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notice of the problems. ° o J////

On January 23—%5; 1973, a'panel ot experts met.in Princeton, New Jersey,

to try to define the meaning of

—

social:competenCy" in youngrghildren,

They

were united in feeling that social.competency;was something more than general

intelligence and in recognizing the need.tq.explicate that.?SOmethiné more"

as-a.basis for fostering and evaluating children's'development

;

TH/y were

d1v1ded in their approaches to the problem, -largely- because of d}fferences in

7

7

- In this report, an attempt has been made to dLStlll th//eSSane of the

' ' : .
thelr own'professional ideologies and experiences. . ,/

. X ' v .
panel‘discussion, to ‘consolidate the divergent directions it took, and, in

some cases,-to compromise opposing viewpoints. ) /

. ., ; . . / .
e i / '
Coping with the Complexities of/Competenceu

R’ /"
o

a0~

BN

1t should not have bcen surprlslng Lhat/{he panel"had difficulties with

o

its task or that a major 1ntegrat1ve efforﬁ was requlred after they had gone

X

home The hlstory of attempts by phlIO phers, sc1ent1sts, and educators to.

cope w1th-the”QomplexitieS'ofrhuman d?mpetence should have prov1ded ample

v

anttman;‘summariZing Spea%yénﬁiromlndsvﬁs that

o . };‘ . B ‘/ .. .

- "Plato d1st1ngu1shed Eetween two kinds of abilities:
~sengé' and.. 1ntelleg{f

all.

s

Later ‘some wrlters added memory,
and others added.. “maglnatlon or invention. Before the
' empire, speechrand attention were fre=
quently 1ntrod ced to the 1lst. And lastly, movement.

‘-

N, -

o~
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attempt to escape, thinks of punishing him, hetices-the club, marks the boy = -2
—_— . —_ —_— ¢ C

‘a_desire to punish him, relishes the anticipation of ‘his writhing .in painhﬁ

, % , T : - L .
seizes voluntarily the club and actually uses’it." Proceésses of the first

processes of coghition cannot poésibly:beatreated apart from those of cona-

tion and affection,". he insisted that "no less certainly the various ‘aspects R
. _ i - . : SSPEE=E L

1ists of mental dlmen31ons prollferated. i L o

=

épearmanibegan The Ahi;ﬁtios.oflnan with a scénerfrom Oliver Twist de- .
scribing Fagin's treatment. of oliver'after the boy attenpted tolescape.and
cail*the polio;. "Here," Spearman said, "ig a typioal picture of menta;
life in,one of its most‘acute phasos..:., Fagin Eégéjaliver, remembers hig"

i L. . 4 B 3 - ‘- . - e -

. 5

. " ®

shrinking away and breathing guickly, perceives him stagger under the blow," - . .

o

and s& on. "Fagin also beccomes: angry at what the boy has done, entértains .

a

kind SpearmanlcalLéd "cognition” and'processes of the second kind, he said, e

._frnvolved."conatiqn'and affection.”™ Although Spearman asserted that "the -

.n
T

of the behavior car’ and must_be'submitted to separate consideration:"‘ That o :
was in,1927. - ‘ ‘ _ : ' _ _ n ’ -
I . . ] - I{. ] o . ) V i ) . -
R RS ! . I{
- In 1931, the Carnegie Corporatlon eatabllshod the Unltary Tralts Com—

1,

,mlttee “to eXplore the social and psychologlcal 1mp11catlons of . a broader K

conception of human intellectual funct;oning_than was reflected’in ‘the

--theories.and practices of the day.' Among'their~qrants were ones'to E. L.

Thorndlke for an exploratory study of un1tary dlfferentlal traits in human.

B \ . ) B e - .
nature and to Karl H0121nger and{Charles Spearman for analyses des1gned to

~

A

_uncover addltlonal factors. of human competence Wlth ‘the repeated appll—

e

catlon of factor analysls by many 1nvestlgators over the years,~aga1n the

. Nieholag Murray Butler talked.about'differential3traits invsomewhat ..
different terms and related them to -the -outcomés of education::



1 . -3-
vy . R
There are five tests of the ev1dence of education—- '
correctness and prec151on in -the mother tongue; refined
) and gentle manners, the result of fixed ‘habits of g ‘
X v, thought and action; sound standaxd< of appreciation of % "
bedlty, and of worth, and a character based on,those n
standards; power and habit of reflection; efficiency™
or the powsr to dn. ' _— . e >

5,

. . Ce T oy
In 1968, Edmund Gordon repeated what he had said many times since the
- L \ '
summer ‘of 1965 when Head Start'waé born; ‘

o

. Although the goals of education tend to be stated in .

. broad terms,-when we come to assess eduration it 1is /
always to.cognitive.development and academic acnievem?ht
that we first look- for evidence of change.® Too often
we eitherostop with those.first results or turn with = 7~~~ : N
less rigor to look at other areas either as a second -
thought or as a rationalization.for our failure. to "Ffind
more 1mpre551ve evidenee 1n the cognitive domain.

a9

- In 1972, Edwardwzigler-—ééain'notf$orpthe”first timé—:bemoaned that "it |

.1-"

may come as .a surprise to the Natdion that this preschool .program- was not

mounted in hopes of dramatically raising IQ scores... ‘Rather, the Creators .
. . N Lo N i - - B ' . \

A

of Head Start hoped to bring‘about greater social competenee in diéad¥ ' \
. , > ) - r?

vantagea ghildren. By soc1al compttence 1is Mmeant an indiv1dual s everyda

i

’ effectiveness in dealing w1th his envrronment . hi§ qbility to'master

. appropriate formal concepts, to perform well in school, to stay‘out’ef\\

trouble yith'the law,- and to relate well to' adults and other chi-éren.?-
) ‘ ’ ) ce s ‘ “ E s ’ : .
.- . .o B ) //

. Recourse to AymEQSLa o T : T //

Not only lS the problem of'dcfining tne full rangL of/human COmpetence

- -

wan.ancient_one»but the current process fdr coming to thi

LI Y
3

definition is not
.. '.; withouc® its enlightehiné,‘lf somewhat discouragingp pr;cedents. We have
LT ) mentioned.the3¢arnegie Committee of,l93l. -Spearman, dhose.perceptiveness is
. Surprisingiy“timeiy, devoted an entire 'section of hig great'book to~;Re- -
_ . - : T , , .
peqted recourseito symgdsia"gy

.

P F oo o e . - - B
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And'after'another syn@osium: , .

A
|

Is

‘have been'very similar. _Thewparticular,charge_to the ganuary panel was to

»istics-@f a cQgprehensive set of'instruments designed to aSsess-children's

’ . . . R PR ._f-v
4 o : T .
. S [ LN Lo
Insa resolute effort to clear up the situation, recourse
was had to a symposium of several pré-eminent British

. author:tlesx and ‘as was inevitable from such an assembly, —

many tnoughts were uttered of high 1nterest and sugges-
tﬁvtness But. in rtspect of tre ma1n puryose, the result
can hardly. bL rtgarded as other. than dlsappolntlng

@

As before, such a dlstlngulshed gatherlng could not /all‘““"“
to beget many an observatlon bearing the stamp of 11-
liancy. But.as £Or.the essential aln ... theré¢ appears -
N to have’ bten no/success .obtained. " - /
o ) . . - ',

yvet another’syhposium (thix one.in 29233 S

e sltuatlon became evgn more perplexed than at the
meetlng

in addltlon to all Of\bhi commlttecs who throuqh the - years have assalled

S

\ R N i

- the domain of 1nte111gtnce (and of offectlve human functlonlng in general),

L ) LI . %
there have beén many_éroupsjealled_together to decid® whic

s

Sl - ' ‘ B

szns;were.to be the»targets”ofﬂeducatiOnai prbgramSi%%The“ anel that‘met

. . e .
1h Prlnceton 1n January 1973 was ]ust one in .a sequence of commlttees con-

- »’

eerned wfth the objectives of interventions.at early childhood levels. It
. G)

.

