does not generally differ from that found at this age in chil-
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dren never referred, Boys are assessed as more disturbed on all measures
{(Wolff, 1961b), Asphyxiated boys manifest a lower level of adjustment

to school than non-~asphyxiated (Ucko, 1965).

(Emotionality). At three years, visual fears predominate, while
auditory fears are prominent at four, although fear of the dark, wild
animals, and parental desertion is present at both ages (Ilg and Ames,
1955), Anxiety level among threes and fours has more effect upon seeking
physical contact and being near than on attention seeking (Roseﬁthal,
1967),. In doll play boys exceed girls in anxiety at four and reveal a
positive relation between anxiety and aggression, For girls, amxiety is
rore often associated with failure to respond, Anxiety is also menifest
with some frequency in conjunction with punitive doll-play behavior
(Moore and Ucko, 1961), Among psychotic children, initial approach be-
havior hy other children increases withdrawal, With repetition of this
approach situation, panic=-like reactions occur with crying, screamlng,
shaking, facial contortions, and flailing about, After some group forma-

tion appears, rhythmical activity serves to discharge tensions. The chil-~

dren eveniually help new group members to cope with their panic reactions

(Speers and Lansing, 1969),

For fours who are admitted tc a general hospital situational dcll
play does not affect total stress reaction but causes a decreasé in
anxiety-defense, with the focus of stress increasing for doctors and
mediéal procedures (Lockwcod, 1970). Intensity of reaction of threes to
maternal separation is affected by length of separation, strangeness of
the hospital enviromment, and strength of relationship to mother (Bowlby,
1969), Young children whose parents undergo divorce experience this as

a major emotional crisis, to which boys seem more vulnerable than girls

(McDermott, 1967).
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(Reactivity). Fear of novelty during infancy is predictive of the
same behavior into early childhood for boys but not for girls (Bronson,
1970) , Asphyxiated boys are often more difficult or very difficult
children, with degree of asphyxiation positively related to degree of dif-
ficulty of the child. Asphyxiated boys particularly are highly reactive
to new experiences, They also manifest a high rate of sleep disturbance
(Ucko, 1965).

(Controls). The words fast and slow do not exert stylistic control

over behavior of fours (Lovaas, 1964). Responding to differing colored
lights as cues for either engaging in or inhibiting a motor response reaches
59 percent correct among under fives. Once the child has verbal control,

he can in one trial respond in this tasik to meaning reversals of cues
(Beiswengex, 1968), Among childhood poisoning victims (33~43 months)

who are rescued, the essential establishment of an inner system of

avoidance appears underdeveloped or delayed (Lewis aud Others, 1966).

(Fantasy)e Dreams begin to appear around three years or a little
earlie?. Threes sometimes wake up but are not usually distressed.
Three and orie~halfs dream more and many show distress but are readily
quieted. Dreaming by fours may diminish, but four and one-halfs dream
more often, with greater disturbancg (Ilg and Ames, 1955), Death is a
frequent theme in fours' play; most ask questions about death; some evi-

dence concern about death of self or parent (Fredlund, 1970).

(Attachment), Maternal separation in under fours is accompanied in
sequence by three reactions: protest, despair, detachment., Reactions are

intense, especially where maternal attachment is strong. Attachment in

this early form begins to weaken at around three years (Bowlby, 1969),
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Social-cultural-familial influenggg.—u(gg pProgram gains)., Threes--~
whose mother-child warmth is adequate and whose mother availability is
well-defined, for whom new relationships are encouraged, limits set on
behavior, and achievement encouraged--demonstrate more stable personality
and a superior approach to task performance (Heinicke, 1968).,

(On general development)., Regressive behavior is frequent among

threes and fours whose parents divorce (McDermott, 1967),

Anglo five-year~old children of undesigrated or mixed socioeconomic

background

Social behaviors.~--(Sex-typing). Sex-role preferences are estab-

lislted for both sexes before age tive; sax~role identification occurs
earlier for girlse. Role preference precedes role adoption, and role
adoption and identification occur concurrently among girls but in

sequence among boys (Ward, 1962),

Socigl perceptions and communications.--(Self awarenegs).

Anglo kindergarteners, 94 p--rep’ chemselves with dolls of their

own race compared to 64 percent of Negroes. Anglos tend to assign
po3itive roles vo Anglos and negative to Negroes; Negroes make no dif-
ferentfztion in their role assignments. These findings hold in both inte-
grated znd non-:integrated programs. Boys and girls show the same pattern

(Larson, 1969).

(Social shutraction). Althcagh the terms good and bad are acquired

l'efore five, they are not weil acjuired until about six years Rhine, Hil.

s 4 Wandruff, 19:7),

o
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Motivation,=-(Reward schedules). Anglo kindergarteners learn faster

uwnder immadiate verbal reinforcement than delayed material reward, across
SES levels (Marshall, H. H., 1969), with delayed verbal reinforcement be-
ing detrimental to LSES children.

(Iypes of reward). Mater.al reward acts as a distractor and thus

interferes with learning (Marshall, H. H., 1969),

Intra-psychic factors.--(Self concept). Kindergarteners' self-

perceptual data largely fit into a single factor identified as "being
enough." The relation between these self reports and teacher ratings

is lows Children repor: themselves as feeling less adequate in first
grade than in kindergarten. Significant predictions to general criteria

a year later are possible from kindergarten data. Self-concept is already
differentiated at this age into various ccampetency components (Combs

and Soper, 1967),

(P-—-sonality, global). Over: behavior of Anglo kindergarten boys
falls into seven factors: distractibility, nervous energy, verbal partici-
pation, physical fatigue, focused participation, oral satisfaction, and
meddlesomeness. Gver 99 percen” of the variety of contributing overt
behaviors are detectabie in a sixty-minute period and do not change
drastically from day to day (Morero, 1968).

(Controls), Kindergarteners' verbal control over the starting and
stopping of motor behaviors is equivalent to that of first graders when
overt self-verbalizatiomns are made, but covert self-wverbalization has
little effect upon kindefgarteners, whereas first graders do better with

it than with overt verbalizations (Meichenbaum and Goodman, 1969),
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Negro five-year-—old children of undesignated or mixed socioeconomic

background

Social behaviors.--(Self awareness). Negro kindergarteners identify

themselves with Negro dells 64 percent cf the time cowpared to Anglo
identification with Anglo dolls 94 percent. Negroes do not differentiate
between Anglo and Negro dolls iﬁ thelr role assigmments, whereas Anglos
assign more positive roles to Anglo and negative to Negro dolls, Posi-
tive and negative role assignments are unrelated to proper self identifi-
cation by Negroes. Self identification by race is unrelated to the

skin lightness or darkness of Negro children (Larson, 1969),.

Social-cultural-familial influences.--{(On g2neral develcpment)., LSES

men tend to punish more severely those behaviors defined as antisocial
and annoying. Female differences, however, are not evident across-SES
levels., Fathers of LSES and MSES do not differ in terms of morally

intrinsic caring by MSES standards (Hervey, 1968).

Five-vear-old children of undesignated or mixed sociceconomic background,
mixed ethnic backeground

Social behaviors.--(Aggressionj. Boys at six make more aggressive

doll play responses than do girls. Overall aggression is the sanz at
'six as at four for boys, but a larger number of bcys engaging in lesser
amounts constitutes the basis for the constant level, About as ﬁany
girlé aggress at six as at four, but in larger quantity at six (Moore

and Ucko, 1961). Affiliation arousal does not attenuate aggression in
sixes whereas it does in under fives (Gordon and Smith, 1965). More con-
trolled, verbal and indirect forms of aggression are replacing diffuse

physical aggression at five (Ferguson, 1970).
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(Dominance). Fives demonstrate more ascendant behavior than do
threes. This appzsars independently of sex or SES (Frazier, 1964).

(Resistance to temptation). Girls of six, expcsed to temptationm,

operate so as to secure positive reinforcement from teacheis by deviating
less under nurturance than under nurturancz withdrawal (Saadatmand,
Jensen, and Price, 1970}.

(Maturity). Positive attention seeking increases from the under-
five o the over-five age range, although some fives still show immature
attachment pattefns. Competent children direct more of thelr affiliati-e
behavior toward peers and less toward adults, with the latter being
restricted more to positive attention getting., They also show more adult-
role vehavicr and peer leadership. They are more apprepriately sex-~typed;
especially as regards aggression. More mature children have better self=~

. direction in terms of social standards, but are also iméginative and
~r157 dnitiative and expressive freedom. Mature children have parents who
exercise soclalization pressﬁre, expectancies for maturity, and who deal
with the child at his level of understanding--thus their parents are neither
restrictive nor overly indulgent (Ferguson, 1970).

(Sex-typing). Sex rather than race forms the majfor basis for sponia-
neous self-grouping by kindergarteners (¥irsch, 1967).

(Ercrocial behaviors). Constructive responses of boys in doll play

are greater at six than at four but are exceeded by those of girls at
both ages (Moore and Ucko, 1961).

