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1.0 RATIONALE AND STATEMENT OF THE PROBLEM

1.1 Rationale

Theorists end researchers alike have beea systematically exploring
and explaining the human person. The study of Freud in the late 1800's
and early 1900's first focused interest on the first five years as impor-

tant in the developmen: of the person. Educators in the 1800's such as

_Froebel and Montesscori were also interested in what was happening in these

Years.

Systematic studies of the development of children in the first
five years of life, however, are recent.\ After World War I the interest
was focused on the physical development of the child. Increasingly since
1930 systematic resza-ch has turned to various aspects of development in
the first five year:. Parhaps most influentisl have been the studies of
Piagef on the cognitive Adesvelopment of the child.

But the two-to-fiva-year-old is still frequently underestimated
by those who work with him. His ability to face difficulty, to try new
things, to explore, %to handle his world and make the multitude of stimuld
manageable is often not recognized. This sge group is conspicuous because
of energy, but too few who work with them are equally as amazed at their
resilience, the enormity of number of experiences they have to encounter
and the great integrative forces thics demands from them. ". ..the ways in
which human beings handle new demends, everyday problems and difficulties,
need to be studied in their own right." (Murphy et sl, 1362, p. 4)

While persons working with the three-year-olds are aware that

rmany children handle situations arising in the classroom in & "typical -
1
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for-them" manner, few have looked at this bzhavior, tried to identity,
jsolate, and cxumine it. Tbis may be partly explained because of the
relative recentness of direct focuéﬁng on this behavior, which we will
here identify as coping, as a definable, identifisable, unique phenomenon
of the pre-school childl.

The research thus far has defined coping, givea the general scope
and significance of coping, idsntified coping behavior in noa-school or
testing situations, and structured situations for the classroom popula-
tion which were tested outgide the classroom. It has given evidence that
alternative coping behaviors can be learned, depending upon the individual
child end his range of experience, culture, range of perception, biology
and the sltuation in which he is found. However, a method that can be
used by adults working with pre-school children, after reasonable training/
instruction, to look systemaiically at these coping behaviors as part of
the data needed for the over-all planning for the three-year-old and his

experience in the classroom has not yet been designed.

1.2 Statement of the Problem

The process of facilitating the study of & given child and his
wvay of handling his world include both the identification of the copiag
behaviors and the observaiion of these behaviors in the setting where the
teacher is working with the child--in the classroom.

The problem, therefore, of this study is to design

and validate an instrument for icdentifyirg and

Lrhe earliest research of Jois B. Murphy was in the 1930's, but
the Menninger Coping Project was the £irst of her reportings of a sys-
tematic study of coping.




ma2osuring the coping behaviors of three-year-olds

in pre-school setiings.

1.21 Hypotheses

In this study, the following are hypothesized:

1. Spacific coping behaviors used by three-year-olds in
pre=-school settings ere identifiable and observable.

2. An instrument can be developed for use by trained
adults with three-year-olds in pre-school settings
to identify, observe, and classify these hehaviors.

3. Characteristic sequences of strategies of coping
can be found from an analysis of the group and
individual data as weasured by the instrument and
observed in the pre-school setting.

Hypotheses 1 and 2 are basic to the study. Eypothesis 3 is an explora-

tory or extending hypothes
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ability of the instriment.

1.22 Assumptions
There are two main assumptions upon which this study is based.
These are:

1. Coping style and strategies are critical in the study of
the physlcal, motoric, language, cogaitive, end psycho-
social development of the child, in that coping behaviors
influence how, when &nd kow well skills in these areas
are explored or used.

2. Coping behaviors do not determine that a child has a skill.

1.23 Iimitations
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Tixe llmitations of this study are:

1. The sbtudy is anaturalistic, in e r£izld situation, with most
variables uacontrolled.

2. The population is selected on the basis of sge and avall-
ability within the naturalistic setting, rather than
selected c¢n a basis of sex, intelligence, birth-ranking,
or ecozomic status, and may not, therefore, be repre-

sentative of all three-year-olds.

1.24 Delimitations
The delimitatlons of tais study ave:
1. The children are hetween the ages of three years, ome month
aad three years, nine months.
2. The setting of the stvdy is a pre-school or day care class-
room.
3. The theory for the d2sign of tha resesrch ic besed on the

theory and research of Lois Murphy and her collaborators.

L. The design of the study is developzental.

1.25 Definitions

For clarity of reading, it is necessary to define the key words

used in this study. °

1. Coping--is that process by which the child tries to make his
world mwanageable. This includes thoss strategies and be-
haviors used by the child which help him control, organize,
synthesize, and eventually master the challenge or stress
in the new and uufemiliar situations encountered in the

pre-school setting (see review of the literature for an

expansion of this).




Coping strategies--are the iniividual patterns of the child

and the timing of hls resources for dealing with specific
problems, nceds, or challenges.

Pre-school--is that setting having some curriculum design,
not meant exclusively as & baby-sitiing experience, zad
includirg at least one trained adult and one assistant.
Three~ysar-olds--are those children who are at least three
years, one month at t.» heginning of the study asnd who are
not yet three years, ten months at the conclusion of the
study.

New or unfemiliar--are those situations in the classroom
which the child hes not yet experienced or, having ex-

perienced, has not yet mastered.
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2.0 Review of literature

2.1 Bases of Early Childhood Research

Practically anyone who has children develops some home-spun ideas
on how children develop, when they should be able to do specific tasks,
and what their behaviors seem to mean and/or indicate.

While theorists in early childhood development are eminently more
scientific and sophisticated in this process, tﬁe theories still express
in some way how the child develops, what tasks are appropriate and/or
seem to occur et what times and some observations of behaviors or theo~
rizing about them, as well as some ways of describing and/or decoding
them.2 The paths researchers take may seem unrelated, because of emphasis
and focus, but ultimately they touch, because they touch the same subject:

the child.

2.11 Theorists

Baldwin (1968) identifies the chief theorists in the study of the
child as: Kurt Lewin, Jean Piaget, Sigmund Freud, Heinz Werner, Theodore
Parsons, and the stimulus-responss theorists (pp. xi, xii). Gesell (and
fmatruda, 1941), while perhaps not having developed what can technically
be called a theory, contributes such an important base for understanding ‘
children, that he might be incluied in the group. Maler (1965) identifies
the fathers of child development theory as Piaget, Freud and the behavior-

ists. Mussen (1970) includes all of Baldwin's group except Parsons.

21t is interesting to note that some of the men considered fathers
in studyiog child development began by & very careful study of their
children or a child they knew: Pieget, Darwin, Freud.
6
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iIn general, these theorists focus on childlike behavior, symbolic
functioning, developmental process and antecedent consequent relations.

Plaget (1952) emphasizes the activity of the small child. even
the infant, engaged in reacting to and interacting with his environment.
The child's acquisition of new behavior, his level of functioning and
his maturation occur as he moves from assimilation to accommodation and
the consequent adaptation. The mental processes, however, are the pri-
mary focus of Plaget's bhasic work.

The S-R group cannot be identified as a school, nor does it claim
one theory. Rather, it represents a commitment or orientation toward a
theoretical stance on the acquisition of new behaviors. How the behaviors
are acquired and the level of functioning and response to the environment
are included in this orientation. The mechanies of the small child
dealing with his world are cerefully manipulated and deseribed.