*in somewhat dlfferent terms——for example, "What should: be the- character—‘

-~ . . -

. A Voo L e ® L ' - o .« ' . . .
:readiness to enter usuaiaschool‘programs?“ "What should be the goals of

..

;"Headkstart for*childfen of 4 to'§?" "What'are the most imbortant‘variables

to assess 1n a: comprehens1ve evaluatlon of the effectlveness of preschool

- R

e =1 : ‘ -

‘.' ; . ~ .
. ) : \

B
\

i S

:-plicatiens of this definition for measuremént and\réseareh:

B o =

7of these dimen-

o

a 1$ true that the questlons different panels sought to answer were phrased_gw

. prbgrams?" HeweVer, the substantrve fssues underlylng all of these efferts;

h\definetﬂsocial Competendy"iin’ybnhg children and ﬁo'spebify_sohe of the im-

o

é

g
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. A
i =5- ~ . P
. Tenacity of IQ‘& : o Ly
- . ' ¢ e
w ~ After al .at has gone before, it is not edsy to see why in" 1973

',people are still using genﬁral IQ as the méjor yardstlck of develggignr an

I : =
thc nrlnClpal crltorlon of the effgctrvcneF of early educagion‘programs.

b % v
And why it was deemed necessary|to canvoke'still anothermsympbsgum:~ And w

P
w i g—

there was any Yeason to anticipdte that this effortwauld-be apy morc,suq—'

cessful than its predecessors-=pr its results any mdré'infruéntiai.-

.
» . o .. e .

The continued cmphasis on T can probably be attributed to several

—

factors. It is a“vonerable'éoncept in psyéﬁdibgy and has been comparative
- : AT V . '
w2ll measured. Furthermore it hﬁh a largér coll Lon_bf'eer elatds that
S ) B - * ,J_v Bt . - : . - )
are predictive of, success in ‘a wxde variety of human endea ors than any

other variable. Id fact, 10 is sdch a global variable phat it incérporéte

*

& T

a great'many other variables in whole or in part. Thus there are those. wh
) . Lo I o _

érgue that unl iss an dinterven€ion program_ inflwences IQ, it is:trivial to
* L) - . - . R . & . N .

. - . e
look for qther effects;. if there were any significant other effects they
would be reflected in” fO chahges. Some go fuFther to state that improve-

» meats in motivation, attention, and the giike arc worthwhile goals only %f
N . : .- —=L

-{ . . . "'r.- . . . ., - . \\‘ . - e
ghey affect gener®] intelligetice. T . .7
. L . - ';' N
) @ It would be easier to accede to the prlmacy of 0 Ln early oducatlon

ERIC

Aruitoxt provided by Eic:

O,
S

=) convinced that fo achieve g_r“‘eai:ly in almost any .fiel , -~ special talents
)

',r.u' . i

if oducatlon were onty a dﬁstrlbutlve enterprise, \qradqally channeling in-

div1duals into adult—role'nlches on the ba51s of'e*pectancy of success.

|

(Fven hexe, however, I seems to bp nore prPdlCthQFOf level of later ac-

.

complishment than'of tZ@gﬁQf accomplishment;f Alfhorgh Terman said,-"I am

o

HaLe-to be backed up by'a lot of Spearman's g," he aliso ‘pointed but thét

d

hy

'

ly

S

¢)
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/ ment woulq‘lgad’to. Intmost c $Osffité pfograms aﬁe

-6—

g "tests Of 'géneral intéliigence' ... do not°... enab}efus toiprediét what

directjxr tﬁe achiévgméqt will take, and - least of'all,do they tell us what

pérsonalyfy factors or wha éccidents.of fortune w;ll affect the fruition

-4.

of cxcgbtional ability.") \(

‘/However, education canhot be condernedionly with distribution or pre-

N : : » : . S
»diction. 1In some casés--and these are the cases in which education: is- most
. . . _ . ' 4 " o j' . .

-,5pprqpriate‘y characterized as "interyention"--its veky naturc is-to try to.

. '
v s

) chadée thefprediétiongfﬁhich.gackgrdundsﬂof-poverty OL garlier poor achieve-
! i . --( . - .

riented ptimarily to-

- 4

ward the Speciaﬁ talents Terman\réferred'to and the
B e . . . - ) .

f;uition of abilities.. In all c%ses; it must be conderned wit
rruxt , 1SS Pe cond :
of children's lives while theyﬁarﬁ\being educated asiwell asj/in the future.
. . .- : . . Tk . T A .

. . . - | . v Lo

\ : A . :
] L . . R . i . - .
Underlying all of these congeﬁklons of the rolejof edu

. r
‘ ation are a

NN . \ I X

- différentiatéd‘view of human capability and pbtentiaiity and a need for

A N

#ifferentiated treatments. By definixioh, this view and this need cannot

- .

i
i

i

be"servediby undiffefentiated measuremént strategies. -

‘e
kS

‘to doginate'de&elopments in psychologicall and educatioﬁél measuremént."

A . A o . . n . 4
. oo e ] : : o ’ -) 4 ’ i ‘
Thus, as we indicated earlier, many investigators and, practitioners have
there, When ‘they soughﬁ dif-

¢

continued to QSe IQ tests because- they wer
:feréntiél measures’of abilitiés, échieVemeniS,'and-noncdgniﬁivé-factors,

they:enCOUntered_botﬁ'g pgﬁcity of Valid}ahg rcliable-meéspres,éna é q;h-,,
fu;ing abuﬁdénce.of'iﬁédeqﬁate and ididsynq¥ tié tests, in@éxés, and sched-

é

.

ules. This was partially because development|of measures of particular

varidbles Rad not proceeded out of a systemat ¢; rationak mapping of domains

e
l

g

' may affect -

‘thé-quqlity- '

L]
.
.
.
.
E]
.
'r'

s

B Unfortunately, the very predictive ower of the IQ Varigble has Eended
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- » PR : D ! - H
‘and}the relationships betweeﬁ\;bem. Thids thmre_might bcjhpndrod59of mcas—

e . * s . - /o . ; STy
quickly encompass a,  number of congerns:. \\th beiu value-free oxr at least

.value-neutral (thé conventional. sténce_of sopial science),_with the plural-

are transcendent valwvr:; hilding for the whole sociéty, and with -the fa Y

that value< .ier;e over time and circumstdnces. Panel members alsossuffer- *

studied. . -

e = «
i . ) o 3 . - . . . . e
' . Toer ’ ; . . N ‘.., ? .
. - | - I3
. / Ll A <
. .
e ‘e ' : -7‘ . ' v . v : :'..
. ’ - L o ¥
. . -
. - . S L ¢ ‘ i . RN ©
. . . LY ol
" . . . . . . . / - . W

N . - - I .
\ ’ tT. N "f' ' °

ures of anx1cty (representlnc varlp anP\tlgatorS llmlttd'oielatxondl

'.-doflnltions)y dozens of mtdsures of rlngth (wsth how (orrorht\ons umoLq o ~.
1 C e e - - T

them), and onlx oné or two measurts of,lntcrpcfsonal sens;tlvxty in th(
Iy ™\ ° / Y .

cﬂild.‘ The laokﬂof mapplng 1n)turn qoul%)bé tracod to tqe dlﬁflculty )t

:

getting educators and ¢oc1al sc1cnt{ /?/tq agreu'aoout what ého varldblos

!/ p -~ . - o - ’ ’ L Y
wore'that belonged:on the“map.*‘ /t'f . ' ' . . b s
. . - -‘.v . - /g_ . ‘ . - . . . , . » .
PR . . // P 3 . - AR S N
7/ . ) . o

’ a . _,"/ . - ) . u »
Goal Defigition and the Problem of 'Valués Ce el .