(Cnnformity). Fives are &s conforming as under fives. Girls are
more conforming te parents than to peers (Starkweather, 1967).

(Social skills). Higher SES fives are higher in parsonal social

responsiveness than are lower SES, so the former are more adept at

s
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relating to their world (Howard, Hoops, and McKinnon, 1970). Mongoloid
fives and six=2s show social maturity beyond their mental ages (Thompson,
1963). Fives from a traditional kindergarten who are placed in a small-
group problem solving situation manifest a range of more mature, facilita-~
tive social behavior for the task than do thosze from cognitive structured
or creative aesthetic programs, with the cognitive structured group being

at the greatest disadvantage in this fask situation (Torrance, 1970},

Social perceptions and communicziions.--(Social ubstraction).

Internal consistency and reliability of the tendency to make socially
desirzable responses is greater among over fives than under fives. Older
children and girls make more socially desirable responses (Cruse, 1965),
This trend toward affirming of oneself socially desirable statements
increases into first grade and then reverses itself (Cruse, 1963).

Girls precede boys in this trend by affirming socially desirable state=-
ments less and negating socially desirable statements more during the
latter portion of the preschool period (Cruse, 1966).

(Person preference). Dependency on adults is unrelated to popularity

in four and one-half threugh fives, but it is negati 21y related for
other under fives, Nurturance and dependency on peers relate positively
to sociometric status (Moore and Updegraff, 1964). Early entrants into
kindergarten are lower in social status than‘normal age children of com-
parable IQ who are matched with them on initial personality scores
(Weiss, 1962),

(Emotional communication), Kindergarteners' comnception of inter-

versonal kindness is a global, undifferentiatdd one in which many dif-
ferent reasons for benefitting others are all called kind. Between five

and seven years, however, for 80 percent of the hypothetical situations
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posad, children's responses become more adult~like than among under fives.
Yet for even the earliest to differentiate compounent of Kindness,
intentionality, ~hildren continue to develop into the second grade.
Parochial education with its emphasis on motives behind actions apparently
speeds up this py-cess when compared to public education (Baldwin and
Baldwin, 1970).

(Affective awareness). Accuracy of recognition of facially displayed

emotions is greater among over fives than under fives, with performance
afpfoaching perfect by age nine among American and French children (Izard,
1968), Autistic fives. when given commands, do take into account the
context and behavior of others. They vary response according to the type
of coumand given, tend to comply for pearsuasive énd not to comply fer
harsh commands. When workers value a context lass, compliance is greater;
when it is overvalued, noncompliance becomes characteristic. Those comply-
ing in .this latter instance all display negative expressive behavior
(cussman and Sklar, 1969). Six and severn-year-old chilé¢<-en from a pre-
literate New Guinea group perfectly discriminate anger snd disgust and
happiness from surprise, and disgust from fear, and show far above chiance

accuracy for thirteen more paired comparisons (Ekman and Friesen, no date).

Motivation.--(Threat). A loud tome does not supprees lever pulling

for which candy reward has been delivered, although it appears to evoke
aversive responses in kindergarteners (Karsh and Williams, 19643, but if
glven before any reward, it partially suppresses later behavior.

(Failure/success). Combining verbal failuie and success feedback

reduces kindergarteners' errors on a plural-to-singular transforxrmation
problem compared to no feedback (Bryant and Anisfeld, 1969). A cue pre-

viously associated with reward facilitates extinction of a motor response
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if it is present during the extinction reriod because it enhances the
frustrative effects of non-reward (Longstreth, 1966),

(Reward schedules). Scheduling punishment prior to rewarded trials

suppresses a motor response, but scheduling punishment following reward
does not suppress it (Karsh and Williams, 1964), Secondary reinforcement
acts as a cue which interferes with the child's ability to discriminate
between training, when primary reinforcement is absent (Myers and Myers,
1966), provided that the seccndary reinforcer has not been invariably
paired with the primary reinforcer, Capacity to await delayed reinforce-
ment increases between five and seven (Mischel and Metzner, 1962),

Prior overlearning (high habit) of a lever moving response under con-
tinuous reinforcement results in faster mean movement speeds over later
non-reinforced, relative to reinforced trials, Partial non~reinforcement
following both high habit and low habit results in faster responding over

non-reinforced trials than does continuous reinforcement (Penny, 1960),

(Stimulus variation). Fear of visual novelty becomes evident during
the first year of 1ife and is moderately related to shyness throughout
the pre¢school (e.ge., r=.46 at four to six years) and early school period.
This relation is small or absent for girls (Bronson, 1970). '

(Preference). Kindergarteners feceiving reading instruction develop
better attitudes toward reading (Chen amd Others, 1965), and toward
school (Kelley and Chen, 1967), especially for girls, with low IQ girls
benefiting most (Kelley, 1966). A modified linguistic spproach to begin-
ning reading also favorably affects attitude (Gruber, 1966}, Fives come
to prefer (72 percent) programmed instruction to one or more of the other

activities in kindergarten (McNeil, 1964). Five-year-old girls shown

pictures of various kindergarten activities prefer block play more than
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do boys (Margolin and Leton, 1961). Given an opportunity to take home
cards displaying high versus low frequency words, kindergarteners pick
high over low frequency for both nouns and adjectives, aithough about
20 to 25 percent of children do not show this preference (Bereiter and
Summers, 1967).

Children prufer by a large margin drawings developmentally superior
to their own (Lewis, 1963). Choosing the picture they most prefer, fives
pick light units over bright saturated colors; photographs over black and
white drawings, and illustrations with more colors over those with
fewer colors. 1In contrast to under fives, they prefer true-to-life
over fanciful drawings (Amsden, 1960)., Kindergarteners view the physi-
cian as a smiling, helpful, and positive jindividual who is important in
sickness and injury (Berger, 1960).

(Types of reward). Fives receiving a coin perform better than those
recelving a metal washer (Leibowitz, 1966). Fives match letters well
when given one M & M candy for each correct match while being penalized
all candies for any row in which one match is incorrect (Hall, 1967).
Kindergarteners persist longer on various tasks if given approval
(without regard to correctness), whereas older children persist only when
provided information as to correctness (Allen, 1966).

(Beex effects). Fives in pairs are more willing to try difficult

skill tasks, least willing before a group, and intermediately willing
when alone (Torrance, 1969), On the classic small-group influence on
perceptual judgment of lengths of lines task, kindergarteners make only
12 percent of their Jjudgments in a conforming direction, giving their own

Judgments without regard to stooges' responses (Hunt and Synnerdale, 1959),
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(Teacher cffects). Dominative and socially integrative behaviors of

teachers affect group cohesiveness of kindergarteners little as regards
type of group composition. The major group cleavage dimension is sex,
with race a weaker secondary basis of grouping (Hirsch, 1968). ‘Making
feacher attention contingent upon specified behaviors markedly increases
the frequency with which these behaviors occur, and the effect continues
after the contingency is allowerd to revert to a sporadic occurrence

(Schulte and Hopkins, 197C).

Intra-psychic zactors.--{(Crec vit's)e Conformiczy, as au alternative

to creativity varies according to I ie cask and interpersona.. situation
(Starkweather, 1967).

(Self -oncept). Kindergarteners' gelf concepts are related to

achie vement, as are teacher ratings of children's self-attitudes. Teacher
ratings are congruent with a non-verbal measure of the child's self
concept. Sex differences in self concept are absent at this age (0zehosky,
1967). Self concept appears positively related from preschool to

primary a year later. Self concept relates positively to reading achieve-
ment and social development (Swayze, 1966).

(Personality, global), The Scemno Test with fives and older children
corresponds somewhat to the Rorschach and can be used to make clinical
inferences (Malmivaara and Kolho, 1961). |

(Adjustment). Early entrants to kindergarten receive lower perscnality
scores than normal age children of comparable IQ whose personality scores
are originally matched. Early entrants of above-average IQ also receive
lowar personality scores than older children of average IQ (Weiss, 1962).

Later socio-emotional development of early kindergarten entrants is
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maikedly below that of older children (Goft, 1964), However, early entrents;
first grade adjustment is as good as that of older entrants of similar

MA. SES, and sex in classrooms having similar groupings, suggesting that
their adjustment problems are not “he result of CA (Loughlin, 1966).
Kindergarten boys who are taught to rezd increase in " »m behavior wiile
girls decrease (Mason and Prater, 1966). Fives tend te :cod zdjus nent

=nd comfortable conformity while after five and one~half =caf rmit; is
abruptly altered by the child's extension of himself intc 2& arez' of
expe-ience and by his attendant discomfort at these new und takir s

(Ilg and Ames, 1955).

(Emotionality). Sixes who engage in hospital-sitation: . 1o0ll :lay

during hostpitalization later show more reality~orientaticn o the stress
and less anxiety~-defense reaction (Lockwood, 1970). Fiwves are not
particulariy fearful compared to sixes, with the former tending to visual
and the latter to auditory fears. The overlap of their fears is, never-
theiess, considerable (Ilg and Ames, 1955).