The concern of Lewin (1935) with "life space", "psychological
environment, and "field" moved him toward his theoretical position. In
spite of a-proliferation of formulas, lack of empirical definitions, and
the sometimes rarified writing, one can see the developmental movement of
a8 person either addressed or at least identified.

Freud, as oxemplifisd in his Qutline of Psychoanalysis (1935),

developed a general theory attempting to encompass all human behavior,
its genesis, its development, and its pathological daviations. In

the study of the development of ths young child, however, his work was
basad almost exclusively on data from adult patients. His worx did not
loo¥ at the three- or four-year-old when he was three or four. Later, in
the psychoanalytic school, Freud's "mechanisms of defense™ were fres.
quently referred to 2s a way of resvonding to new or threatening elements

in one's environment.
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Parsons (1955), while drawing heavlly from Fresudisn theory,

focuses on how a small child grows as part of a home and & culture. He
sees the social organization as ultizately medialed by each individual.
The child and his development are just a part of his whole social scheme.

Werner (1948) has devalopaed a theory of maturational and develop-
mental processes probably more complete than any psychologist. Within the
theoretical framework of Gestalt psychology he concentrated on the global
problems of development and on how varlous aspects of psychophysiological
functioning interrslats. His research focusad more on confirming a sys-
tematic theoretical approach-to psychological problems than on xnowledge
about actual development of children. ie developed a strategy rather than
a body of knowledge.

Reviewinz ithe theorists in the light of the whole of Early Child-
hood research helps establish a broad base of human bshaviors and child de-
velopment. It helps put the study of the three-year-old into a larger

frama of reference.

2.12 Researchers, Programmers. and Practitioners

From the above core moves that body of researchers, investigators,
and thinkers who either reflect and replicate this core, or who aré‘using
it as a base from which to design their studies. Some of these men syn-
thesize from various theories to arrive at their ow;\insights.

This second group of "studiers of children" is large and somewkat
clustered. Studies by Elkind (1970), Almy (13966), Flavell (1963), ard
Furth (1969), for instance, are bullding on, replicating and exploring
rarts of the monumental work done in cognitlion by Plaget. Studies in
the area of psycho-social and/or affective development of the small child
include more basic ones done by Erikson (1963) and Anna Freud (1965) and

the careful studies by Mahler (1968), Escalona and Heider {1959), Bowlby
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(1953), Klein (1963), Biver (1942), Isames (1967), and Murphy et al.
(1962). 1In this same area are the longitudinal studies by White (1971)
at Harvard, the intercultural studies by Peck (chief investigator, see
footnote, pagei4 ) and earlier, the Oakland Growth Study (shirley, 1931).

Sutton-Smith (1971) and Smilansky (1968) have contributed to the
area of play: what it meens and how the pre-school child uses it as his
way of exploring and learning about his world, the immediate environment,
and the people incluled in it. Cultural factors also influence the
developmental movement of thz child. Mumford (194k), Toffler (1970),
Montagu (1968), and Illich (1970) stress this. They focus on the theme
that perhaps the most important thing vhat should happen today is the
creation of situations to allow people to grow up into a culture and way
of acting that has had much experience in dealing with alternatives, in
looking at the future, in adapting, in seeing veaning within oneself, in
living in & vorld with less set rules. While none of these men address
the pre -school child specifically, their messaege has meaning for anyone
who is working with children 1iving in the world they are describing.

The careful and detailed studies of the physical, motoric, and
affective behavior and development of the child done by Gesell and
Anatruda (1941) are catalysts for increasingly refined studies by such
people as Illingworth (1959), Bayley (1959) and Shirley (1931). inally,
Vygotsky (1962), Cazden (1972) and Lenneberg (1967), smong others, are
going past the typical study of language to the structure of the lan-
guages as & key to the thinking processes of the person. Since langusge
development i3 one of ths major tasks of the pre~school child, this is

an important area.
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The farther out one moves, as ripples from a stone cast into the
lake, the more and more numerous and variegated the “studiers of chilqren"
become. The third general group would include those people who develop
models of learning or work with children in specific settings such as the
learning situation, whether in the school, home or total environment.
Among these would be both the analytical and the practical. It would
include those who design specific progrems around & theorist, as do
Bereiter and Engelmann (1966) or Weikert (1967); those who are more
eclectic such as Ira Gordon (1971) and Nimnicht (1970); and finelly,
those who study what “should’ be happening or analyze what is, as do
Parker (1972) and Hess (1972).

The fourth general group is that large body of persons who seem
to engage in "how to..." writing, based either on the works of one of the
three above groups or a smorgasbord of several. This group would include
Rymes (1963), Spock (1946) and Ginott (1965).

2.13 Summary

The theorists have identified and profoundly studied either the
spectrum of the child's functioning or strategies that influence research
on the child. The spectrum includes responding to the environment, ac-
quiring new behavior, affect, motivation, level of functioning and matu-
ration (Baldwin, 1968). -They have not, nor was it their role, addressed
some of the synthesizing processes the child uses when actually handling
his world. Perhaps this is the task of the researchers, once the theo-
rists have established bases: to use the basic framework in order to
design or study one specific prgcess or orientation. There is, in fact,
evidence of this in the work of both the second and the third group dis-

cussed above. Some study stays within a narrow band snd looks, for
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instance, at what is possible in maturational studies or in motivatiom or
in environmental engineering. Some such studying is quite unimaginative
and even slightly distoriive of the original theorist's thought. And
some work picks up on & theme cutting through much of the research and

follows it. One such theme, coping, is thé focus of this present research.

TABLE 1

Summary of Early Childhood Research

a
core=child ) .
1=major theorists in child a=responding to the environment
development b=acquisition of new behaviors
2>major researchers c=affect
3=programmers e&nd re- d=motivation
searchers of programs ezlevel of functioning’
ha"popular writers" f=maturation

This table is used to represent the major developmental events as
well as the spectrum of "studiers of children". Some researchers
cluster within a strip, others run the range of the entire band
within their field. Thus, for instance, one might be b,e or 2,

& through £, or 4, ¢,d,e. (a-f taken from Baldwin, 1968)
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2.2 Bases of Coping in Early Childhood Research

Coping is & term found sparsely in the literatuce and then rarely
18 1t used in reference to the preschool child.3 While no systematic dis-
cussion of the preschooler's coping is found until the woék of Dr. lois
Murphy and her associates in the Coping Project at Menninger Clinic (now
Foundation), same bases for the definition of the term and some behaviors
included in this concept caa be found by searching the literature.

Basic to coping i1s the child's need to make himself at home in
the vorld, to find ways of coming to terms with it and to relate to the

environment. Yt is this theme which is pursued here.

2.2) Importance of Coping

A review of the literature on coping glves only a slight indica-
tion of the importance of coping in early childhood development. There
seems to be more & problem, however, of teasing out the concept than of
it not being present in the behavioral events of early childhood. fThe
unique contribution of Iois Murphy was precisely this: isolating the
concept of coping in the vast world of the child amd establishing its
importance as a distinct, ideatifiable entity.