: ‘ ‘: G ) VT : T e ‘(

. a .\ : . 3 .- . 7-; i . ’ja,‘-‘ .
Part1c1pants in the success1va pantls struggl1ng w1*h tho pxoblcq\of B ,'qf:i

defining goals and dlmonslons of competence fax young‘chlldrnn are typlrally //

-

, \ . . .
struck at the outset by ‘the value- 1aden nature of thg\entox\rlse. Reactions
e

»

- '.’ MY ] o - y '. ’o

istic and sometimes conflictina values of our society, with whether there -

. ¥

rf‘ N
. e ' . \.', \
from a reluctance te impose their value-free or value-full analyses on

R S . : g ;
athers.,

" This concern with value issues is related to the k;nds"of approaches
T . . . o
taken to deflnlng goals and deslrable djmenslonq( Kohlbo;g/énd Mayer (1972} , 7
. \ /, s K . ;

-7 . .

. - . ! ¥ : L. 7 )
*Some sooial scientists insist that specification of the domains .is an em=-_ il
pirical problem and have undertaken long-term programmatic efforts within = /.
partlcular domains; hut such an approach must indeed be 1ong term and pro- /
vides no guarantee that important areas will" be “covered first,*that some T
areas will be covered at,all,,or that.;elatmonshlps between areas will be . Y

- ::
N . .- .
CUn B - "

R ' ' Ty '
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. outlined three of these approachos"and the January pancl added a fourth.
Jﬁ They car. be summarized as follows:

F o ) s . » . ﬂ. )
i 1. The "bag &f virtues" (or Boy 3Scout or Zuhday 3chool) approach.
vy g i " . . N . I . G .“

This approach attempts to.specify the set of traits characterizing a healthy,

fully functioning person.gth suffers chiofly from historicalilethargy, dif—

e

ficulties in accounting for multiple and sometimgs conflicting "ideals,"

. ; , : o e ' : S, :

and confusions about traits which have different vélues at different age
- | . _ o . .

levels, o - ' A

2.  The "industrial psychology" (orAprediction—of—success or predictors-

L5 N ‘\ .
and—precursors) approach. Thic stnutcgv is alwavs futpre -oriented; goals
. . : . e

S §

for young children may be stattd in terms. of capabilitnes needed for &dult
'role functioning. Difficultics arisento the exteogpt that certain adult}abil—

wer,, > { A
Hiacisy S . | !

ities are not directly‘prcdictable from the chqraCteristﬁcs of children.

Indeed, some children s cnaracterietlcs may be pOSlthe prtdictors of adult

.~
N Avy

functioningﬁat one age and7negative predictors--or unrelated td adult be-

thavior——at anotheriage; Thoreﬁis a-criterion\problem here toa,. since the
' ’ LT T e e
dimensions of effective adult behavior haye not been much better defined or

By

mapped than the'aimensions of effective Ehild behaViorQ,_FurthermoreL bylthe

time the childr :n become adults the requirements for a&ults may have changed

f\\\'

i .
w0 ~—-.

S ) . w . . - . \\
Another problem that must be faced.with approach 2 as well as approach\
"1 has to do Wlth char&cteristica that may be\valued anﬁ adaptlve a: one \\\\\f\\\\\

.
+ 1.,, Cas

p01nt in time but either gay 1ead to negatlve consequences or be conSidered

R
—— I O

inappropriate at a 1ater point in time. For example, exploratory behavior

s <2
L

is vaiued for everyone, but 1f ltﬁ§S permitted tofoccur without any re- A
’ . it . "J
. . ; straints in the young child it can lead to inability to control and focus
- ‘ .. ! 1 |
! ‘ \)‘ | B - . 2 N : ' ) hnd ‘ ' i 1.'
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attention in situations that demand a disciplined response. And impulse ex-
: S, / ) . .
pression, frequently encouraged in preschool programs, can cause serious

. /// » .
. r N . . .
problems in many blsiness and social situations.

’

» 2

3. The normative-expectation apprpach. Goals are stated in term§ qf

7. v pl

age- or grade—related_expectinbies. Usua]ly these expecta amcies are dLerLd

from population surveys--fo~ ecxample, those using achicvement and ability

tests. F:equehtly, too, goats are criented toward the avuraggs tbtabll shed
by those surveéys--for examplp,"to have all third graders in a city reading ..

at the national median or above., In addition to the problems of shifting
norms groups .and changes in the,meaning of scores at different points on the

measurement scale, this- aoproach runs 1nto the danqor of llm;ted purwiew:
(r

Its proponents may tend ‘to focus attention only on thdso variables with which

-

: % : : ; .
they have had a good ¢&eal of experience or which have been extensively

measured’ (and that can mean the variables that have been easy and i7ﬁxpensive

' to measure). &n even more serious drafback to this *hird approach is,that,

{

!

- just as focus may be limited, so may/asyirations be unnecessarily assimilated

to tﬁi;iféxuquuo'* o ./

t
- -
- .

4. The theory-guided apyroach: This approach rests upon the existence

of thegretical conceptions about thé nature of theé developing organism and -

- .

its interactions with the'cnvironmentﬂ 1t Should have the advan%age not only

of 1dent1fy1ng 1mportaﬁf variables but alqo of cong lderlng those variables in

W a °

"hierarchical and'interdependent structures. Mediating and ordanizing

-

IR *If is 1nterest1ng to note that the goals and measures for the Natlona1 Assess-—
™,

ment of Educational Progress wefe built on ‘the ba51s of expectatlons about the

73
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. on the cognitive-developmental theories nf itaget and the philosophic—

~-10~

~
i R

] T N

processes in the human being would then become the organicing scheme  for
structuring €nd implémenting the goals.» Thus the choice of Vvariables and - .
. : A
" A
goals would derive from an understanding of the natuxc_of' the processes of

/
a

learning, dgvglﬁpment, and social involvement. The Kohlberg-~Mayver "devel?p—‘

. a . ’ .
e . M . . . » . . -~
mental-philosophic” strategy is one such theory-guided approach; it is based

- . - \

. ) X - ,T"
. o

cducational theories of Dewey. The theory-guided approach-is possiblc only

~

if there are relevant  theories to guide it. Tt is fruitful to the extent
. . . . .0
that thosc thEorigs are comprchensive enough to embrace a wide rdnge of

= >

5 ? - - = . » I3 3 . 3
critical variables, including thosé¢ which c¢ommon scnse and. intuition indicate
are important. . ’ C

-

There ismavrelatively short step between the processes of specifying

‘ T e

‘goals and of specifying criterion measures for program cvaluation. The Janu-

i

ary pahel vacillated between the task of defining "social competency"” in

general terms and the task of defining those dimensions of social -competency
that are implicit in the stated goals’ of existing in*ervention programs,

~ I

P A

specifically Head Start. The laEfer progrgm—éentered focus leads to a fifth-

~

strategy for defining variablos,'a-”gqal—guided“ stratégygprt itris not
’ . : ’ ’ ’

really direéted toward the séme end as the four preceding approaéhes which

T o R
‘treat goals and associated variables simultaneously. The goal-guided strategy.
is, of course, entirely relevant only in situationsg where the goals are

already well defined, and it does not necessarily generalize to other programé

aha other times. The panel recognized the. weaknesses of each of the four

strategies for defining goals and thus the need not to exclude any of them in

~nr

. , . . ‘
.their efforts to create a broad delineation of "social competency.'" As in-

dicated above, they also moved;intOjthe fifth (goal-qguided or evaluation)

e . - .