(Reactivity). Reactivity to visual novelty in infancy is consistently
related torshyness both before and after age five (Bronson, 1970).

(ggntfols)a Five and one-half to six and one~halfs respond 96
perceﬁt correctly to a preiiminery verbal command which makes a motor
response contingent on a prior visual signal. Some children have attained
this by age four, but the process nears a maximum around six Years
(Beiswenger, 1968)., Hyperactivity at this age negatively relates to later
involvement in intellectual activity and analytic thinking. Despite this
early predictive capacity, the overall tendency toward reflectivity among
preschoolers is not great (Kagan, 1966). An increase in recognition

er—-ors marks the emergence of a more reflective style. It =elatas posi-
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tively to reading skill development (Kagan, 1965).

(Fantasy). Free drawings of Montessori children include people
significantly less often and geometric form more often than those of
nursery school children. The latter show people in vibrant, livel~
activities (Dreyer and Rigler, 1969). TFives are frequently disturbed by
bad dreams and return to sleep with difficulty, while sixes are mo
readily reassured. Fear of darkness follows a somewhat similar cour: =
(Ilg and Ames, 1955).

(Humor). Asian, Africen, and European fives laugh at above chance

Hy

requency only when the absurd is coped with by one of three strategizs:
pointing out the absurdity with criticism, wonder or mockery.,
Mere description of details is an inhibiting strstegy for humor (Kreitler

and Kreitler, 1970),

Anglo children of undesignated or mixed sociceconomic background, mixed
ages

gocial behaviors.--(Family factors). Longitudinally, matewnal be-

havior is consistent on the love-~hostility dimension but changes on
autonomy-~control. Threcughout early childhood, boys' cooperation,
friendliness, facility, and attentiveness relate to maternal loveahosfilityi
and increasingly over time. For girls this is true early but later the
relation disappears. Maternal hostility relates h;ghly to mother's
emotional maladjustment, to poor relationships with husband and others,
and to envirommental stresses and frustrations (Schaefer and Bayley, 1963).
(Dependency). 4dult economic dependency is quite high among cerebral
palsied individuals, who have been studied from early chiléhood. Higher

level of self-care is one of the effective garly indicators of probable
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capacity to funciion independently (Klapper and Birch, 1966) .

Social perceptions and communications.--(Status awarcness). Given

special experience that favors one's looking at some beliefs and feelings
of Negroes, young Anglos examine ~“heir concepts of racial difference and

begin to verbally correct their faulty generalizations (Handler, 1966),

Intra-psychic factors.--(Self concept). Anglos have higher esteem

than do Negroes (Henderson and Long, no date).

(Personality, global). Objective personality tests from a massive
battery reveal as stylistic first order factors the following: narrow
versus broad preferences, reflective versus impulsive closure, and per~
sistent versus listless closure. Expressive first order factors are
interest in dramatic play, fear of punishment, motor impetus, regressive
debility, passive fantasy, and anxiety, Nine more cognitively-oriented
factors also appear for preschool Anglos. Of the above factors, age
differences appear for broad versus narrow preferences, persistent versus
listless closure, motor impetus, and for five of the more cognitive
factors (Damarin and Cattell, 1968), .

(Fantasy)e. Adult initiation of activities in doll play fosters Anglo
children®s (33-66 monthsj self-dirécted fantasies with peers. It is ex-
posure to ideas that fosters the use of ideas in play-~not adult warmth,
attention or lack of prior exposure to adult conversation (Marshall and
Hahn, 1967).,

(Adaptability to demands). Nurturance enhances the child®s atten-

tion to the interpersonal enviromment and increases semsitivity te distrac-

tions. Non-nurturant permissive treatment produces the most task per-

sistence (Mandel, 1968).
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Negro chi. —-2n of undesisnated or mixed sgociogeconomic background, mixed
ages

Motiv. .1one=--{Types of reward). A token reward is superior to mr: . -

on a difficult paired-assoclate task, while infovmation-._aly produc=zs
fewer erroxrs than does reinforcement, While the token reinforcer is thu-
most potent, informative feedbaclt alone may be sufficient, Reward,
whether tangible or verbal, produces ainotional side effects and can the:-=-

by interfere with learning (Tzager and Stern, 1969).

Intra-psychic factors.~-(Self concept). Negro childrer display lowex

esteem than do Anglos (Henderson and Long, no date),

Children of undesignated or mixed socioceconomic background, mixed ages,

and mixed ethnic background

Social behaviors.~--(Aggression). Bar pressing to create aggres-

sive doil Play probably does not differ between aggressive f£film and non~
aggressive film treatments in fours through sixes (Lovaas, 1961}, Doll
play aggression increases in fours and fivee following social isolation.
Boys are more &ggressive than girls. Aggression increases from the be-
ginning to the end of a play session (Hartup and Himeno, 1959). With
threes through fives, doll play aggression is greater both towaxd

and from parent dolls than child dolls (Wurtz, 1960). Aggression is freely
imitated without reward (Bandura and Huston, 1961), Fours and fives
whose affiliative motive 1s aroused decrease in doll play aggression
(Gordon and Cohn, 1963}, An explicitly nonaggressive male model actually
decreases chiidren's aggression (Bandura, Ross, and Ross, 1961),

(Family factors). Threes through fives manifest greater social

uncertainty, in the form of verbal hesitation about hypcthetical social
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gituations, if their parents are highly different in child-rearing
attitudes or to the degree that the child's mother exczeds the father in
warm personal contact with the child (Wyer, 1965). Some families of
preschool cerebral palsied children develop a too-cohesive pattern, but
they do not otherwise grossly differ from families which handle their
exceptional child without & tpo=-cohesive pattern {Schaffer, 1964).

(Imitative behavior). While aggressive models increase children's

(37-69 months) aggressive beshavior, the imitation is not reastricted to
aggressive responses. Boys imitate the aggression of a male model more
than de girls (Bandura, Ross, and Rossas, 1961).

(Xdentification), Children reproduce behaviors of a model more

with social rewerd, although aggression is imitated f{eely without

rewarde. Nurturance produces in children more predecision conflict behavior,
suggesting that it facilitates social learning through incidental imita-
tion (Bandura and ﬂnston, 1961)., Identification proceeds most effectively
when adults control resources effectively (Berkowitz, 1964).

(Deéendenci)° Highly dependent young retarded children have higher
incidental learning and retention than do low dependent (Ross, 1967).
Preschoclers' dependency behavior does not increase toward a faqiliar
‘adult as a function of a stranger being present. Last borns are less
dependent than first or middle borns (Karuﬁen, 1963). Emotional dependency
has a slightly negative rel ation to popularity (ages 3-6 to 5-3), Amohg
Anglo and Hawaiian children, girls more than boys are emotionally dependent.
Instrumental dependency .in the form of asking the teacher to resolve a
conflict does mot interfere with popularity (McCandless, Bilous, and
Bennett, 1961).,

(§g§ftxgingj. Having IT displayed versus concealed resulis in es-
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sentially the same outcome, Boys (41-66 months) obtain more masculine
scores than girls do feminine scores (Endsley, 1967). Four- and five-year-
old boys =zre lessAmasculine as theilr mothers are more dominant, because
children of both sexes tend to resemble the more Jominant parent. Girls,
however, identify equaily with both parents in a father-dominated home

(Hetherington, 1965),

{(Prosocial behaviors). Cooperative behavior can be shaped in as
high as two-thirds of children (4% tc 5% years) using behaviors which
are either absent or of low occurrence (Vogler, 1970). Nursery school
and kindergarten children retain for themselves 72 percent of cooperatively
earned pennies, giving their partner the smaller share. Sex differences
are absent, A more equitable distribution occurs by the middle elementary
years (Handlon and Gross, 1959).

(Social skills). Young educable mentally ratarded children benefit

vastly from a formal social behavior training program (Ross, S,y 1967;
Ross, S., 1969). Possible chkanges in early experience and nutrition have
accelerated the social development of Hawaiian childrem so greatly on the
Vineland as to suggest the need for new tests with new norms (Werner

and Simonian, 1966).

Social perceptions and communications.--(Status awareness). Age

relates to racial attitude development smong Maori (black) and Pakeha
(white) children of New Zealand. All children initially favor Pakeha
dolls, followed by a declime in this tendency (Vaughan, 1964). Young
children are influenced by their limited home experiences concerning the
occupational and economic status of Negro and Oriental persons (Neidell,

1966) .
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(Social abstraction). Pictures representing "good," "bad," and

"neutral” behaviors are discriminated at chance levels by twos amd are
almost perfectly discriminated by sixes, Bad‘is more readily identified
than good at all ages (Rhine, Hill, and Wandruff, 1967).

(Social perceptions, other), Fours and fives manifest concrete

views of grandparents in terms of specific physical characteristics, with
further ckanges of view occurring at least up through age twelve. TFours
and fives prefer oclder grandparents, apparently because their needs are
congruent with affectional neceds of elderly grandparents. Older children
prefer younger grandparents (Kahana, 1968)., Social perceptions are pre-
dominately ésgimilative, egocentric, and non-objective early in the pre-
school period, Gradually thought is adapted to others and to reality,
Before this the young child does not bother h:mself with facts. Only
gradually does he consider the objections of others and internalize them
in the form of reflective thinking. Language permits the socialization
of actions, giving rise to thinking that is less exclusively egocentric,
because language makes available a complex system of collective concepts
regarding the world of people (Piaget, 1967).