While theorists tend to fragment the child for the purpose of

. study (Baldwin, 1967, p. 583), Murphy sees coping and the study of it

necessarily having an integrative function:

The effort to cope always involves an integration of what we,

from our outside point of view, differentiate out into nmotor,

affective, and cognitive aspects and contributes similtane-

ously to development as a whole which is not experienced in
8 plecemeal way by the child. (Murphy, 1962, p. 363)

. 3See Table 3, on page 21, for the main references to the coping
of preschool children.

3 \
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The above fact makes the study of coping at once more difficult
and more meaningful. It is more difficult because it weaves through the
entire development of the young child, it synthesizes where the child is
so that he can move toward where he is not and it indicates the pattern-
ing and timing of the chi’l and his use of any or all resources.

More important at this stage than theorstical clarification
is the way of thinking invited by the term 'coping'..a way
of thinking which pays attention to the child's manner of
dealing with pressures and threats, potential or actual.
This way of thinking involves awareness of the individ-
vality, spontaneity, even creativity characterizing the

new patterning of responses we see, &as-well as the gallant
persistence and repetitive efforts which are often neces-
sary in the struggle toward mastery. (Murphy, 1962, p. 7)

For these very reasons, however, the study of coping is also more
meaningful. It would seem that adequacy in meeting 1ife‘s challenges in
adulthood should be enhanced by a deliberate study of at least one of the
elements of this adequacy in early childhood.

The cognitive and motor--or basic ego--resources of the child
skill, competence, problem-solving, conceptualizing and mas~
tery potentialities of the child. However, the question as
to whether these will be adequately or inadequately developed, -
will be used to meke maximal use of the opportunities to
which the child is exposed or will lie fallow, perhaps never
achieving the development which seemed to be promised in the
early years of the child's life, will Ye a matter of the
depth, strength, persistence and vividness of tha child's
drives and affects and the ways ia which he uses them.
(Murphy, 1962, p. 251)

2.22 Toward & Definition of Copirg and Coping Behaviors
Looking for a definition of coping is somewhet like trying to
name 8 baby. One knows the baby is there, that it exists in all its

uniqueness and yet, what to call it so as to capture this uniqueness?

Carmichael's Manual of Child Psychology (Mussen, 1970) has ro

delinition of coping. A Comprehensive Dictionary of Physchological and

Psyshoanalytic Terms (Erglish, 1958) while having some definition eniries
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running fifteen or more pages, includes one short sentence on coping:"...
coping behavior (A. Maslow): action that enables one to adjust to the
environmental circumstances, to get something done." (p. 122) The Child

Development and Material Survey, Part I (1968 - hereafter referred to as

the ENKI Survey) has no definition.

Burton White and his associates in the Harvard University Pre-
school Project are more interested in the whole scope of behavior involved
in the child’'s social reaction, his overall competency level. The speci-
fic reference to coping in this study (Ogllvie, 1969) does not define it,
but does identify one important aspect: "...children who cope well in
social interactions draw selectively from & wide range of behavior possi-
bilities." (p. 4) ‘

Manaster® in a paper entitled "Ccping Style, Sense of Competence
and Achievement” defines coping as the way children deal with their
problems (p. 1) or problem situations (p. 2) or the reasonsble efforts
children make to solve the problems (p. 3).

Gardner (1968) and Kroever {1963) both work from & psychosnalytic
base. Gerdner's concern is the structure formation of the person. With-
in his study he sees coping &s &u element of this structure formation and
defines it on two levels:

coping 1 (eactiveness of problem solving)

activeness of use of environmental demands,
obstacles. end opportunities in problem-
solving

coping 11 (internal equilibrium)

internal valance; resources for maintaining
integration under stress. (p. 313)

hManaster worked with Rovert F. Peck et al on a study entitled

"Coping Styles and Achievement: A Cross-Sectional Study of School
Children”. This was a multi-national, extensive (1965-1972) study of
two ege groups of children, ten and fourteen.
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Kroeber is looking at the ways of problem solving:

The focus here is on the operation of the ego and on the
extension of the concept of defense mechanisms to in-
clude behaviors that are particularly relevaant to an active,
effective person dealing with demunds, often conflicting, of

8 blological, psychologicval or social nature. To this sort

of ego behavior is attached the word 'coping'. (p. 179)

Lazarus (1966) uses the term coping as referring to “...stra-
tegies for dealing with threat." (p. 51) and sees coping as an element
in his psychological-stress theory. He comments on Murphy's treatment
of coping as being a much broader concept of the word than his, as she
sees it including efforts to mastery of any new situation or problen,
whereas he concentrates his research on "...threatening situations
rather than those in which coping is synonymous with problem solving."
(pp. 151-152) His study identifies forms of coping, factors influencing
coping and coping situations. Among the behaviors lazarus identifies as
coping are avoidance, defense, attack and anger. Lazarus uses Murphy as
his main source vhen 'disc'.!ssing young children's coping.

Two recent observation instruments have used the work of ILois
Murphy and the Coping Project as a base. Rothenberg (1971) uced the
variables identified by Moriarty for her design of situations in which
to observe the variables in children from 8sges three to seven. Spaulding
(1967) designed a Coping Analysis Schzdule for Educational Settings
(CASES) that draws directly from Murphy.

Since this group of resein‘chers seem to form one body, it seems
appropriate here to summarize and isolate the elements thus far identi-
fied as essential to a vorkable definition of coping - coping behavior:

-ability to draw from & wide reange of behavior possibilities

-way children deal with problem or problem situations
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-reasonable efrorts chiidren meke to solve problems

-activeness of use of resources in problem solving

-dealing with demands, often conflicting

-action enabling one to adjust to environmental circumstances

-strategy for dealing with stress/threat

1ois Murphy and her associates form the second body in the study
of coping in young children. Escalona (1959, 1968) and Moriarty (1961)
were directly connected with the Copirg Project while it was in its

various phases. However, in Prediction and Outcome (1959), the predic-

tive scale used by Escalona includes only one item specific to coping:

"area twenty-seven: dominent defenses, coping devices.” (p. 267) Then

the definition of this term is given as "Title is self-explanatory."
(p. 267) Moriarty (1961) reported on the structured testing situation
included in the Coping Project. In her definition of coping she included
two aspects: problem-solving and that more subtle maintenance of inte-
gration. She examined eleven main variables in coping, as evidenced by
sixty behaviors in & testing situation. One of her assumptions was that
structured tests"...could be regarded not only as normative measures of
intellectual abiiity but also projective instruments insofar as typical
and personal ways of handling any situation tend to be consistent from
situation to situation.' (p. 96) Because of the nature of Moriarty's
study (in conjunction with the larger Coiing Project at Menninger Clinic),
much parallelism with Murphy will necessarily be evident (see Table 3).
lois Murphy and her work explored in depth the spectrum of what

is meant by coping. Her more seminal book Personality gg'YbuggEChildren

(1956) seems to come to maturity in The Widening World of Childhood

(1962). While later articles (1968, 1969) do net specifically sttend to

coping, when she refers to the concept she 1s basically within the frame-
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work she developed in The Widening World of Childhood. In fact, her

work seems to have two periods: prior to the Copirg Project and since.