: _ -

. | |
- : . \
’ - ' a



. strategy occasionally, and the strategy was uscful in some cases for apprais-

ing the feasibility of®translating a variable or construct intc measurement

. . e
terms.* : : . e

ey

® &7-

The meeting was oriented toward definitions of "social ‘competency" that
would guide the planning of future programs as well as the improvement of

ongoing ones, and the panel noted the urgent need for better assessment and

v -
. e

evaluation of programs that have been in existence for.a number of years.

At the same time it was recognized that rational analyses and program evalua-

)

tions--however sound--are not enough to effect substantial improvements in

b . . -~

'intefventions into the lives of young children. Suach improvements can only

~

come from 1ncreased und€rstanding of the processes of ltarn{ng and develop-

1

ment that a concomitant program of targeted research can prov1de

!
H
%

i o . " . L U e n/ "
Conceptual Distinctions Important in Defining "Social (Competency":
: . Y o ' o

!
1

"Social competency" is just one of many phrases that might’ha e been

\ . . A

\ : used to mOblllZe attentlon to the ‘broad range of COgnlthe and peg onal- SOCldl
\ “ L. e - - -
' dlmens1ons of the developlng thlld” Asindicated earlier, the pahel members

were united in rejection of ‘intelligence aX a unitary trait or a& the sole

g

/

.

*When the panel used this strategy for the task at hand, they focused mainly

-\ : on the educational component of intervention programs. It must be recognlzed
. ' that comprehens1ve programs such as ﬁead Start also’ 1nvolve health and

\ ___ social service components, and some, advocates of these programs stress these:

\ components over education. Any. evaluatlon of these programs would, of course, .

have to encompass all components

ERIC

. . N . - N
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. parametors‘of "the wholc child."

e | -
’ e

- - - -

criterion for evaluation of intervention programs.’ They were alsc united in

N -

doubt that their symposium could generate a definitive description of:the,

N ,

. «
.

" Among the pi?vlcms that had to be resolqu——or_ai least confronted--were

" these: S - ' ‘ -

v

1. Distinguishing between hehaviors that arce prized by many segments of

]

socicty across a large numher of situations, and bhehaviors that ‘are not nec-

essarily universally admired or are differentially appropriate to different

situations. There are actually two coordinates here and four gquadrants, for

y
- It

a behavior can be prized by many'but only for certain situations or be adap-

tive in many situations but not'widely valued. 1In reality, the dimensions,

are co}related, and?;t is more difficult to think of examples in some cells
) ’ » :

than inlothers. tIowever, they are not perfectly correlated, and this means

1
Ak [ / )

1 , - EN el . e . .
that goal makers must consider the ecological and population generality of

<

each construct they think is'important. It does-not mean that they dig€ard

construct's that are context=.or population-specific; but -it requires that
eachfstétement about a Qsocially competent” attitude, skill, or coping styié'

/

i : . ) _
be dccompanied by an enumeration of . the populgfion subgroups and of the
/ : . / .

./ oy o ' ' :
r¢quires delineations of the population groups (boys, girls, regional and

!
. /e s
cl#sses of occasions-for which it is an exemplar of competence. This step

M

éthnic g;oups; etc.)-and taxonomies of contexts (preéchopl,‘home, adult-child, .

interactions, peer relationships, etc.) that are relevant to the‘young'child.

+ " -
J

2. Distinguishing between pﬁgﬁiciency and pérformance, and between

mdximal and typical performance. The rormer distinction ackndwlédges tﬁé

difficulty of makingJinferences"about capability in the absence of a xesbonsé

Iy
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. ate situations.

‘This is probably an appropriate bias, because, cven when typlcal performance

L -13-
or when the child makes a low-level response. Tt is related. to the ﬁreceainq
N o . . o }
problém, in that. context and other factors can play as large a role af capa-
bility in determining level of response. Early educat/ion programs mu%t be
conceﬁncd, first, with developihg response proficiency within the chilﬂ'%
N, » ' e ’ : . i : '\
reperto}{e and then with encouraging -its display or performance in appropri-
; o . L

!

"\ . -

The magimal—typical‘distinction_is both goal- and measurement-related.
. oK : . : ’ ) - ‘

We arg somet imes interesﬁed'in the best performance that the child is capable
of, but more.often we are interested in the level and Quality of performance"
tha£ he exHibits’undergordinary circumstancoes.* Most specifications of goals
of earlf ;hildhood programs are nor explicit om.this point, and thie leads to

confusion on the part of thouse who try to implement or evaluate the programs.

On the"measurement side  of the problem, we should rccognizo that there is a

3

'b;gg_tgyerduasses 1ng max1mal performance, espcclally in the cognltlve area.

is at -issue and is being measured, it is froquently_necessary to estimate

~maximél”performance {or underlying proficiency) in order to interpret the

meaning of typical—performénce levels. As Indicatcd carlier, this is of

critical importance when typical performance is low. The discrepancies be-

tween maximal and typical performances are¢ also valuable in deciding on ap-

propriate intervention strategies for individual children: If hoth typical'

&qj maximal performances are low, it is better to concentrate on improving

\

*ThlS distinction between max1ma1 and typical performance should net be con-

-fused with the distinetion between optimal &nd mlnlmally acceptable per—
formance. Maximal and typical performance relate to observed behavior,
wherea ptlmal and- mlnlmally acceptable performance relate to standards
used in Yhe evaluat:on of pcrformance :

e

o
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o
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L'

proficiency; if typiCaﬁ performance is low and maximal performance is high,

it is better to conce#trate on raising typical performance levcis)vprobably

- through motivational and corntext manipulations; if maximal performance is

i K

—_ 8 7
low typical performance is high, we should reexamine our concepts and-’ AN
. \\,\N“ A . : SN
B 3 >\‘\
measurement technlques.““‘\N\\“\\\\;\\\\\f
3. "Recognizing that variables may have differeit—smganings—--and thus
S \ T~ '

different implicationglkor social/edudational action——ép different levels of

Kl >

. / -
intensity or 'in theirAgpgitive and negative ranges. For example, with a°

I { -
. ) - . °
variable such as~impqisivit>\ measured in terms of reaction time, guick re-
R V - '

P . Fo_oe . -
sponses may indicate/ lack of .raflection but extremely slow gesponses may be

more indicative of obsessiveness than of rgflectivity. Examples of bipolar
dimensions include flexibility-rigidity (frequonETy measured with different
: Sl

scales in its positive and negative regions) and sociability (extroversion-
o . : : . ’ \

‘ introversion);ﬂexf}eme behavior at either en may be maladaptive, .but in ‘the
’ ,~_A,.—""’.-f- . - .

case of young children we are frequently mosti concerned with identification

and treatment of the negative extremes (extrene rigidity, or introversion

- carried to the point of cpmplete-withdra@al). - Some of the confusion in this

area arises from taking labels’for variables too, literally without careful
analysis of their meanings- and correlates, VN
: o N

2
i

o 4. Distinguishing between the pdsitive companents of social~c6mpeténgi.

>

{the characteristics we can agree we want the child to have or deVelop)4and-.

negativé characteristics which may serve as obstacles to'leérning}fdeVeldp-

ment, and societal adjustment. In,the first case, we can.staté the goal in

terms of developing, increasing, or maintaining the component, while in the
: _ ‘ : ) - R ,
second case we are concerned with reducing or eliminating it. Examples of

>

f . : . . .