(Pexrson preference): The young child generally has sympathy for
persons who respond to him_and valug hime Antipathy grows from devaluation
(Piagét; 1967) . Emotional dependency is slightly associated with unpopu-
larity, while the instrumental dependency of asking teacher intervention
in conflicts is not GﬂcCahdless, Bilous, and Bennett, 1961). Youngest
and only children have the most favorahle peer relations, while oldast
and middle position children are more susceptible to peer rejection
(Sells and Roff, 1964).

(Emotional communication), Spontaneous feelings between the child
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and others grow from the enhanced exchange of values that comes with
language. ZEmpathy for another presupposes positive mutual evaluation
occurs on the basis of shared values. For his superiors, the child
develops the unilateral evaluation of respect (Piaget, 1967).

(Affective awareness)e Fours through sixes who verbalize their

feelings are perceived by thelr teachers as expressive, mature, empathic
and imaginative. Older children verbalize feelings better than do

younger (Gilbert, 1969),

Motivation.--{(Reward schedules). Four and one=half through fives
respond more following 50 percent than 100 percent candy reinforcement
or tokén reinforcement (Meyers emné Meyers, 1963). Fours through sixes
can anticipate the rep eated loss of an interest~holding television picture
when they are trained on an appropriate schedule to maintain the pilc-
ture (Baer, 1960),

(Stimwlua wariation)., Children (37-5% months) who have pricr famil-

iarization with a toy are more likely teo choose a novel toy in preference
to it on a subsequaent occasion, This is true even 1f the novel toy is
damaged (Harris, 1967). Threes through fives have gross expectancies of
a relation between object appearance and their own position in space,
which causes many of them to respond by verbalizing surprise, perplexity
or related comments about change when an unlawful subject-object relation
occurs (Shantz and Watson, 1967).

(Preference). Selective attention to task increases in young mentally
retarded children exposed to an experimental curriculum (Connor and Talbot,
1966). Almost all threes through fives affirm that they like friends or
relatives to read to them (Mason, 1967). Of preschoolers (ages 2% to 5%
years) who are polled on food preferences, 55 percent enjoy meals and have

a positive attitude toward foods; 24 percent have varying attitudes, some-
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sometimes eating well and other times not; 12 percent are indifferent
to food; 6 percent are finicky about most foods: and 3 percent resist
meals. Children's prxeferences somewhat resemble their parents',
except that they have fewer likes than parents (Metheny and Others, 1962),

Interests and values link to intuitive thought in general and are hence

undergoing development during the preschool period., Interest is the
prolongaiion of needs. Intuitive thinking multiplies and differentiates

interests, giving rise to a progressive dissociation between the energlz-

ing mechanisms which imply interest and the values which are born
through interest. 1In early childhood, realities acquire value for the
child to the extent that they fulfill his needs, which in turn depend
upon the incorporationc that are required to maintain equilibrium
(Piaget, 1967).

(ngeé of reward)s. Incidental learning of young mentally retarded
children is influenced by reward but retention is greater following
neutral comment than under reinforcement. Tangible reward is associated
with lowest incidental learning. Intentional learning is highest under
tangible reward, followed by praise, with neutral comment producing tﬁe
least. Incidental learning is thus inversely related to motivational
level (Ross, D., 1967b). |

(Higher needs)., Exposure to a fantasy theme is sufficient to arouse
affiliation motivation in fours and fives. Affiliation arousal attenuates
doll play aggreésion (G&rdgn and Cohn, 1963). High need achievement boys
have parents who set higher standards for them and provide independence
training and reinforce high performance, Social class differences are
evident, favoring MSES. Both authoritarian and indulgent child-rearing
patterns diminish needNQChievement. This motive does not, however,

emerge in clarity until near the close of the preschool period (Berkowitz,

ERIC 871
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1964).

Intra-psychic factors.=-(Self concept), Closely linked to the child’s

per s

interests or activity-related values are individual feelings of gelf~-
evaluation such as superiority or inferiority, Subjective probabilities
of success may arise from these evaluations (Piaget, 1967).

(Personality, global)s Ratings of personality in brain injured pre-

school children are more influenced by sex than by age and tend to pPresent
boys less favorably than girls (Graham and Others, 1963), BrainAinjured
children are not as impaired in personality as in cognitiva functioning
(Ernhart and Others, 1963).

(Adjustment)., The Kibbutz setting provides more adegquate prevention
and care for emotional troubles in early childhood than the urban community
(Kaffman, 1965), The essential characteristic of children diagnosad as
having infantile psychosis is ego fragmentation (Reiser and Brown, 1964),

(Emotionality). Children who are hospitalized briefly for medical

reasoné are less free and spontaneous at play than usual and are less
verbal followimg the medical procedure (Vredevoe and Others, 1969),

The two= through five~year-old child whose mother accompanies him to the
hospital is less disturbed during the procedure and following his return
home, with postoperative medical complications also markedly decreased.,
The more anxious the mother is ahout the hospitalization, the more
disturbed the child is if admitted alone (Braine and Maclay, 1968).
Reactions also vary as a function of the aspect of hospital procedure
experienced (Vernon, Foley, and Schulman, 1967), Individual variations in
response to the hypodermic needle are striking, Up until about three
years, children evidence little emotional contirol, followed by a 3udden

increase cf controlled reaction via self-imposed equanimity and compliance.
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By four to five years, about 50 percent of children have negative reac-
tions to injections (Kassowitz, 1958)., A mildly arousing story ihcreases
Palmar sweating of the first three fingers among fours and fives (Lore,
1966).

In doll play fantasy, anxiety may funétion more as a stimulus than
as an inhibitor (Wurtz, 1960). Children rated as high anxious or as
showing separation concerns respond to a separation story with greater
increases in fantasy play than do low anxious children (Hall, 1966),

(Controls)e. Language permits the child to respond to the psychologi-

cal constraints of the adult. Obedience is the child's first moral pre~
cept, focusing thus on the will of the parents. Because of respect,
thus, the child begins to act according to rules rather than simply be-
cause he likes or dislikes and thus does or does not wish to comply,
But these moral feelings are intuitive and essentially subject to the
will of the respected péraon. Thus, lies are not at first lies if spoken
to peers but are wrong if spoken to adults because it is adults who
prohibit lies. ZLater, his intuitive thought leads the child to believe
that the more fantastiec the lie, the worse it is. Only gradually does
the issue of intentions emerge (Piaget, 1967), During early childhood
children thus judge an act by its objective consequences. Rules operate
like immutable laws. Advantaged children show more advanced forms of
moral judgment than do DADV. More authoritarian upbringing impedes
moral judgment's development. Explicit teaching of evaluation of deeds
by motives fosters tha development of moral judgment (Berkowitz, 1964).
(Fantasy). From two to seven the child alternates between assimila-
tive thought and thought adapted to others and reality, with the latter

gradually gaining dominance, Play is the vehicls through which this
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transition occurs, gradually being replaced by more mature'forms of play
and eventually by formal games with rules (Piaget, 1967). Some fantasy
purallels to the above are observable in delayed form in the blind child
(Wills, 1965).

In fantasy, anxiety functions as a stimuius more than an inhibitor
(Wurtz, 1960)., Affiliation arousal apparently attenuates aggressive
fantasy (Gordon and Cohn, 1963). Although large mouthed, toothy toys are
common in the play of preschoclers, an extensive preoccupation with these
is remarkable in the play of cleft palate children, who also manifest in
fantasy the theme of hurting and being hurt (Tisza, Irwin, and Zabarenko,
1969).

(Adaptability to demands). Preschool girls subjected to cognitive

demands orient themselves more rapidly than do boys, while bovs are mors
likely to respond to the challenge of cognitive difficulty (Moriarty,
1961)« A problem that plagues analysis of the child's willingness to
undertake difficult tasks is the relation between skill and willingness,
because older children are more skillful than younger on a variety of

psychomotor tasks (Starkweather, 1966),

Social-cultural-familial influences.~-{On general development). Ego
development of Kibbutz children may be initially retarded by their group
experience, but by the [ ‘me they are five years old they have overcome

pergonal=social deficiencies that were earlier evident (Robin, 1968).

Summary of findings in affective domain

Comparisons of ADV and DADV are somewhat easier for the affective

domain than for the other domains. Ethnic comparisons are strikingly
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absent with & few notable exceptions, Age comparisons are frequently
possible and tend for several characteristics to yield data that‘are

useful for the establishment of developmental guidelines. Overall, hcwever,
numerous gaps are apparent in the data, Replicatior occurs more commonly
and for a greater variety of characteristics in this than in either of

the other domains.