One can see elements of coping in her earlier work (1937a, 1937Tb, 19k,
1956), but this may be incidental to the development of her whole thinking
and not necessarily a conscious step. However, by 1962, Murphy approaches
the stwdy of coping in young children systematically and from so many
angles that one has a spectrum from which to draw behaviors, defiuitions,
styles, and theory.

According to Murphy, the first element important in the development
of a definition of coping and its behaviors is the concept of the mastery
of the new and unfamiliar. Murphy sees & sequence and rhythm to the mas-
tery: "...anxiety about the new strange stimulus-situation or demand gives
way to interest as familiarization begins." (p. 192) "The drive toward
mastery underlies coping efforts, and is expressed in them..." (p. 6)
"Coping involves encountering something new or not yet mastered: a novel
situation, an obstacle or a conflict.” (p. 276)

The second element toward a definition of coping based on Murphy
is the idea of challenge and difficulties: "The situation confronting the
children we saw included one or more of several potentialities: they could
be 1) gratifying, 2) challenging, 3) threatening, or 4) frustrating."

(p. 276) "“Coping points to the process--the steps or sequences through
which the child comes to terms with a challenge or makes use of an oppor-
tunity.” (p. 6) The d1fficulty with this element of Murphy's concept of
coping is that one must then decide what data to use on which to base
decisions as to the task or situation being gratifying, challenging,
threatening, or frustrating.

The third element of coping is its synthesizing quality.

50029
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When we say that coping is a synthesizing or integrative con-
cept, and thut it deals with not only techniques but with
strategy, ve are emphasizing the role of a function, the way
in which the child uses a teudency..." (p. 27h4)
"The effort to cope always involves en integration of what we, from our
outside point of view, differentiate into motor, arfective; and cogaitive
aspects..." (p. 363)
A possidble fourth and final element is the distinction of coping
strategy from coping style. Murphy sees coping strategles as:
...the child's individual patternii_ s and timings of his re-
sources for dealing with specific problems or needs or chal-
lenges. Both methods of managing the environment, and de-
vices and mecbanisms for managing tension aroused by the
stimulus, or likely to result from & given response to it,
are often involved. (p.274)
Coping style, on the other hand, is "...the over-all orientstion of a
given child with the tendency to elaborate and consolidate certain kinds
of coping strategies rather than others.” (p. 281)
Hence, Murphy and her associates include the following as elements
of coping and therefore important in any identifying of coping behaviors:
-maintenance of integrity
-problem solving
-mastery of the new and unfamiliar
~possibilities within the situatic:
-gynthesis ability
-patterning.
For purposes of this study, the following definition of coping has
been developed from all of the above research and will be used heare:
Coping is a process by which the child tries to make hig world
mansgeable. This includes those strategies end behaviors
used by the child which help him control, organize, syn-

thesize, end eventually master the stress or challenge in
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the new and unfamiliar situations encountered in the pre-

school setting.
This definition is illustrated in Table 2.

Because of the psychoanalytic framework of many of. the researchers
addressing coping in some way (Lazarus, Kroeber, Moriarty, Burton, Murphy),
the task of defining the specific coping behaviors is complex. These main
sources on coping and the behaviors they identify as coping are outlined
in Table 3.

Cne can see some clusteriag of behaviors into five general group-
inga. The first grouping of behaviors are those often observed when a
preschool child enters & new aituation. This is the 'checking out’®
approach, It is usually very visual and is used to localize those as-
pects of the situation which the child might know or be familiar with.

These behaviors Murphy (et al, 1962) calls orientation (pp. 204-205).

They include observing and visusl inquiry.
A second grouping of behaviors allows the child to deal with his
envifonment on his own terms. These are classified as structuring be-
haviors and they include the ways the child uses a new situation so that
it is satisfying for him. Changing a situation, Imitating, crying, ‘
asserting his autonomy, initiating, shifting behavior, creating the known !
in fantasy, walting to be told what to do or waiting to be helped all
evidence attempts to keep a new situation manageable by structuring it.
Reality testing is identified as a third group of behaviors.
"Reality testing is both cognitive and manipulative, and also proceeds
by creative restructuring in order to test potentiaslities, along with
asking questions." (Murphy et &l, 1962, p. 274) For the purpose of this
instrument only observable ﬁanipulative behaviors were included. These
are: setting one's limits, delaying to reassess, asking questions,
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TABLE 3

Sonrces of Coping Behaviors in the Literature on Pre-
3chool Children

COPINA REHAVIORS SOURCES
Sp t Kr | Ro [La {Ma { Og i ¥o {LEM
aggressive behavior X {X X X X
negative, attention getting X X X X
manipuizating others X X Y
resisting Y X1 X X X
self-directed activity X X|X X X
paying attention X
sharing and helping X X
social interaction X
seeking support X X XX X X
following directions X X | X X 1 x 1 X
‘ observing X X | X TX (X
responding to internal
stimuli X X
withdrawal or avoidance X X X | X
oriented to the reality
requirements of present X X X
involves secondary
orocess thinking X -1 X
ordered impulse satis-
faction X
asking for reassurance X X X
setting limits X X XX X X
chanring the situation X | X X 1 X
sz L d L o IO N S el




TABLE 3 (continued)

Sources of Coping Behaviors in the Literature on Pre-

School Children

COPING BEHAVIORS SQURCES
making the situation SpKr R}? La_{Ma_{ i HYO LB}E‘L
familiar
effort to solve pro- X X X X
blems
efficacy of mathod used X X X X X
affect related to solving X X X X X
visual Iinquiry X X
initial approach X X
imitates X
cries X X
delays to reassess X X
asks for help X X
removes difficuily X X
refuses X X
nrlotests X X
critical X | X
%

Sp=Spaulding
Kr=Kroeber
Ro=Rothsnberg
La=Lazarus
Ma=Manaster
0g=Ogilvis
Mo=Moriarty

LBM=Murphy
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approaching self-reliantly, preventing trouble by taking some action and
testing what one can do.
A fourth way of handling one's world is to solicit the human
resources avallable. For the child, these are more often adults in his
world. Such behaviors include asking for help, seeking visual, verbal or
bodily contact, or resisting dominetion by others.

The £ifth group of behaviors are those that indicate the task of
situation is not manageable by that child at that time and the general
coping strategy is to move away from it in some way. This avoidance is
evidenced in such behavior as‘refusal, removing onos=lf, removing the
task in some way, leaving the task in anger or regressirg.

These five general clusterings and some indications of definitions
of behaviors within them wes about the extent to which the literature could
be pushed. The task of behaviorally defining both the strategles and the

behaviors, therefore, became one of the important tasks of this study.

2.23 Present Status of Research on Coping of Preschool Children
In an annotated bibliography edited by Coelho (1970) only three
of the four hundred, twenty-five entries referred directly to the coping
of children in preschool settings. The ENKI Survey (1968) attempted,
through a review of over three thousand articles and books, to identify
a developmental sequence for children. The data on socialization and
Personality, where one might try to find something on coping, yielded
nothing. Nowhere in the Survey is coping defined as a specific behavior.
The other sources discussed in Section 2.22 varied from mentioning

coping, to incorporating it as one major behavior 4n a larger frame called

competency, to identifying it as a positive ego mechanism as opposed to
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defensiveness, to defining it exclusively in relation to stress or a way
to deel with threat, to studying it in its own right, as a distinct
entity.