Avuiex: providea vy enic [
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variables in the latter category are\hqsiility} aggression, and anxiety. In

the ‘extreme these are pathological behaviors, and unfortunately they seem to

be more stablevlongitud;nally>than some of the more positive traits.

5. Identifying different classes of variables in terms of their de-

o,

velopmental trends. The ecasiest class to deal with encompasses thoser vari-

ables that increase with age and training (frequently tapering off at later
ages or with lack of utilization); many of the typical school achievement

. variables and variables of intellectual competéncy belohg here. An error

ya

made frequently in the past was to aﬁigme the same form of incremental func-

>

P

N tion for varigbles which in fact—behave guite differently. Indeed, some

“ -~

variables decrease witngméturity——for.example,‘impulsjvity and even positive
B // .

. self-image (at/leéét for high achieving children). Other variables may be
\ ' T

¢ e - .
i o

\ cyclical

A

or remain relatively constant. Those in the last categories pre-

sent special challenges in terms of goal definition and intervention, depend-

ing on whether the characteristic is judged positive or neéqtive, on the age
N . ' ‘ o :
lgvel for which the goal is being defined,'and om the developmental stage at

which the iﬁterention.is introduced. . _ /

o I
\:, ] i : - T : " - - ..

6. RecogniZing the importance of defining and assessing- social compe-

tency'in dynamic as:oppdsed to static terms. This implies both taking account

n

of the different devekbbmental-trénds for variables (as discussed in the pre-

ceding point) and the need for repeated measurement of the stage or direction

" of development.” It implies too that criterion variables at one point in time
ﬁay serve ‘as mediating variables in the longer run. l

7. . Making explicit the'relationshibs between program®goals for parents

and prqgréﬁ goals for children. 1In some cases, a major program goal is to

.

effect changes in parents. And such dttempts to foster changes i parents
O ) ‘ —_ ' : ) . e

ERIC
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N



O

ric

JAruitoxt provided by Eric

-16-

- are freQuently based upon a general philosophy that impfoving parent compe-

tency and amelloratlng famlly probloms through soc1al services. w1ll have an

indireet and long-term pOSlflVe effect upon the thlldrtn in the faley

/s
Furtherm:IET\some of the variables of'socialrcompetency‘gor'parents resemble

e

- - : . \ T )
those for children. _Howevér, thisapanel'é_objective was to define the goa;s

for children, and indced in the short time available it .could not do complete

justice even to that task. Parent involvement thus was examined only as it
might be directly ipstrumental to the“development of child competency. In
this case, the critéria of children's ,social competency would be appropriate

3

not only for evaluating‘the_direct effects of a program on the children but
. A ) ' i3

also the effectiveness of the program in engéging parents as- agents. For

example, some progrﬁge attempt to increase'parent ability to interact sup- <

’/ 4‘. ... Lo .-. -, A
portively with children; this should in turn help the child in such areas as

1anguege development and self-confidence and, ‘in general, to learn how to

utilize adults as learning resources. - .

Q
v
°

*

A Components of Soc1al Competency and Goals of
Farly Interventlon Programs

. e . ; . -
. . . ., . . 3 .
The twenty-nineé' statements that follow represent facets of social cbm--

pétency in_yopng children and.can serve as goals of early-intervention pro-

‘grams. To' some extent, the statements reflect all of the approaches:to*goal 4

a

.definition cited earlier, aithough:the "pfediction—of—success“ approach was

' less directive than the others and criteria of success were left implicit = .

rather than eleicit. At first glance, the "bag oﬁ,Virtues“vapproach‘may

.appear to.dominate; it does to.the‘extent that_behéviors vaiued by parents
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and sociéty in the seventies are essential compohents. However, some of the

statements .are also associated with a normative-expectation approach, in that

concepts were drawn from a number of different theories within domains and /

o
Ny

O

ERIC
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- omitted. Moreover, Without a corresponding taxonomy 6f siﬁuationsf(s

age- and stage-appropriateness are highljghted. Most important,.the state- |

ments are systematiéally theor?—guided, although there was no single theo- .‘/
- v R E j
retical school of thought to embrace the full range of "competency." Rather, ’/

from partial formulations bridging domains. Among the most -influential were |
! [ ' ’ - v/;v

the concebtual}zations of Piaget}iGuilfofdh David Russell, Rapaport, and ﬁ;

- - ! . . : O .

!

Binet in. the cognitive—perceptuél areas; Tomkins,.Roﬁter, Schachtel, Seymou

e

. 1
Saruson, Carl Rogers, -Emmerich, and .Bandura in the pérsonal-social areas; %

V
’

- ) . . ¥, N . ) " ! lrl /’
and Lewin, Werner, Thurstone, Witkin, Dewey, Kohlberg, J.. McV.-Hunt, Roberft

]

White, Bruner, and Kagan in the areas of interface between cognitionvand

3

r

personality: : : A - ; C L /

. , . . ) o .
There are no doubt some facets of socié& competency that have beed
N

e the

first point in the preceding section), it has ndtibéenapgssible to "specify
all of the-.conditions under which a inen,process or behavior is dqg;rable.

.

It sﬁould be-reéogﬁized toolthat few intervéntiohfprograﬁs would qétempt ex—:
piicitly to implement'éll_qf'thé.gdals.t HO;GVéfx ifithe goal optign;“af? : ﬂxfw“‘
Viewea~in a compreﬁenéive cohte#t,-érogram'dixéﬁtoré should at ;éaét be

'sensitizéd to the need to avoi;'subverting éome of the goals.iq;theif‘zéal to
fOStefﬁoﬁhersm , - , ' : N ' : f /

-

For the reader's convenience, théfe'ls an Indéx'bf Cbhpéfency Variables

at the_engﬂof‘the repoft. - A o . . e /i
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Differentiated seclf-concept and consolidation of identity

The child -recognizes that he has different levels and kinds of skills in
different areiffof cognitive and interpersonal functioning and different

‘interests in éiffcrent areas; at the same time there should be an inte-

gration of these differentiated subsystems into a ronsolidated identity

'so
R - - .
;hat he appreciates some constancy of self across time and situations.
2 .Concéption of self as an initiating and ‘controlling agent
“%he chil?*tpnds to initiato.action and diréct his ownlbehavidr within
. "’realistic—envirgnmentq} éohstraints; he doos_not feel péwerlesé, or a
‘ o 5 I
pawn of envirqnmental_fprqésw This. goal iﬁchdé§ somebﬁgelings of re-
. sponSibility on the part of the'éhildrfor his own learniﬁé:and ékill;
| acguisition and for decisions affécting‘hjmseifiand Pthers.
e 3. qééiFs'Bf pers6£a1 maintenance and care o .
Thé‘childmgééﬁéigg&hbhmsﬁéﬁdérdS'fo;-his.pﬁ?t«group in cIééniiness/:
- o S R
. : grooming,.hygieﬁé, eating habits, bladder and bowel control, sleeping -
‘ ihabits,-and‘saféty practicéé. ' i
. | . :f
4, Realistic‘apggaisal of s

-~

elf, accompanied by feelings.of personal worth
Thg child's appraisal of his abilities andfintefests is not at substantial
variance with his perf@kmance an

§

~

d behavior; -however, even for.children .
at relatively low 1evéi$,bf proficiency, there must be some feelihg of

. S N . . - '
worth as an individual,.  Here is a case where the goal is not necessarily

to develop higher andvhigher feelings of wqrth but rather to avoid any
irrstances of- extremely negative self-deprecation. (Atad8ult leévels, :
positive extremes in'séfffesteém—ﬁgrandiosity—-may a
7impli¢ations;) Realisﬁié apprais%l of self an

,\! - ‘ o . . oo
: \ Lo

0 Ve

ERRlc L

]

°
»

1so "have pathological

| L

©

d fggiings of gerso?al worth,

i
i
e

i
.