Socioeconomic differences.--ADV display both less hostility and

warmth than DADV. Ovext and fantasy aggression are unrelatad in both

ADV and DADV groups. Aggression is extensively studied am.—z ADV and
little studied among DADV. No comparative studies are foun< Zor dominance
or situational factors. ADV children are less dependent c- _blings tzzn

are DADV. ADV mothers provide more social reinforcement an- fzwer
authoritarian interventions and more affection-based inter: zions than
do DADV. ADV mothers prbvide greater structure, direction and teaching
than DADV when told that their child is immature or unstructured. No

social behavior differences are reported by SES groups for imitation,

identification, resistance’to temptation, dependency, transgression,
maturity, or sex-typing. ADV appear more ready to share following social
reinforcement than do DADV. Both ADV and DADV assist peers only when cues
for cooperation are present. bADV are slower than ADV to acquire sharing
behavior. SES comparisons are not reported for introcversion, conformity
or social skills,

Differences in social percepticns and communications appear for per-
ceptions of school, with DADV mothers viewing demands of school in terms
of conformity, obedience t» routine, and teacher authority while ADV

mothers have a more positive, optimistic outlook. ADV children are

@
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superior to DADV in social status recognitcion from life-situation pictures.
Other social perceptions categories 4o not differentiate by SES.

DADV are slower than ADV children to manifest form preference in
similarity matching. DADV mothers give lower predictions of success for
themselves and their child in a jJoirt work session; thus revealing their
low level of aspiration., Harsh threat produces greater devaluation of
a forbidden object for DADV and mild threat for ADV. ADV children rein-
force more children whom they are teaching than do DADV. ADV nursery
schoolers do not perasist on a task as long as DADV of similar age.

Family instability among DADV increases the risk of disrupted object
relatior.: over that of ADV. ADV children are wmore divergent thinkers than
are DADV. DADV are more impulsive than reflective, in contrast with ADV.

Self -oncept among DADV may be extremely defective.

e differences.~~Aggression relates positively to empathy in boys
=X g8

under five and not among girle; while among older preschool boys the
relationship becomes negsative. Interpersonal aggression increases with
age, as does tattling, in boys. Inilitially non-autonomous boys undergo a
transformation over time from aggression to instrumental dependency.
Aggressiuan and dominence peak between four and one~half and five and one-
half. Among under fours, doll aggression relates megatively to dependency
but is unrelated at four. At five more controlled, verbal .and indirect
forms of aggression are replacing the diffuse physical aggression of
under fives. Fives exceed threes in ascendance.

Identification of dolls which are dressed like classmates as
representing children increases from three to four years. Directly ob-

served dependent behavior declines with age, with threes making more con=
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tacts with adults than peers but older children rever=ing this trend.
Dependent behaviors are decreasing,

Helpful behaviors increase from three to four tec five years and are
quite low among under fives. Autonomy 1is also on the increase from three
to four to five, Positive attention seeking increases from the under=-fi-e
age range, although some fives gtill show immature at+=zachment patterns,

Under fives play less wit! sex~-typed toys than do older children.
Older children of both sexes avoid inappropriate sex-cyped toys more than
under fives. An adult's preser.:e does not affect girls' behavior but is
more likely to suppress sex~inzpproprizte to~ select_-n among older than
among younger boys. Sex diffe- :ntiated human figure 3rawings increase
from 1 percent at three years to 46 percent at six., A mouth is more
predictably added after 46 months.

Constructive doll play of boys 1is greater at six than at four but is
exceeded by that of girls at both ages, Fives more than younger children
are likely to initiate peer interaction, However, these approach be-
haviors more often assume the form of aggression or domimance at this
age. Fives use more suggestions and agreement in dramatic play than do
younger children.

Children increase their mean numnber of peer interactions from three
to four years, showing a greater degree of interpersonal interrelatedness
at four. Negative mood interactions with peers decrease and those with
teacher increase over the same Period. The focus of aécion thus shifts ®o
the peer group. @Girls' conforming behavior gradually rises up to age
five, whereas boys' drops sharply from four to five years, Racial aware-
ness appears to be quite low in under fives. Social perceptions, gemerally,

axz were stable among fours than threes,
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Affirming oneself to have socially desirable characteristi:s increases
intc first grade.and then reverses itself for positively wordec statements.
Sccial desirability responaing consistency is low at age thrwee and:up
at age four., - Girls preceie boys in this development., The understanding
of bad first comes into focus arscund age two and increases by “iree
tc four years. Fives still understand such double function te-ms as

svaat, hard, and crooked primarily in terms of their physical :ezferents,

yer are more abstract th=n under fives.

Egocentric speech declines early for bright children and cisplays
z slight increase from four onward for average children. Chilcren from
four to five years increzse in their ability to discriminate on the basis
of age. Kindergarteners more so than older children expect more benevolence
and less self interest from other people. Fives show longer latencies
before selecting preferred peers' photos than non-preferred peers' photos.
This is exactly opposite the reaction of younger children. Fives and
sixes more than threes and fours are susceptible to social influence in
the form of tending to adopt the language that has previously been uscd
by an adult examiner. Threes and fours assume the perspective of the
other person only sporadically; fives show slight and sixes show marked
improvement over the younger children. Fours give more positive atten-
tion and approval to peers than do threes. Some fives can use the structure
of a story context to compsehend facial expressions of emotion., Four and
one-halfs more so than younger children are appropriately described in
texrms of activity-passivity. Threes and fours recognize with high accuracy
photos depicting emotions and increase their accuracy each year until
around nine.

Symptoms expressed by prescheccl children are primarily at the overt
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behéviora? level, although t— school age these may be expressed as
reflecting complex subjectivz states, Visual fears are more prominent
at age thrse and auditor: = - age four. Three and one~halfs may bs dis-
turbed by :-eaming but zre ea-ily quieted. ¥Four and cne-kdfs often dream
with greata> distress. The early form of child-mother attachment has
begun to weaken at arcund chrsoe yVears. At age five children of both
sexes create greater inrer complexity of chavacters in their stories.
Autonomy themes are greate: =t three and five years than at four for
both sexes,

By age Iive many ADV children attend to form as a basis for attributing

object similarity. Fives manifest an increasing interest in television

Program segments, compared to younger children.

Ethnic differences.~~ADV Negro children are less iikely than
Anglos to imitate a model's behavior if he 1s rewarded for deviance,
Naturalistic studies sf sharing rates show these are higher for ADV Anglo
than DADYV Negro. Anglos give more cooperative responses than do Negroes.
Mexican-American boys cooperate as much as Negroes when it 1s not recipro-~
catad, but less than Negroes when‘they are reciprocated. Negro, Mexican-
American and finally Anglo‘girls rank in the preceding order on trusting,
cooperative behaviors,. ADV Anglos respond to cognitive demands with a
greater proportion of work responses than do DADV Puerto Ricans. Anglo
girls are less disturbing and disruptive than Negro girls, Anglo boys
are less lethargic or apathetic and display more enmergy than Negro girls,
which may be due to the generally greater activity level of boys.

ADV Negroes in both North and South prefer Anglo to Negro children
in pictures. Nineey-fouf percent of Ang?- !indergarteners identify
themselves wich dolls of their own race compared to 64 percent of Negroes,
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Anglos hav: L. - gelf esteem than do Negroes. Divergent thinking is
4 g

higher among - 2groese. Puerto Rican Head Start mother~child pairs

are more aczi - * the home than in the school setting and twice as

active asg Nezr . :=rs in communications which encourage exploratory be-

havior and le- - .-, Anglos initially form attend more than Negroes

or-'Indians, k.: :2= latter two groups make greater gains than Anglos

in form attenc.=:. .uring a nine-month Head Start Program.,



CONCLUSIONS

The purpose of this report has been to analyze the research conducted
during tﬁe last ten years on the characteristics of three~ through five-
year-old children in order to identify curren& thinking with respect to
developﬁental factors which characterize the preschool child a) at dif-
ferent age levels, b) from different social strata, and c) from dif-
ferent ethnic backgrounds.

Selected journals, indexes, and other reference materials were
searched to identify studies and fugitive literature concerned with the
development of three- through five~year-old children and were then ab-
stracted by a group of nine reviewers assigned to read in areas of their
own expertise, These abstracts were first sorted into three domains of
behavioral characteristics--psychomotor, cognitive, and atfective. Each
domain was then sorted into advantaged, disadvantaged or undesignated as
to socioeconomic status. Each of these categories was sorted by age into
under five yearsold, five years old and mixed. Finally,'each of the age
categories was sorted by racial-ethnic background into Anglo, Negro or
mixed, Within this sort final anglyses were made on the basis of a
categorical systeﬁbwithin each domain (Appendices A and E).