The paucity of research on the coping behaviors and strategies

of the preschool child may be attributed to any of four reasons:

1. It is important in human development.

2. It is not a unique, identifisable behavior.

3. It is not relevant to the study of the pre-school child.

h. Tt 1s a behavior, which, because of its basicness to the
person's way of functioning in this world, has only
recently been specifically localized and defined, and hence
now can be studied increasingly on its own right.

The fourth reason seems most evidenced in this review of the literature

and has glven the impetus to the undertaking of this research.
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defensiveness, to defining it exclusively in relation to stress or a way
to deal with threat, to studying it in its own right, as a distinct
entity.
The paucity of research on thg coping behaviors and strategies
of the pregchool child may be attributed to any of four reasons:
1. It is important in human development.
2. It is not a unique, identifiable behavior.
3. It is not relevant to the study of the pre-school child.
L. It is a behavior, which, because of its basicness to the
person's way of functioning in this world, has only
recently been specifically localized and defined, and hence
now can be studied increasingly on its own right.
The fourth reason seems most evidenced in this review of the literature

and has given the impetus to the undertaking of this research.
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3.0 METHOD

3.1 Preliminary Studles

Two studies gave the initlal direction to both the identification

of coping behaviors in preschool children and the design of an instrument

to observe and measure these behaviors. These studies had been prompted
by the investigator's previous experiences in Head Start and Follow
Through and involvement in a Child Development program of studies at the
University of Pittsburgh. Although these studies were undertaken with
no conscious long range goals in mind, they, in fact, began that process
which led to the present study on coping.

The first study (January-April, 1972) was basad on the assumption
that there are some affective or emotional behaviors common to preschool
children ard present in a variety of learning settings, even though per-
haps not evidenced in each. A further assumption was that typical, non-
professional descriptions of preschool children were global and impres-
sionistic rather than specific to how a given child deals with the people,
things and situations around him/her in the classroom. This study attemp-
ted to localize some of these behaviors in five distinct learning settings.
It resulted in a profile of behaviors involving interactions, communica-
tion, organization, play, inquiry and an area not yet defined by somehow
involved in each of the others sxd directed towards helping the child
meke his/her world more manageable.

The second study (April-Jume, 1972) was based upon the general
profile derived from the first study and refined through an extensive

review of the literature on behaviors generally identified as social~
25
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adaptive or competent and more specifically identified as coping. The
purposes of the second study were to:

1. test the observability of the tentatively identified behaviors

2. examine other behaviors for possible inclusion:

3. evaluate the instrument designed for these observations in

light of the appropriateness of the included behaviors

4, clarify definitions of behaviors to be observed

5. assess and identify problems usscciated with the use-

ability of the instrument.

Data in this second study were obtained through the use of an
observation instrument, logs kept while in the classrooms, and feedback
from the teachers.

Results of this study were:

1. evidence of the observability of the behaviors

2. discovery of the previously unidentified coping behaviors of

testing, preventing trouble by action and exploring resources

3. eventual reordering of behaviors initially identified as

'emotional organization' and 'inquiry*

i, more refined definitions of terms and clearer examples

of each behavior

5. facilitation of the usesbility of the instrument by

organizing for time of observing, format, and character-
istics of & classroom to be used for further study.

Data from these two preliminary studies initiated the eventual

structuring of the design for this study.

3.2 Population

Ten three-year-old boys and girls in one preschool served as the
o 18035
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subjects of this study. There was no randomizstion of the sampling. The
only criterion was that the children be between the ages of three years,
one month and three years, ten months (see Appendix A).

The subjects of the videotaped Sequences used in the training
were any set of children in the same classroom engaged in a situation
identified as new or unfamiliar. The children for both the videotaping
and the actval observations were located in the room for three-year-olds
at a day care center in Pittsburgh, Pennsylvania.

Four tralned observers were used in the data collection process.
These observers were graduate students taking courses in the department

of Child Development at the University of Pittsburgh.

3.3 Identification of New Situations or Experiences

Situations identified as new or unfamiliar vere intended as the
focus for this study. Therefore, before the study was initieted, the
investigator sought data on the range of experiences commonly considered
new or unfamiliar by those working with three-year-olds. The purvose was
to establish some confidence that situations suggested to the cooperating
teacher for inclusion in the experiences during the study were, in gen-
eral, considered new. Responses to letters sent (Appendix 3) to thirty-
s1x preschools were compiled (Appendix C) and the experiences most often
referred to as new or unfamiliar to many of the children in the classroam
setting were those incorporated into the teacher's prlanning for the days

of classroom observation.

3. Design end Procedures

Three questions raised by the hypotheses were attended in this
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study:

1. Can specific coping behaviors of three-year-olds in preschool

settings be identified?

2. Can an instrument be developed which can be used to observe

these behaviors?

3. Can patterns of coping be identified in the datas

-unigue to one child?
~clustering for groups of children?

These three questions gave form to the genexral structure of the
design. Esch guestion sought descriptive and analytic rather than pre-
dictive data. The questions and ths procedures necessary to investigate
them seemed to best lend themselves to that method of vesearch identified
as a developmental study.

The design 1s perhaps best understood by studying Teble 4 on the
following page. Here one can see the pwrpose, time, and activities of
each of the four phases in the design. Phase one was a period of observing,
studying, identifying, returning again to the literature, then designing.
Phase two set the stage for the use of the instrument by identifying and
training observers. Iu phase three the videotapes filmed earlier but not
yet viewed were used. "The purpose was, et this polnt, to use these tapes
as a controlled way of viewing coping behaviors in order to establish an
accepted interrater reliability level on the instrument before using it in
the actual classroom. After each viewing feedback was assessed in order
to modify or elarify the instrument. In phase four the instrument thus
trained for and tried in a controlled situation was used in the preschool

classroon.

3.41 Identification of Behaviors

The behaviors chosen for observation in this study were behaviors

>
=

Y

"

...
-
*
)