. l

‘r‘
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while important objectives in their own right, aiso undergird’resiliency
. 'S . ®

in the face of failure or frustration and are reflected in level_of-

. s .
. w *
Kd

aspiration and other motivational processes.
e - ’

L]
[N - -

5. Differentiation of feéiings and appreciation of their manifestations and

.

implications’

“The child know5'ab6ut aﬁd expérience; diffefent typeé of negative and
pos;tive-féelings, recognizes tﬁeir expres;%on An himself and otﬁers; and
takes thisﬁrecoéﬁition into account ip hiS_aﬁﬁions-and judgmengs. ‘These
abiiitieé are a necessary, if not sufficient,‘basis for the develépmént

. . .

of intra- and interpersonal‘éensitivity. They also provide an affective

groundwork for later aesthetic satisfaction.

Y . . : E ‘a

;

/

6. Sensitivity and understanding in‘ségial relationships J
The child perceiyes and accepts ifferenCes'betWeen himself and others,
and appreciates perspectives and viewpoints of others. _He'rejects clearly
T Trantisocial vdlués (e.g., violehce) but tolerates a broad range of values
different from his own. : ' : : ) ) c
v 7. positive and affectionat »persOnal;ielationshgps ‘ -
. . T . / ] ’ . ; = - ) . ) -
The child does not-hes%éate to display affection to adults and other
! T ’ / ’ B ' ’ : "_

"'childrén and fdrms'rgiativély stable friendships and personal associations.
) / _ ' ’ ) - :; )

7 . . B w At )

’ ! ~. B : ) W

/
/

8.. Role perception and appreciation | -
. ——= - s 7
# PN . : oAt . ’ . _ . ,
"The child recogﬁizes that children and gdélts take somewhat different - . !

roles in difﬁérent‘situétional and interpersonal contexts, knows what

is'expepted of others and himself iA these different contexts, and takes
role expectations into account in his owgﬁbehabior. These kinds of

- . }

ERIC .~ R -
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.o scensitivities and adaptatlonp are especially important when radical shifts\

in social or cultural context occur--e.g., between Spanish home and

"mainstream” school. However ¥t is important too that-the child appreci-
. i o “a .
ate the diversity of available role options and reject artificial (or-
) ‘ . - - - ‘\\
stereotypic} boundaries on role opportunities. N

~

9. Appropriate regulation of antisocial behavior
'l . - . N ——

e

The child does not exhibit a recurring pattern of extremely disruptive, |

violent, aggrcssivo& hostile, or other types of antisocial behavior (e.g.-

|
-

lying, stealing, cheating). Neither does he avoid these ‘behaviors through

massive and primitive defenses that repress or deny. the underlying im-
0 ' - / : ' o :
pulses, for such defenses are associated with anxiety and neurosis.

o, o

Rather ‘he avoids such antispcial behavior through moderation, redirection,
AP .

or otﬁqr mechanisms of impulse regulation’ that dre at least partially '\\\y'

“under "his cognitive control.

10. Moralityfand prosocial tendencies

When there is an opportunity or 'situational expectation for prosocial
behavior, the child engages™in such behavior more often than not. (That
s;“the child tends to be cooperative, obedient, helpful, and fair as a

function of the role requirements, his perceptions of the needs of others,

and other situational'factors.) Not only does the child exhibit prosocial

behav1or, but as he matures he becomes 1ncreas1ngly aware of the reasons

andfprinc1ples (moral and soc1al) for it.

“11. Curiosity and exploratory behav1or ) L. 'm S

oy

The child eV1nces curios1ty about hlS env1ronment and actively explores it.

/ﬁHe undertakes and continues such- exploration w1thout external inducement

. ' _j-., . . B g, .
orApressureﬁ»particularly;in areas of personal interest.
Qo ' . ' : - o
EMC . : -0 = . N ,. V '-
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12. Control of attention

As a function of  situational or task requiremoé)ﬁ, the child attends to

relevant cues for an appropriate lenggh of time and at an appropriate
level of concentration. The important gdal here is for ‘dircction, dura-

tion,'and'intensity of attention to be under the contrcl of the child.

. ' : ® /-

-

13. Perceptual skills

-The child pérceives_a unit or form as separate from its background, dis-

criminates between similar units and forms (even under simple transforma-

tions), analyzes form# into their constituent units and parts, and

synthesizes un#}s of”parts into an organized ferm. Thesc goals apply

-
. N . \
within each of the critical sense modalities: wvisual, auditory, tactile,

-and kinesthetic. 'Skills in~visual and auditory differentiation are

~ <o N

ordinarily basic to cdmgetency)in language and reading; perceptual skills,
in these modalities include seeing letters within words (héaring-phohghes,
- . - - - - . . -

within longér'utterances), discriminating between similar letters such

. as p'and b {hearinq'the distinctipn between similar sounds such as c¢h and
'sh), separating a word into syllabiles, and blending létférs'(OETSOhﬁasQ 

into méaningful wholes.

. . ) - g ’ \

-14,. Tine motor dexterity . . . e = ’ .

Ve

The child manipulates small objects and uses tools--within his limits of

- physical development.

. 15. Gross motor skills T n . ‘ .

"' The child walks, runs, jumps, and reaches without excessive clumsinéés'

-

and within the limits of his ﬁhysiéal development. Note that this goal

- ,does nét imply that eQery child shouid achieve'athlétic or aesthetic - T
: e . S . N : . .
6 superiority in movement.’

L ° | o - A S
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17.

)

) and"bomprehensibly.’ At the later age levels, he labels, retells, describes,

is.

"Perceptual -motor ‘skills

»

.Language skills

- ) ’ - “l"". . —

v

O

.The child coordinates visudal, auditory, and motor pehavior at an age-

4
appropriate level ar within limits of sensory aculity and other aspects

of -his physical development. Included here are skills in copying forms,

mimicking sounds, and imitating gestdres and movements.,

[ » - . . '
-

o

.Tho Chlld recognizes the meanings ot werds he hears, and recalls, compre-

‘hends, and interprots spokoen words anid seontences. At the later age
. - . . 5 .

levels, he exhibits the saﬁg'skrlls-with printed words and sentences and

.-

also extracts indemation;from a body of‘text or tabular méterial. _He

labels ‘objects and events approprlately,-xepeats infotrmation given to hlm,
retells storles, descrlbes objects and OVbntL makes .requests and.gives

instrdctions,‘ana'tells stories of his own invention--speaking audibly

”

v

‘makes requests, gives instructions; ahQ‘tells‘§t011es in writing; he .

- : ¢

a

v ) . i R N co- .
‘records information from dictation, Written text, or other sources; and

his writing ig legible'éﬁqkintelligible. JIn his writipg)'he”bbserVes the
¢ : ) i ¢ Y. . - ) L ) .

simpler cénventions of punétuation'and éapitalization and he misspells

only the more difficult woxds.  He recognizes the functional propeftiesua

. v

’ ‘. ) ‘ B - . . n
of words/phrase? and the structural components of sentences, and applies .-

. b . - -y . b "-' + . . .
this knowledge in his own quhgq an@ written production.