The majority of studies included are drawn from recognized profes-~
sional journals, ERIC materials, doctoral dissertations and unpublished
reports obtained directly £from the authors. Becaqse of the tight time
schedule under which the study was conducted, there was no time to £ill
in gaps. Although most of the important research is believed to be
included, it is recegnized that some major re;earch, published in book

form, has been missed. It 1s estimated that the sampling of research

v E‘,i 381



378

which has been summarized represents approximately one-third of the total
volume of data available,

At the end of each domain an attempt was made to summarize the f£find-
ings in that domain regarding advantagement-disadvantagement, age, and
ethnicityab What emerges from this is that one cannot summarize the
available research into any concise, clearly defined statements about
the growth and development of three- through five~ysar-old children,

What we have is a collection nf studies which are often related only in
that three- through five-year-old children were used as subjects.

Although studies were organizable in the same general categorical classifi-

catiocn, the questions they attempt to answer are different and the methodology

used is also different, usually resulting in findings which are sufficiently
different to demand caution in generalizing from the combined results.
Obviously it is always dangerous to take research which was intended
only to answer one specific kind of question and try to relate it to a
larger question unless the study has been so planned. 1In fact, what was
discovered was that the research did not focus on the types of questions
to which answers.were sought; that whkile the category system provided a
very satisfactory means of exailmining the data, the content of the data
did not provide informatioral input or the volume of data in each cate-
gory essential for the development of a taxomony of behavioral character=
istics, even though this was occasionally possible,
Specifically, it was found that comparisons between ADV and DADV,
batween under fives and fives, and between Anglo and MNegro children
were difficult due to the nature of the data. Few studies made explicit
statistical comparisdns of ADV and DADV although both groups were represented

in many of the studies. Studies of one SES level have not often been repli-
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cated with children of another SES level. The same problem hoids for
differences in Anglo and Negro children in terms of comparative data and
replication of studies. Categories with headings such as mixed and
undesignated as to SES and ethnicity consistently contain more data

than the specifically designated categories in all three domains.
Researchers, in other words, have given little attention to these demo-
graphically-related variations in children's characteristics, Data tend
to be reported in terms of scores on particular tests or as experimental
factors affecting performance on a specific task rather than on develop-
mental abilities. Characteristics of children may be inferrable from this
rezearch but the great majority of the research is not directly concerned
with developmental characteristics of children, so the inferential pro-
cess becom2s tenuously tied to real data., More detailed summaries of the
three domains will be found respectively on pages 68-73, 256-266, and
370-376 for psychomotor, cognitive and affective,

In the psychomotor domain, in particular, few studies focus on one
age group while the majority include a two to five‘year age span with in-
frequent designation of the actual abilities of children &t a given age.
More than oné-half of the data are undesignated as to SES level. Great
gaps occur in the data. There are no studies of ADV Negro fives or
ADV Negro children of mixed ages and only three studies of ADV Negro
under fives. Only one study of ADV under fives with mixed ethnic back-
ground and only two studies of ADV five-year-old children with mixed
ethnic background are available. The greatest gaps in DADV are in data
on Anglo children, with only four studies on DADV Anglo under fives and
three studies on DADV Anglo children of mixed ages. While there are more

data, on the whole, in the undesignate< SES categories, there are gaps
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there also. Thez analysis shows only one study of Negro children with
undesignated or mixed sociloeconomic background, mixed ages and four studies
of Negro under fives of undesignated or mixed socioeconomic background.
Most of the psychomotor research, therefore, is based on Anglo ADV chii-
dren, Negro DADV children and mixed socioeconomic groups with little avallable
data on Anglo DADV. and Negrc ADV. .

Unlike the psychomotor domain, most of the studies in the cognitive
domain focus on specific age groups. Most of the studies, however, do
not make compparisons between ADV and DADV. Studies at one socioeconomic
level h~ve mot been replicated at the otler sociceconomic levels, and
_tudies with Anglo children have not been replicated with Negro children.
Most studies that included several ethnic groups fall to report findings
by ethnicity but rather give total group results, The comparisons are
further hindered by the lack of studies in several demograsphic categories
of major interest. There are no studies of ADV Negro chiidren, mixed
ages; only five of ADV Negro five year olds; only four of Negro children
of undesignated or mixed socioeconomic background, under five years of age;
and only three of Negro children of undesignated or mixed socioeconomic
background, mixed ages. There are only three studies of ADV Anglo
chiidren, mixed ages; only six of DADV Anglio, under five years of age;
and only one of DADV Anglo children, mixed ages. Thus, because moet of
the studies of DADV are with Negroes and studies of ADV are with
Anglos, racial and socioecoriomic comparisons are at best tenuocus 8since
in either event the second variable is not held constant,

The studies of affective domain characteristics more frequently
make reference to ADV and DADV status. For example, the ratio of desig-

nation to non-designation of socioeconmomic status is about two to one
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for affective studies compared to about one to one for cognitive and only
one to two for psychomotor., About one-=half of affective studies are of
ADV, omne-sixth DADV, and one-third undesignated., Ethnicity rema’ns
undesignated frequently and potential comparisons confound socioeconomic
status and ethnicity often enough to obviate many statements about the
data., Studies of Anglo ADV far outnumber Negro ADV, while Negro DADV
slightly outnumber Anglo DADV. Age is designated much more often than
not in studies of both ADV and DADV and likewise among those of
undesignated s: :ioeconomic status, Overall, this permits many age com-
parisons. Further, studies designed for direct age comparisons of
affective characteristic; are proportionately much more numerous than
those in either of the other domains,

Social behaviors, the mest studied characteristics, are studied
most among ADV, with all other categories assuming secohdary importance.
Among DADV, social behaviors and intra=-psychic factors are studied about
equally often, Undesignated counts are similar to those for DADV, with
studies of intra=psychic factoirs slightly exceeding those of social
behaviors,

The literature (within each domain) is clearly too piecemeal to be
more than suggestive of the composition of future taxonomies or compre-
hensive descriptions. Relationships among variables within a domain are
not shown and appear not to have been investigated in any systematic way,
Across domains, especilally, relationships amomng variables have nofr been
investigated. As a regult we do not know what varies with what. Norma-
tive data are rare,

Little can be concluded about the relationship between programs and

outcomes for several reasons: a) because the children receiving services
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do not necessarily receive those specifically designed to meet their
developmental and educational requirements; b) because statements of pro-
grams and objectives are vague with reference to any general cause-effect
contention and are of necessity attempts by well méaning people to act
constructively in the absence of necessary information on what affects
children®*s progress (Miller, Scott, and Eklund, 1970); and c¢) because im-
Plementation of even carefully derived and developed programs does not
flecessarily match what actually happens in the day care center or class-
room or on the playground., The compulsive concentration of evaluators
on description of changes in children only, in the absence of direct
measurement or observation of the teaching process, leaves so great a gap
in knowledge as to make most program related outcomes unintefpretable,
except to those of ithe most speculstive bent,

Several recommendations seem to follow from the data analysis,
As long as each researcher oy ¢ach vesearch center continues tc follow
a particular interest with little or no coordination with thevwork of
other researchers, the situation which currently exists is apt to continue.
Basic res:aorchers have to look at the problems‘;hat have been highlighted
here and begin to plan their research so that it will fill existing
knowledge gaps. Currently, millions of dollars, both federal and private,
are going to research which is so fragmented, so remote from classroom
practice, and so minute in what it attempts to measure that it is virtually
impossible to derive from it any adequate guides for program planning,
ac our rurrent effort so amply attests. Greater coordination is needed
not only in determining what needs to be investigated but also in
developing methodology which would permit acquisition of comparable data

on different populations.
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Second, stxonp emphasis should be placed on sel:cting variabies which
could be studied across the demographic categories used in this literature
search so that some of the deficiencies in the current data would be
remedizd, This 1is an essential first step toward re s2ling how children
from different backgrourds and of varying ages differ functionally=-~and
only with this knowledge can we begin to seek explanations in child-
rearing practices, community factors, and preschool programs for why these
differences exist. From these steps one would eventually arrive at a
point of knowing what programs should attempt to deal with and whys Im-
patience in working through these steps currently appears in the form of
demands for demonstrated effectiveness of treatments before a reasonable
knowledge base exists for speaking to the question. We take it that
although America's preschool children are a national resource, they are
not a commodity to be experimented on by people whose only knowle-lge base
is that something is not working. Comparable degrees of "no-knowism" in
defense, space or other areas of national priority are simply unheard of,
More research and development money goes into putting one man into space
than millions of young children into life. The research and development
effort should go into longitudinal research on many variables essential
to both the determination of developmental trends and for the evaluation
of program effects, For example, one question which mmst be answered is
whether DADV children follow the same developmental pattern as ADV
children, only at a slower rate, or whether distingvishable differences
are found in the developmental pattern. Many such questions should be
explained. This does not mean that nothing should be done in the way
of program, but surely what is done should be in those areas where chil-

dren are least likely to turn out to have been the guinea pigs of an eager

L oat
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and sometimes devouringly blind technology of '""meople change.'

1f research and evaluation measures are set up from a more'develop-
merital perspective, the data obtained will be more directly applicable to
program planning. The evaluaticn measures also may be developed to be
used as descriptive devices for obtaining information about the children
to the profit of the ongoing program. This can most reasonably be accom-
piished as indicated below.