¢
£




BEST COPY AVAILABLE

SYTAOVIL WONL NOYEIZAd
S$SISSY CNY ¥4 ASY

INBOLICNT KII00H QiY TR GV GRS
SHOLAYHZE QXY SITICIVLS [F°% L ONIQUOSIM ‘N3RS
H NC NDVO0ITE SE2STV : SEOLAVEIZ CEV 40 $RLEXS 4O LOITR
(Ava14d) 1A “ . TS XL ILIaTey Seasty 1
e e e . 3 SY
NOLIVANZSIO HISSVID o i
y o LWEAWDT ]
e 40 EIZTZ YIILT .
NI 38T ' SUOTAVMART Wi/ SLEIVLLS rS
P& DA KT S —— ’ $5ISSY . A4 233S 40 HOIIVOTJT I3
NOTLYANE 3D 3508310 ey N Wd SIT1I0TATA ASTA
e 7F " SIOLIMALIS Gl LLIIAINdSd
e e
" ' 30 _..unﬂ.?u QT THCALS coild
— 1)
{(X4-.54) AL 3 JEETENF L ' STATALNILS 1LIn
BOLIVAESSGY hOILBYID ‘3avI030IA 40 ouInaIA [ NOTIVZIUVITIIN 4 TVl D e —
-t W4 SIIVIOBUA £ILA stlare e
= 7 i SUILLTaIS 150 20
o mh:,ru. [ RS S ST B8 S ird
’ BOILNOISTANLEL 4TI
Treetssy 101 WOCHSGVTO 1COROSANT |« b kbt =
KOLO AL TIe) WOdLIVID OL JISIA ROLIVINGTHO |! )} ¥ INRAYIAIL 0L RSO3
=vhu == . S QY 3 AEMBTIE
1 Q ol 3 EEEEEETE o
L)
(AVe oindan) 38 II 3ndas e 1 1 e
BOLIVANEIC) WSV 3I/202ATA ASIA > 0 MM%M%F - o~
3 : N ﬁ 11 08 unid d -
1 h 4 <o
: 1 S
9 >
(xvessd) I B 3DAHILSI < DUIRIVYL UI a0
MOLIv2EZod) KoussvId |7 sdk I TNESS S ionath nTia| L ontdesntaa € _ T Xonis woud J
; dOT¥id §3iA T QoIWid ¥val~2 ‘adl
[0T¥21 473n 2 ¥3A0 SUAANATEO GOINAd XT3 T s ]
- ‘ : ¥IA0 SUNCH §  1TAL
40 WIVd 421 SEACH 9 3EAL ¥A0 5L §  IFHIT LIZANIZUT OIS0
SH2AY3540 40 Lrpuo1zea euy
o ueId M L 40 SHOLAYIGIE CY €Z1021velS
ONIESITEYIS3 oMIRSIIOVISE OUNIVUL 40 NOTLIILIIKST TR
pr g - Ppedy IT Y

Juaadorsasg 3o 80wyl
q WL




30

identified as coping. This identification included 1ocali§in8 the behav-
iors, defining them in bebhavioral terms and grouping them. The definition
of coplng used in this study (see page 18) was used as framework for
identification.

The coping behaviors were derived from four main sources. S;me
vere drawn from previous observations of preschool children. During
these observations a running log was keot in order to begin building a
repetoirs of copiag behaviors. Some behaviors vere drawvn from the liter-
ature based on psychiatric interviews, pediatric examinations, testing
situations, pley sessions, projects, interviews with mothers, case study
pro=iles, and theory on child development. Some behaviors had been iden-
tified in instruments used in previous research (see Table 3 on page 21).
A 2= behaviors vere clarified as a result of the feedback from observers
in training.

The systematic identification of behaviors i{ncluded the construc-
tion of a working definition for each. Previous research, observation
logs, the literature and, later, observer feedback vere used in this task.
The defining of any given behavior was two-fold: one part described any
verbal or non-verbal indicators of the behavior: the other part stated the
behavior in behavioral terms, including some action that might evidence
it. Each bebavior was so defined.

The grouping of these behaviors into Pive strategies was sug-
gested in part by the recurrence of themes in the literature and in part
from experienced reality. Themes of Ciientuiion, Avoidance and some
Structuring were found in scwe manner in the majority of writings dealing
vwith coping. The themes of Reality Testing, Structuriog aud Use of
Resources were more unique to the literature reporting on the Coping
Project (see Murphy et al, 1962). Murphy (1962) also deals very directly
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vith Orientation (especially pp. 95, 106, 110, 195). The preliminary
studies and obsa2rvations also evidenced a tendency to group certain
behaviors as bheing descriptive of a larger theme, while not really de-
fining those themes at that time. When evidenced both in the literature
and in the fieid, the groupings seemed both logical and realistic.

The coping behaviors, their definitions end the groupings into

strategies are here presented as they were used in this study.

STRATEGY ONE: ORIENTATION

1. definition

Orientation is the initial exploration of the situation and
includes those behaviors which help the child collect data,

appraise the situation, end form some cognitive map of the
unfamiliar.

2. behaviors
a. observe
=behavior is usually non-verbal

-behavior consists of watching one child or one group.
The child can do this by studying someone at a task;
can also be at a task, then look up intently. Occurs
usually at the end of a task, when entering the room
or returning, whes teacher puts out something new, or
vhen attentlon is csught (as by noise)

b. survey
-behavior usually non-verbal

~behavior consists of generalized wandering, as if ran-
domly looking for sowething, usually bodily moving from
group to group or task to task, staying at a task or place
very shortly; it can also be Just looking at all the
activity and groups randomly

c. seek known in unfamiliar
~behavior verbalized by such expressions as: "We have one
like this at home", or "I made a at my house" or
"Mormy and me..." -

-behavior consists of those expressions the child uses which
show sowe element of the unfemiliar ties in with something

SAIEE




he is familiar with: this needs to be verbalized

d. bring the known to anfamiliar

-behavior can be verbalized or not: if verballzed, uses

expressions like: "This is my Mommy's"

~behavior consists of ths child, when entering.an unfamiliar

situation, carrying along a doll, hat, blanket, or some other
item from home; the behavior frequently is objecteoriented

STRATEGY TVWO: STRUCTURING

1. definition

- - Structuring is the.ordsring of a situation and includes those
behaviors wnhich help the child in some way to stay in command
of that situation so that it does not move beyond his coping
capacity. Mors typically, these behaviors indicate some break
in an ongoing task rather than an extension of its possibilities,

2. behaviors

a. change gituation

~behavior can be verbalized by expressions like: "Iet's do
it this way...", or "My Mommy said I had to..."; it can
also be non-verbal

~-behavior consists of a task that has already begun, then
the child changes the original way, rule, or sequence

. inmitate

-behavior usually non verbal

=behavior consists of watching, then incorporating (doing

as the other is doing) rather than experimenting. Eere,
for instance, when one child runs to a new person in the
room and makes a face, the child watches, then also runs
up to the new person and makes a face

. cry

~behavior not verbal, but loud

-behaviors consists of crying or screaming with the effect
of getting help, getting rid of or controlling either a
situation or a person. Its effect is to bring intervention
80 the child need not use ancther way

assert autonomy or independence

1“{‘9/‘11
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. doing the task .. .
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-behavior can be verbalized by "I can do it, I can do it.";
cen also be non-verbal

-behavior consists of resisting adult's or peers' attempts
to structure the unfamiliar task for the child; asserting
the independence, not just giving evidence of having it

initiate

-behavior can be verbalized by expressions like: "Let's do
it this way" or "I know how to do it"; can also be non-
verbal

-behavior consists of the child beginning the new task,
and/or making up or demonstrating the rules or ways of

shift behavior
-behavior often non-verbal

-behavior consists of a child having begun an unfamiliar
task, then incorporating an intrusion (from adult or peer).
It can occur in response to a behavioral or verbal reaction
of an adult or peer. An exsmple is: a child has begun a
task, adult says "Do it this way" and the child complies

create the known in fantasy

-behavior can be verbalized by "And then my Mommy..." or
"If..., then..."”