. Categorlzlng SklllS ‘_ v V_ B ' h{;-; . A

R

The Chlld recognlzes whether ob)ects {ox evénts) are slmllar or dlfferent'
apprehends the nature of the s1m11ar1t1es and dlfferences, Categorlzes

% -
.
i 2

objects or e#ents on the basis of dq;rfbutesL generic classes, or rela-
' .. . ] f

- tionships (functional or thematic), dealing with exclusions as well as . , . |
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categories.

.19, Memory skills | o : . N

The child has adeguate memory skills to retrieve informatdon on the basis

The memory

- '

»f relevant cues--not just immediately but also over tﬁmﬁ
. . - . - ' i . N . j
L . " skills encompass appropriate strategies of attending, ordanizing, .and

rehearsing. "Appropriate" here is relative to the coptent/form and the
retrieval expectaqcies. Memory ' is usuaily mecasured in tekms of retricval
. s .

performénco. However, if a child's-retrieval performance is unsatis-
factory, then it is impéFtaﬁ£ bo.try to detegmine-Qhere the difficulty
liegs: 1in the attention process, the orgénizatiog énd stérége pfoqess, o

or thé retrieval process itself.

20. Critical thinking skills ’

. . .

’ T % % The child perceives and identifi€s problems, analyzes and appraises the

~.elements of . situations (including missing components, contradictions,
- : . LS . . ) - .

and inconsistenciés), and -judges and evaluates’ conteptions, processes, . -

and products -(hisown and those of others). "Essen

¢ . - 7
' .

tidl to these analyses
.o , : : o B o
o ' and evaluations is the child's ability to.appraise his.own capabilities |
Lo L ~ and resourcés in the.context of .situational demands. o K
. : K s . ’ 2. ) ' : :

N 21. Creative thinking skills = o : % , oo o
e . j L. : ) | v

The child generates multiple responses (langnage and hotbr).andfcon—
om0 ceptions (ideas, associations, implications, hypotheses) to situations)

- F i

[ . :
o P . i \

. - i B i 1
. ‘in generating ithese .responses, -the child moves flexibly across contentsy .
v P ’ I8 S ' B . ' - i

‘ R : ~and forms (does not perseverate within categories and!breaks ‘'set or 2
. habit adaptively): $ome of the reSpoﬁse§¢£he:chiIH'genérateé‘are

' e

!

of

e T
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original, unusual, or acsthetically satisfying. The occaFion for cre-

ative responscs may be invented by the child or may be initiated by

others. ' In either case, responses may involve translation\and elabor-

ation of cxisting forms or, at increasingly higher Towels, kransformatjon
) \

o . S \
. : -of existing forms and construction of new forms.

-

\

22. Problem-solving skills . : 4 . \

The child applies memory skills and skills of critical -and créﬁﬁive
thinking *o idgntification,‘énalysis) and solution of problems and t;
evaluation of his own respénses and products in the process. In problem
solving for decisign makyﬁg, this evaluation in&ludes appraisal of
alternative solutions and their conscquences. aWith the repeated applica-

tion of these skills in recurrent probiem areas (such as categorizing),

the child develops generalized strategies of problem solution that he

draws upoh appropriately in encounters with similar problems.

-23. Flexibility in the égglication of informationfgﬁocessing‘strategies *

.~ .

Tﬁémcﬂild recbgnizes thal tée;;iare differant approaches g;Aexploring
the environment and to ob£ain%ng énd processing information froh it aﬁd
* that thése approadhes arekdiffe;entially effectiye in different Si;uation;;
he applies thesé épproaches flexiblyiand appropriately (singly and in
balance or Eombination) without being locked ipto haﬁitual mode; of per-
ceiving and thinkiné (cognitive sﬁyles). For example, in order to
B%tain information about a neQ situation, he does not ‘limit his explo:éf
tion to discrefe components but consgders the éituation as a whole and

the relationships-among components (focusing vs;'scanning). "Of* course,

the child cannot apply differential information-processing strategies
v ’

Aruitoxt provided by Eic:
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.

if he does not have them in his repertoire, so this goal of fléxibility

in application is attainable only if the child first learns to adopt

such opposing strategies as:
risk taking - caution )

persistence - relinquishment

spontaneity - reflection

menorization - organization for reference
i Lg

hd
intolerance of . - accommodation of
ambiguity, contradiction

ambiguity, contradiction
relational concepts, understandings, and skills

4. Quantitative and

5
~The child exhibits increasingsevidence of concept attainment, under-

.
i

positive integers, zero, and fractions), number properties (e.g., odd-

even, divisibility), seriation and ordinality, <conservation, relation
» ! .

and comparison (numerosity, size, time, spatial position, value, etc.),

. e

. b4
causality, and measurement and estimdtion; enum@ration, counting, and

e

%imple arithmetic and other formal operations.
! K ‘

. &
Geéneral knowledge

The child has a reasonable amount of‘knowledge in areas important to

25.

M3 3 ’ //// ‘ * - ]
functioning in school and outside: health and safety, social environ-

’ physical environment,‘practical arts .

ment (including adult roles)

(including knowledge ofv;ools); cotisumer behavior, sports and games, a
and music, literature, etc. SuCh-genéral'knowledgé“noﬁ only is imp
‘ . / - . . . A . ) s .
to present fumctioning andi survival, bu
///V, ’ ) \v ' ’
_ 6t more advanced knowledge @and provides a basis for interpersénal gom

c s
. - i A )
munication and aesthetic satisfaction.”

Aruitoxt provided by Eic:
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standing, and~skills--at age- and stage-apﬁxopriate leveISrvfn the~follow-/

|

ing areas: number (including one-to-one correspondence; méaning of the f
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4

Competence motivation

The child wants to improve hid skills, exhibits satisfaction with im-

provement or mastery, and sceks learning experiences in the absence of

external pressure or reward., This kind of motivation is more associated
EX . i
witli the process of mastery than with any particular content of learning,

- .

and evidence for the gyenerality of competency motivation would have to -

-he accumulated across tasks and situations. This is not to -say, however,

. N T '
that we would expd&t-childron to find this intrinsic satisfdction from
: AN o e

-learning and'improvement~innﬁ}lféreas of their activity. "Nor does "com=-/"

petence motivatioq?«éhdbmpass'all aspects of achievement motivation;.

some motiygs”ﬁo achieve are stimulated by the effects of 9ucces§¢(or

)

_fear'd% failure) rather than by ghvlaccomplishing per se. b

FPacility in the use of resources for learning and oblem solving

/:; . ' ) ' o : H.
Ja The child knows that he can obtain help and information from various
external'§ources, knows what some of_thesersources are (édul;strghildfen,
e e books, lihrary, fire department, .police sieg,aggrgg?}&nbg?ﬁgétai , etc.),
e -and uses these‘reéourées apbropriatély_and effectively.
28. Some positive attitudes toward learning and school experiences
The child does not have a generalized négative attitude toward léarning
and- school experiences. While it is not reaiistic-—or_pefhaps even
functional~-to expect every child to like all aspects of education and
learning, he should have pos;tive‘feelings toward somé aspects and not
reject the total process.
, ] . . ‘
T ¥
Q . . - -
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29. Enjoymeht of humor, play,'and fantasy

The child enjoys situations involving humor, play, and fantasy and par-
ticipates in them-within the limits «f opportunity and ability. With

increasing age, his sense of humor broadens, even to encompass himself.

Implications for Measurement, Research, and Policy

-The foregoing statements about social competency carry with them certain
implications for measurement, research, and policy relating to young children.

Among these implications are two major ones:

1. The immediate need to translate the components of cach of the twéhtyr

nine statements into appropriate measurement terms. By [‘mecasurement” we in-

clude observations, ratings, records, and social indicghs, as well as tests

+

(or other performance measures) and selereports./,Iééoed, with the youngest
rd .