Tying research more systematically to ongoing programs 1s essential
if results are to be iInterpreted in terms relevant to classroom experiences
of chiidren. Thus, it becomes essential that programs define their goals
and methods in oxder that program outcomes can be evaluated. Practitioners
need tc be involved mere in an integrated system of evaluation just as
researchers need the input of the practitioner in order to plan research
which 1s directed toward the developmental and programming questions to
which answers are needed,

An importamt contribution of this project has been to ralse questions
about the myth that educational programs rest upon a sound research base.
However, the contradictions and gaps are such that programs which attempt
to provide balanced experiences 1In the psychomotor, cognitive and affective
domains must be viewed as tentative and therefore must compensate exten-

sively on the basis of the program planner's experience and judgment,

"This calls for highly qualified program planners, since they must remediate

by tueir wisdom our shared ignorance of how the parts f£it together.
It further calls for qualified and sensitive adults to implement programs,
because educated guesswork requires high fidelity feedback from program

recipients--the children involved.
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List of Journals Seaxched

American Journal of Mental Deficiency

American Journal of Orthopsychiatry

American Journal of Pediatrics

American Journal of Mursing

American Montessori Schocl Bulletin

British Journal of Educational Psychology
Canadian Journal of Psychology

Child Development

Child Develcpment Abstracts

Cumulative Index Medicux

Current Index to Journals in Education

Current List of UNESCO Publicaticons

Developmental Psychology

Education Index

FEducational Psychology

Exceptional Child '

Bxceptional Child Education Abstracts

Excerpta Medica

Family (The)

Genetic Psychology Monographs

Harvard Education Review

Internacional Encyclopedia of Social Science
International Humanities and Social Science Index
Journal of Abnormal Social Psychology

Journal of American Academy of Child Psychology
Journal of Educational Psychology

Journal of Educational Research :
Journal of Experimental Child Psychology :
Journal of Genetic Psychology

Journal of Marriage and the Family

Journal of Negro Education

Journal of Nursing Education

Journal of Personality and Social Psychology
Journal of School Psychology

Journal of Social Psychology

Journal of Social Work

Jour:.al of Special Education

Mental Retardation Abstracts

Merrill~Palmer Quarterly
Monographs of Society for Research in Child Development i
Peabody Journal of Education
Perceptual and Motor Skills

Phi Delta Kappan

Psychological Abstracts

Psychology in the Schools

Research in Educetion

Sociological Abstracts

UNESCO Catalog and Publication Lists
Young Children
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Circle Code Abstract Sheet (Abstract # o

Authox(s)

Lst Author Affiliation or Address

Title

Publisher or Fublication

Volume~date-pages (or document source)

Research setting

Ge6 Advantaged=l bdisadvantaged=2 Both=3
Middle, Suburb,=5; Headstart, Instit., Inner City=6, Upper lower=7, Unidentified=8
Ca7 Age 3, 4, 5, mixedwl/ N S= .
Nursery=0, Headstart=l, Kindergartenw2, 3 and 4=¢, 3 and 5=7, 4 and 5§, 3,4 snd 5=9

028 Sex, Boy=°]_._’ Gir].:‘.g!, I‘Othm‘?“/ N s ® 5 >

Ced Negro=l, Anglo=2, Spanish Surneme=3, Indian=4, Mixed=5, Others=6

From category 5, Negro=7, Anglo=8, Span. Saxon=9, Indian=0
géN Se N s s I3

CelO What investigated? Task=orient:ed=l, Non Task oxiented=2 *(See definitions)

Cell.12,13 Task Name ' .Code ( / / ) Name
(For overflow use colwmns 61-66 per guide),
Task as in study; Code as on Guide #1, Repeat: Cols, as needed.

Cel4,15,16 Instrument(s) Code (/ )
(For overilow use columns &A=49 rer guide)
Code as on Guide #2, Repeat Cols. as needed.

Cel7 Test used by Teacher=l, Pupil Personnel Specialist=2, Researchei=3
Combination of these=4

FAMILY~COMMUNITY FACTORS

Ce18 Child scciloeconomic level? (Guide #3) Hi=4, Med=3, UL=2, LI=1 Mixed=5
Cs19 Type Residential Area? S5ingle family=], Duplex=2, Apartment=3
Subsidized Project=4, Heavily congested=3, Institutional=6, Mixed:7

19A Describe:

Ce20 Family together? Intact=], Brokensg, Placement=3, Mixed=4

Cs21 Residential location Rural=1l, Suburban=2, Inner city=3, Migrant=4, Comparative=5

Avail .=_]_-_

C222 Description of family characteristics §°ti?”ail.=g
vall.=1

Cs23 Description of parsnt-=child interaction Not Avall.=2

Ce24 Child's Position in Family Firstborn=1, Middle Child=2, Last Child=3, Twins=4
Mixed=3

\‘l‘ .

[{l()ns—-see continuation entry. NZA=mot available,

Full Tt Provided by ERIC.
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TYPES OF PROGRAM

C.25 Non-public Coop, NS=1, Ccop. kKge.=2, Private NS=3, Private kgo.=4, day care=5,
parochial NS=6, parochial kg.=7, Multiple program—S Specific progra~ © (spec. ok

C.26 Public NSﬂl kge=2, day car~=3, ~c .unity=4, Multiple=5, Compar. Pub.-Non Pub=6,
Spec. "4 .=l
C.27 Federaliy funded Title I=1, Head Start=2, Title III=3, Day care=4, Community=5,
Other=6 (NIMH Coop Res, et(.)
C.28 Where program housed? Part of elem. or priv. school=1, Separate=2

28A. Relationship between school & community? o

SERVICES PROVIDED BY PROGRAM

€29 Medical? No=1l, Yes=2

Ce30 Dental? No=1l, Yes=2

€231 Nutvitional (Milk, lunch)? No=1l, Yes=2

C.22 Social services? No=1l, Yes=2

C:33 Parent involvement? No=l, Yes=2
Ce34 Volunteers used? No=l, Yes=2

CURRICULUM DESCRIPTION

Ce35 Program type Code . (Follow Guide #4) (Code program being evaluated)
(Overflow toc Col, 53)
Ce36 Length of school day. Round to nearest hour, Code,

Ce37-38 Ratlo. (teachers + aids/children) Code. Compute & entered rounded
denominator with numerator equal to 1. If 9 or less use Col. 38 omnly.
Avail .=l
C239 Qualification of teachers and aids Not Avail.=2

PROGRAM OUTCOMES

C.40 Behavior changes hypothesized - Code. (Follow Guide #5) (For Programs only)
(Overflow to Col. 50 for physical, also to 51 and 52) r
Ce 41 Relationship & Primary Performance . ked? No=l, Yes= 2 |

Ce42 Findings support=3, Mixed=2, Do not support=1 hypethesis in C-40,

42A Findings

Repfint available l=no, 2=yes,
Conclusions of investigator

J-*'J-\
Wil

44A  Reviewer's Comments

S 70 International Non-Comparative=1l, Comparative=2

"1 International Areas-See Guide #6 391
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Coding Guides

Guide #1
(Columns 11, 12, 13)
Characteristics Investigated
Code (Col. ll--Cognitive) (Use Cols, 61 & 61 for overflow)
0 Ability: specific

1 Attentional processes {selective, directed, set)

2 Concepts (categorization, classification, similarity matching,
labelling, concept attaimment)

3 Creative processes (imagination, intuition, creative play) (See
also Psychomotor: 1)

4 Intelligence: general (verbal, nonrverbal)
5 Language (excluding sound prcduction) (See also Psychomotor: 7)

6 Mediational processes (info=macion Processing, mediated generaliza-
tion, sequencing in idea production, higher associative Processes)

7 Memory (serial, paired associate, general coutent)
8 Perceptual (sensory coordination, perception of sequential events,
cognitive styles, recognition, closure, flicker fusion) (See also

Psychomotor: &)

9 Piagetian tasks & related general cognitive-theory based tasks
(sensory~-tonic field theory, Gesellian, problem solving)

Code (Col. 12--Affective) (Use Cols, 63 & 54 for overflow)

0 Attitudes toward things & concepts (not toward self & other persons)
1 Defenses or adaptive mechanisms

2 Emotional commurication: expres8ion or recognition (mood, affective

states, facial and other non-verbal means )

3 Interpersonal behavior (attitudes toward people, assertiveness,
dependency, social distance, altruism, sharing, empathizing, social
attachment, imitation)

4 Motivat.on (interest, rreference, taste, values, reinforcer effects)

5 Personality (intra-psychic organization, character, sex-typed behavior)
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Code

6 Psycho-sexual stages (fixation, regression, development §f drive
controls, identification)

7 Self-concept, self-acceptance (body image)

8 Stress reactions (psychophysiological, psychosomatic. Cf. 1 & 2)

o Temperament (stimulus semsitivity, activity level, arousal)

Code (Col. 13--Psychomotor) (Use Cols. 65 & 66 for overflow)

0

Bulance, movement, and coordination (static or dynamic, with or
without apparatus, gross motor, kinesics)

1 Construction with manipulables (See also Cognitive: 3)

2 Dominance, handedness, laterality, eye dominance

3 Growth and maturation (skeletal age, somatic proportions)

4 Perceptual-motor (fine motor, drawing, cépying, hand-eye coordina-

tion, sensory and motor aspects of perception) (See also Cognitive: 8)
Play

Self-care activities (dressing, toileting, grooming, feeding)

Speech: moctor aspects (See also Cognitive: 5)

Vitality (endurance, fatigue, recovery)

® © N o W

(Open category)

Guide #2
(Columms 14, 15, 16)
Instruments Used

Coders: Use leftmost column (14) for Cognitive Instruments, etc., as
indicated below.