-behavior consists of re-creating some quality of the mother
or home in play or verbalization for comfort or familiarity;
often person-oriented

walt to be told what to do

~behavior usually non~verbal

-behavior consists of the child looking at some task or tasks,
but not attempting any unless the adult intervenes and begins
the process of structuring for him

wait to be helped

-behavior can be verbalized by expressions like "I don't
know how", "But I can't"; can also be non-verbal

-behavior consists of getting the object or task, or of
kaving it in front of him, but waiting passively, with the
idea of "you do it for me"
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STRATEGY THREE: REALITY TESTING
l. definition

Reality testing is the child's efforts to answer questions
about the situation and includes those behaviors that ailow
the child to explore the potentialities of the situation, to
assess what he is able to do.

2. behaviors
a. set one's limits

~behavior often verbalized by "I think I cam...", "I'm too
small...", "I'1l do ... and you do ...", "I'm going to
rlay with ..."

~behavior consists of looking, touching, defining, deciding
upon what part the child will attempt in a task, indepen-
dent of any sdult

b. delay to reassess
-behavior usually non-verbal

-behavior consists of a pulling back and studying, stopping
in & task or holding back for a moment to size up the sit-
uation

c. ask questicns

-behavior verbalized by: "Conldit...?", "How come...?",
"Why...2"

-behavior consists of questioning about the environment or
unfamiliar object or activity in order to f£ind out why
something that just occurred in the doing of the unfamiliar
task happened

d. perform task self-reliantly

~behavior may be verbalized by "I know how, here, I'll show
you. n

~behavior consists of performing the task with an air of
knowing how to organize without involvement with another

e. prevent trouble by actions

-behavior may be verbalized "will it hurt me?", need not be
verbalized

-behavior consists of adapting oneself to the wishes or
activities of others, giving in to another, seeking inter-
vention of an adult, giving another child something to get
rid of him to be able to get what he wants
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T. test what one can do

-behavior often non-verbal
-behavior consists of trying omeself out, either with

equipment or in an activity, child performs slowly, as
if experimenting or investigating .

-

STRATEGY FOUR: RESOURCES (Use of Human)
l. definition

Use of human resources is the child's efforts to gain support

in an unfamiliar situation and includes those behavicrs that

obtain for him the. comfort or assurance of enother. . . .

2. behaviors

a. ask for help
~behavior can be verbalized by "Will you do for me?"
-behavior consists of questions or statements to use some-
one for part of the task, and to be able to continue in
the task, not for a reality check; a facilitation of the
task, not & why

b. seek visual contact

-behavior can be verbalized by "Right?", "Is this good?",
"Watch me"; or can be non-verbal

-behavior consists of soliciting the adult or peer to con-
firm in some way what he is oing or to avoid such atten-
tion.

c. seek bodily contact
-behavior usually non-verbal
-behavior consists of trying to touch or be held by the
adult while attempting the new or unfamiliar task, sitting
near or holding the hend of someone the chiid knows

STRATEGY FIVE: AVOIDANCE
l. definition

Avoldance is the child's efforts to control the unanageable
in & situation and includes those behaviors which in some way
or another either stop the task or his involvement in the task
which has become too stressful.
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2. behaviors
a. refuse
-behavior can be verbalized by "I don't want to..."

-behavior consists of indicating a negative, either ver-
bally or non-verbally, but without evidenced anger

b. remove self
-behavior usually non-verbal
~behavior consists of leaving the situation or person
.C._remove the task . .. . . . .- - - -
-behavior usually non-verbal
-behavior consists of throwing the task away, putting 1t in
pocket or somewhere (as a shelf), destroying it, but with-
out evidenced anger
d. move out in anger

-behavior usually non-verbal or yelling

-behavior consists of striking, throwing, stemping, screaming,
destroying with evidenced anger

e. regress

-behavior can be verbalized by "Help me, help me" but said
plaintively and to no one in particular

-behavior consists of weepiny, putting fingers in mouth,

clinging to adult, wetting, rocking, doing what a younger
child would do

3.42 Development of the instrument

An instrument was designed to enable a systematic approach to the
observation of the spectrum of an individual child's coping bebaviors.
The instrument design included the bases for its choice, the format, the
data collection and the enalysis necessary for validation.

Models of observation instruments hed been studfed (Simon, 1967,
Volumes 1-15). In general, instruments designed for preschool children

were sparse. When they did exist, most focused on teacher-child inter-~
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action or on behaviors in a testing situation, rather tham on the indi-
vidual child in a natural environment. These instruments seemed adeguate
for thelr defined functions, but not as a possible choice for use in this

study.

Most helpful in the design of the instrument was the multiple

experimenting done during the preliminary studies. Incorporation and

exclusion of bebaviors to ve observed was refined as the investigator

tried and evaluated areas of behaviors and focus of observation in the

various élassfoamg. Thé decisio; was made.to_design-aﬁ 1ns£ruﬁent in ) ’ .“}
such a way that the main focus was on one child and the manner in which

he coped in his classroom environment. The resultant classification

systen allowed the observers to ideatify quickly the strategles being

used by each child and then make the finer discriminations of behaviors

within that strategy.

Since in this investigation the design of an observation instru-
ment needad to attend only the individual child's behavioxr, it required
adaptation and modification of existing instiument formats. The formet
for the instrument presented in Table 5 and used in this study was the
result of repeated simplifications of an original three page form (see
Appendix D for ome form). The procedure for the adaptation and develop-
ment consisted of an analysis of the format efter each use in the field.
Questions asked in each analysis were: Was each section used? What
information was it yielding? Was this information consistent with the
general purpose of the study? By this process the instrument was com-
pacted for easier use.

Central in the instrument design was whether the instrument could
be used reliably in a preschool classroom. Emphasis was placed on

the observer's accuracy in identifying the coping behaviors within the
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TABLE 5

Observation Instrument

: - _BEHAYIOR

| observe

survey

seek known in unfamiliar
bring known to unfamiliar

jlechange situation

imitate

cry

assert autonomy

initiate

shift behavior

create known in fantasy
wait to be told whst to do
wait to be helped

set one's limits
delay to reassess
ask questions
perform task self-
reliantly
prevent trouble by
actions

test what one can do

ask for help
seek visual contact
seek bodily contact

refuse

remove gelf
remove task

move out in anger
regress
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classification system used. The system of observing, time keeping and
recording was designed to evidence whether, each time S, attended, that
rarticular behavior was, in fact, observable and identifiable by trained
adults.

Initial data collection occurred during the training of the ob-
servers. It was designed to establish a base from which to make decisions
for beginning classroom observations.

Formal data collection consisted of a series of six elassroom
observations. These took place within a two week period. Each observa~
tion included four ten-minute sequences separated by several minutes of
prevaration for each. Each observation followed the same procedure.
During the hour the investigator and two observers were in the class~
room, each observed three children. One child was jointly observed, as
part of the data collection for the validation of the instrument. Each
chose two other children to observe as part of the data collection on the
useability of the instrument in the classroom. No ona child was observed
by the same person for all six days. Once the children were assigned and
a starting time was agreed upon by the three, the observers then operated
independently.

"At 'second one' of the first observed segment, all three obser-
vers attended to the behavior of S; and placed a 'l' beside the appro-
priate coping behavior on the observation sheet for that child. After
making that decision, each observer then recorded for the other two
children vhom she was observing. At 'second one' of the second segment,
this same procedure was again used, marking the behavior with a '2*, and
so on through segment ten and the completion of one of the four obser-

vations #ade on the children that day.
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" shown in Table6 .