: £
children and for certain cla'sses of variables ﬁhrouqhout the agex?%nge, tests
A kX
. o S
do not provide.a valid basis for ‘inferences about social competencyl other
measurement techniqies must be used. Candidate measures already exist for a
. - M a i

number of the social competency variables and dimensions (for various age

levels and population groups), and the framework provided in this report

offers a useful scheme for searching these measures out and codifying them.
Furthermore, the goal statements, used along with standard principles of co

struct validity and psYchometrics, provide a basis for evaluating the adequacy
¥ . : » . = '

of the measures that are identified.

-

The codification and evaluation of existing measures will also reveal -

areas where new measures are needed and where construct validity must be 4}/



established. Considerations for measurement development and valiidation are
offered in an earlier report by Anderson, Messick, and Hartshorne. That re-

‘port includes sections on the importdnce of theoretical conceptualization,

critical properties of measuring instruments, environmental assessment as a
necessary concomitant qf person assessment, cducational and social applica-
tions of measurement, manpower development nceds, and important policy

supports.

f ' 2. The long-range importance of increasing our understanding ‘'of the
) . , 1

mechanisms of jearning and development. The goal statements pregented in

! this report reflect certain fundamental inadequacies in both our theories
. and our_empirical-findings about young child}en; there are a number of pro-

cesses that we simply do not yet understand. These inadequacies will be

. s " es

further reflected in the measures related to the_goals andﬁhence in any *

[4] . :gj
‘It is, of course, essential that the reswlts. of these effort5~be‘systematicr f
ally 1ncorporated,1nto p%ogram applxcatlons. Iﬁ\egher words, we cannot hope T
: - “-' i
' to ;mprove the fo?mulatlon of goals, the quallty of measurement, or the i
- L . ‘ - g
1o sappropriateness_of policy\BeQisions'ﬁithout a continuous éommitment to re-,.
e 3 . . ' - . v
L | _ . . . » B i
search inquiry into the Processes\bﬁ\human‘development. "
i - - ( ..‘ .
. . ~ ‘.
& °
" .
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G
Index of Competency Variabloes*

%
achievement motivation
26

acting in
9

acting out
9

adaptive flexibility
21

adult roles, knowledge of
25 -

aesthetic satisfaction
5, 21, 25, 29

affect
4, 5, 7, 28, 29

affection
7

aggression
9

antisocial behavior and values
6, 9

anxiety
9 ' .

“arithmetic = _

24

art and music knowledge
25 #

associational fluency
21

attention
12, 19

attitudes toward learning
28

attitudes toward school
28

additory-mqtor coordination
16 ) '

auditory skills

13, 16, 17

*The hnmbers after each vdriable .refer te the numbers of the 29‘Eompetency

.\
\ N
]autonomy

2, 26, 27

bladder and bowel control
3

capitalization
17

categorizing
18 -

causality, understandings of
24

cautiousness
23

.cheating
Q

cleanliness
3 v

closure
13

clumsiness
15

coding
17, 18

cognitive control
9, 16, 12, 23

cognitive styles
- 22, 23

competence motivation
20 '

concentration
12

concept formation
18

concrete operations -
24 :
conservation
24
construction
21

statements in the seéction entitled  "Components of Social Competency and'

Goals of Early Intervention Programs."
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]
Index of Competency Variables, cont.

constructions of reality
24

consumer knowledge
25

convaergent construction

cooperatiVveness
10
cépying
16
counting.
24
creative ‘thinking .
21, 22
critical'thinking
20, 22, 23
~curiosity
11 _
3ecision making
2, 20, 22

[l
ﬁecoding -
/ 17 i

-30=

elaboration
21 2

emotion
5, 7

empathy
6, 8

-

encoding
Y

estimation
24

evaluation

20, 22

explanation
18

ekploratory behavior
11, 22, 23, 26

fairhess
io

_fahtasy

- defense mechanisms L .

9.

dependency
o2, 27
dexterity S
14 . .
disruptive behavior )
2 : a
divergent cohétruction{‘
21 ) -
 eating habits
) .3 “
efféctance
26

egocentrism
8, 24 °

29_;4~___
figure-ground separation
© 13 : ‘

flexibility
.21, 23 o

‘flexibility of closure

2}
fluency
21
focusing
23

form discrimination.
13 .

formal opéraiioﬁs

22, 24

 friendship

7

. P LU LL RN U

enumeration ’
24 ] '
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Index of Competency Variables, cont.

functional fixedness
21

functional language
17

general knowledge

¢, 17, 18, -23, 24, 25, 27, 29

grooming
3

‘ gross motor skills

15

health knowledée
25

helpfulness
10
hostility
9

humor
29

hygiene
"3

ideational fluency
24

identity consolidation
.1
&
imjtation
& -
"16 7
impulse cdntrol
9

information processing strategies
23
initiative
2, 21, 26 ' S
instrumental dependency
27 -
intelligibility
17
& . -
,intergsts .
1, 11 \

interpersonral communication

i

1, 25

interpersonal sensitivity
5, 6, 7, 8, 9, 10, 29

intrinsic motivation
26

intrinsic satisfaction

26

inveqtion
21
judgment
20
kinesthetic skills
13
labeling
17, 13

language skills
17 )
legibility
17
level of aspiration
-4
listening
16, 17 °
literature knowledge
25
locus of control
2

lying
9
mastery.
26

memory skills-
19, 22
mimicry
16

moderation
9



Index of Competency Variables, cont.

modulation :
3

morality
10

motivation
2, 4, 11, 26

narration
17

neurosis
4, 9

number concepts
24

numerosity
24

obedience L
10

““ordinality

24

organizing
19

originality
21 '

perceptual ahalysis
13 -

perceptual-motor skills
i6 . '

perceptual skills
13

pércebtual synthesis
13

perseveration
21

persistence
12, 23

personal worth
4 -

play
29 - o

~N

-32-

problem analysic
20 ~

problem identification

120

4
]
ﬁroblem sensitivity

20
rroblem solving
-, 22
pfgblem solving strategies
}22, 23
productive language skills
17
pro%ocial behavior
10
punctuation
17
quantitative concepts
24 ?
reading.
17
T
receptive-language skills
17 '

redirection
9

‘reflectivity

23 ,
rehearsing
19 '
relational concepts
. 24
repression
9 :
resiliency
4

. resource-utilization

27
responsibility
A



Index of Competency Variables, cont.

retrieval
19
rigidity
21, 23
risk~taking
- 23

role perception and expectation

8, 10, -27, 29

.role shifting

6, 8

role taking
8, 29

rote memory
23

safety knowledge
- 25

safety praétices
3

scannihq
23 .. 7 .

science knowledge
25 '

self-appraisal
4, 20

self-concept
1, 2

self-esteem
4

seriation
24
set
21 4
similarities and differehces,
recognition of
18
Eleepinq habits
3

social egocentrism
8

social sensitivity
5, 6, 8

spatial egocentrism
24

speaking
17

‘spelling

17

spontaneity
23

spontaneous flexibility
21

stealing
9

stereotype avoidance
8

storage
19

tactile skills
13

tasg orientation
12, 26, 28

tolerance of ambiguity -
23

tolerance Qf contradiction
23

‘tolerance of failure

4

tolerance of frustration
4 .

tool knowledge
25

tool use
14

transformation
21

translation ) * -
17, 21 '

’
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Index of Competency Variables, cont.
values
6

verbal comprehension.
17

verbal description
17

verbal interpretation
17

verbal recall
17

violence . ‘ﬂ:L__,«

Q ’ .

visual-motor coordination
16 .

sisual skills
13, 17

vocabulary -
17 S

writing
17
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