Col, 14 Cognitive
Col., 15 Affective
Col. 6 Psychomotor

Use Guide #1 codes for recording instrument types. Remember, however,
the fixed order of code placement for columns 14, 15, and 16. This dif-
fers from the flexible placement in columns 11, 12, and 13. 1f you re=-
quire additional space on the machine scored shest, you may use the fol-
lowing undesignated columms:
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Cclumns 44, 45 Cognitive (continues Col, 14)
Columns 46, 47 Affective (continues Col, 15)
Columns 48, 49 Psychomotor (continues Col. 16)

Guide #3
(Columm 18)
Sociloecanomic Level

(o]
0
[
]

S

Upper-=-Children of administrators, exacutives, higher level pro-
fessionals, entertainers, military commanders, higher level
politicians, independently wealthy., Many samples designated "high"
are really middle class, Income will rot be used, since the index
varies from time to time.

3 Middle--Small business owners, foremen, white collar workers,
larger farm operators, middle and lower level professionals, some
Sservice workers (more subtle factors Separate these into UL and
Middle), technicians, engineers. These perscns are usually salaried,

2 UL--Upper lower class~=-Blue collar workers (may have as high or
higher income than white collar but are "working class" oriented),
small farmers, tradesmen, semi-skilled, many service workers
(eege, laundry, food service), truckers., These Persons usually
work for wages. Some of the "technically® disidvantsaged fit here.

1 LL~--Lower lower class--Unskilled or minimally skilled workers,
the unemploved, many of the disabled, the tenant farmers, migrants;
welfare families. ILower lower is perhaps best understood as in-
volving a style of 1ife created by the uncertainties and tensions
of poverty and the traits of instability, restlessness, external
locus of control, apathy, and a sense of powerlessness,

Guide #4
*(Column 35)
Curriculum--Program Type

*Continuation categories for Guide #4 are shown below. Leave Columm 35
blank if you are using the continuation categories,

Code

m————

0 British Infant School Type

1 Diasgnostically based~-tests children in multiple areas and plans
activities on the results,

2 Hegd Start and other general group remediation,
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Code

3 Imitative behavior, modeling~~-uses tendency of child to copy adult
or older child behavior to promote younger child’s behavior development.

4 Learning to learn-=-particularly teaching children *'cognitive
strategies" for dealing with learning situations.

5 Montessori

6 Psychoanalytic or other dynamic orientation to early drive and
activity management,

7 Specific deficits=-=~(structured)~=-language remediation by closely
regulated drill, etc., Berelter-Engelmann is an example. Can
include mother treatments for specific deficits,

8 Specific deficits~-(unstructured)=-=programs hypothesizing effects
on specific deficits in child, but using more global treatments to
change theses; "Diffusion Effects" of DARCEE is an example,

9 "Traditional” or Nursery School--multiple play activities centers,
child exercising choice among these, continuation of mothering.

*Guide #4 Continuation Categories (Column 53=-leave blank if Column 35
was used,)

Code

1 _ Operant or other reinforcement procedure as a program
2 Peers as teachers or tutors

3 Reading or number based readiness kindergarten

4 Maternal teaching; family effectiveness

Guide #5
#(Column 40)
Behavior Changes Hypothesized
or Attributed to Program (Only)*

(For non-behavioral changes, such as changes in the child's physical
or dental status, see continuation below.) (For overflow, see below.)

Code
o Academic Achievement.
1 Attention improvement or better structuring of own activities.

2 Cognitive gkillis-~specific effects (See Guide #1 for some which
might be so classified). .
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Code,

3 Intellectual devglopment~-general, would fnclude many true "con-
servation'" studies for increasing generalized cognitive properties,

4 Language develoyment,

5 Motor skills, nelance, coordination,

6 Perceptual skills-~include intersensory coordination,

7 Self-image or self-conrept,

8 Skills important to schowl,
° Social development-~includes interpersonal behavior toward self,

children, and adults,

*(If the research report is of a specific treatment, and no program is
involved, leave Column 40 blank. Behavior changes hypothesized will be
pPresumed to be coded only when they are program related. Otherwise, in
retrieval, we will £i. 1 more specific behavior changes hypothesized by
looking in abstract columns 11-13 and 14-16 and their overflows. These
should reasonably reflect for retrieval purposes the behavioral changes
hypothesized.)

Guide #5 Continusation Catepories (Column 50)--Physical Changes (Primarily
for the pediatrics review)

Code

0 Physical growth (ht., Wt., growth status)

1 Dental status

2 General health

3 Accidents

4 Nutritional status

5 Physical handicaps

6 Laboratory tests

7 Fatigue and recovery
8 Visual status .

9 Auditory status

Overflow (Columns 51 & 52)--Coders: If more than one behavioral change
is hypothesized in a single study, the first ome would be recorded as
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above in Column 40, If a second and third change are hypothesized,
they can be recorded, in order, in column 5%, then column 52,

Guide #6
(Columns 70, 71)
Comparative Study: Areas
Code (Column 70)
1 Non-comparative study

2 Cormparative study

Code (Column 71)

0 Great Britain

1 Russia

2 Israel

3 Canada, Australia, New Zealand
& Europe

5 Middle East

6 Africa

7 Sopth America, Caribbean

8 Asia

9 U, S. and Territories
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Categories for Analysis of Data
in
Psychomotor, Cognitive, Affective Domains
I, Advantaged Under 5 Anglo
I1. Negro
111 Unidentified
RY or Mixed
IVe 5 Anglo
Vs Negro
V1. Unidentified
\j , or Mixed
Vi, . Mixed Anglo
VILX. Negro
X, Unidentified
v v or Mixed
X. Disadvantaged Under 5 Anglo
X3 . Negro
X11. Unidentified
or Mixed
v
X111, 5 Anglo
X1Ve. Negro
Xv. Unidentifiad
v or Mixed
XVI. Mixed Anglo
XVIIi, ,, Negro
XViiz, \1/ J- Unidentified.
’ or Mixed
XIX, Undesignated Under 5 Anglo
or Mixed
XX ) Negro
XXI. Unidentified
\L. or Mixed
XXII. 5 Anglo
XXII1I. j Negro
XXIvV. Unidentified
7 or Mixed
Xxwt, Mixed Anglo
XXVI. Negro »
XXVii. Ny Unidentified
v \d or Mixed
XXVIII, Surmary
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Revised Affective Categories

Social behaviors

Agaression / Empathy

Dominance / Submission / Resistance / Assertiveness

Situational factors maintaining interpzarsonal behavior

Familial factors maintaining or teaching interpersonal behavior

Imitation and vicarious imitation

Identification and imitation / Role taking

Resistance t temptation / Dependency / Leniency toward dishonesty

Dependency

Transgression related behaviors (guillt, defenses)

Maturity / Responsibility / Self-directed bchaviors / Autonomy / Com-
petence

Sex-typing .

Pro-social approacli / Cooperation / Sharing / Generosity

Introversion-exiroversion

Conformity / Acquiescence~negativism

Social skills / Knowledge of social skills

Social perceptions and communications

Abstract awareness of ethnicity, SES

Self-awareness with reference to categorical membership or face~to-
face other-awareness

Perceptions of schaol and learning

Abstyaction in social reference, socialr desirabillty

Social perceptions, other

Person preference / Sociometry

Emotional communication

Awareness of affect

Motivation

Threats / Punishment

Failure / Success [/ Frustration / Behavior constraints

Rewards / Reward schedules / Delay of reward

Stimulus varistion / Novelty / Complaxity / Expectancy violation
History of preferential behavior / Interests / Atiitudes / Values

Types and agents of rewards / Attention holders / Secondary reinforcers
Peer maintenance of behavior

Higher needs, motives (achievement., affiliation, curiosity)

Teacher maintenance of behavior (e.g., by attention)

Intra-psychic factors

Neuroticism versus #c "g out
Orderliness
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Creativity / Playfulness / Tolerance of ambiguity

Self concept (apart £rom social position) / Body image

General personality (test or rating scale) / Morality

School, social or personal adjustment

Activity level or energy _

Characteristic emotional state / Mood / Stress reactione / Tension
release

Locus of control

Reactivity to stimulation (threshold, intensity)

Tnhibitory behaviors / Inner controls / Impulsivity

Fantasy content

Responses to cognitive demands / Task persilstence

Huwor

Attachment / Detachment

Social=cultural-familial influences

On program related galas
On general development
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