H0

when the observers hed had time enough to prepare for the second
observation and again locate thz children, they agreed upon when ‘'second
one' was to begin, end then proceaded to ihe second, then third, then
fourth observations.

The time schedula originally planned for the observations (see
Appendix E ) was modified because of the fluidness of the classroom, the
rhysical arrangemeut of the room, and the possible presence of too many
adults in the classroom at one time. The schedule used in this study is

TABLE 6

Schedule Used in Classroom Qbservation

DAYS
M W F M w ¥

§A1356lh1 51083!9210‘957 6
g Bl b 6 4 5 7 {Is5} & 3 Jl 6 lJ? 8 |17l 5 2
Tlell 2 8 2l 35 |lo| 6 2fls] 7 20fle2 3 |ls]8 o
§D79102|910972hl68 6lh2 91 3

For clarification, a detailed illustration of onz observation segment is

shown in Table /.

TABLE 7
One Observation Segment

MINUTES
ol a2 2 10
S
g Ajl—2—=3 =t 1= 2.3 Lo = 3— l—2—3e | 12 3 mr
£
R |B |1 6—T—] 1—6—T= | 1— 6=~T— 1—6—7—~ 1—6 —7—|
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Four observers had been trained for the task of data collecting.
(See Appendix P for the method of selection and training of oObservers.)
During the data collecting, the observers sat inconspicuously in the room,
recording, and occasionally moving to kesp the child(ren) im sight. After
the first hour, the first two observers left and the third and fourth
entered for the second hour of observation. Between the two groups, all
ten subJects were observed six times.

The analysis of the data collected was done by use of Percentages:

NUMBER OF AGREEMERTS / (NUMBER OF AGKEEMENTS 4 NUMBER OF DIFFERENCES) ~

Of main consideration in the choice of this method was the purpose of the
investigator and the specificity of the data. The investigator proposed
the use of the data as evidence of the reliability of viewing specific
coping behaviors. It was also to allow the enalysis of the data within
some system allowing for what was, in fact, happening for amy one child
in each ten minute sequence. The specificity of the observed behaviors
within each strategy enabled a sharp focus on each behavior and the de-
termination of a relatively high level of agreement on the part of the
observers when recording at the same time arnd in the same sequence.

Consequently, seventy per cent egreement was sought in the indi-
vidual behaviors; seventy-five per cent sgreement was sought in the data
on observation of strategles. Of the one-hundred-twenty minute-segments
of behaviors observed, forty-eight of these were randomly chosen and used
to calculate the percentages of interrater sgreement.

lastly, feedback on the method of using the instrument in the
classroom was sought. A short questionnaire and interview (Appendix G )

was used with the teacher and assistants at the end of the observation

period for these data.
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3.43 Patterns of Behaviors

Sequences or paiterns of behaviors and/or strategles were hypo-
thesized as some measure of t4a useability of the instrument in the
classroom. They were not intended to be essential to the validation
out to indicate some extension of the insirument. Included in the design
for this part of the study were sequances and psrcentages of behaviors,
percentages of time spent in each strategy, sustaining of strategies,
and sustaining of sovecific bahaviors.

The sequences of behaviors were derived from date on the obser-
vation recordings for each child. Totals for each bebavior were calcu-
lated and the percentage of the total time a child used each behavior and
each strategy was recorded to present a profile of that child's use of
rarticular strategies and to allow for enalysis of use of strategies
between children. The sustaining of strategies and behaviors was cal-
culated by further enalyzing these data in light of the amount of time
the child was observed using a specific behavior.

Feedback from teacher and assistants was based in part on these
data. Each person was given the collected profiles of each child and
asked to respond to them in light of =xperience with the children in the

classroom.

3.5 Summary

The investigative design developed for this study attempted to
attend the three questions of behavior identification, instrument devel-
cpment, and coping patterns and their related hypotheses. Chapter four
presents and analyzes the data obtained through this design. Each of

the above questions is addreesed through the dats relevant to it.
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L.0 PPESENTATION AND ANALYSIS G DATA

4.1l Tdentification of Behaviors

Data in this section attended the first hypothesis and the ques-
tion derived from it: Specific coping behaviors used by three-year-olds
in preschool settings are identifiable and observable. The three kinds
of data here prééented'hnd aﬁalyzed include "data on” the investigator®s
initial localizing, defining and grouping of coping behaviors.

Deta pertaining to the localizing of coping behaviors were ob-
tained in the classroom observatiozs. These data were a compilation of
all the coping behaviors used by each of the children during the observa-
tions (see Table 8 ). They evidenced the spectrum of behaviors identified
by the observers. The bias found in the literature in favor of Avoidance
and Orientation bshaviors was not evident. The behaviors included in
Reality Testing end Structuring, considered the most difficult both in
the literatures and by the observers were, none the less, consistently
identified. Feedback from the teacher (Appendix H) confirmed that the
behaviors identified for individual children did, in fact, complement
teacher observation and observed reality of the child.

Data on the defining of coping behaviors were obtained from the
training feedback and the classroom observations. Feedback concerned
both clarifications of definitions and difficulties with definiticus. It
was suggested that 'approach self reliantly', 'test what one can do', and
'set ope's limits' consistently caused difficulty. It was observed that
behaviors which took the longest time to discriminate among were: 'seek

known in unfamiliar', 'delay to reassess', 'refuse' (as opposed to

8059




[ EXS:EX]

X3800 U} NG SAOW |

7983 SAOWII

JT9S SAOWS.

iteltelidito]

ojnjo|ojo
O} 1| O|~{O

3SNISX

_Woz<dHo><

N

3083000 ATI00q Ro93

~

OO} | Ol OjWOjO

oy | OlOJOIO1O

Sjey e

iy | OjNOJO|0O

NONQY

ﬂMﬂddldﬂﬂﬂﬂHlMﬂﬂql
e eTe Yoy

[STOUNOSTY

(WY

~

M) Oy | Oftrd]ed]l

Y

Op GBI oU0 3BYA 380%

SUO0}398 AQ oTqQROI3 JUOASXA |

[TaY

[0 1 -4 NO
(o)}

L+ 1+ ND
o

calouls
o [

oy
KO

ATIUTTT02-J105 H587 I0JXT |

SA0135500 %58

8898883X 03 ABISP

S3JUJL 8,000 308

ONILSIL
ALITVRY

podTaq aq O3 3¥8A

op O3 3IBYA PTO} 3q O3 3y8A

pNO|O N | O] OjHIONOT ] HICYY | QTNOIO]

~

~

QM| | O|~|OhD|~I0

Xsequeg U] GROUY o39sX5

IOTATYS] 3ITAS

938U}

(\IIOW—?@HU\ ] O}
—t

KAIoUSINE JX355 |

ALO

—t

EECEV I

=l HONN | N | O] H]|O

GOTFon3 18 oousqy |

DNTHAL
- XYLS

I8T{JWB UM 03 UAOUY BUTLq

IO} | 2 |ONO| YU NN OHO%N;“ (\lrm:f ojnjololo

U\ Oy H N AN ~ NN (T g o]
© ~ ~ © 8\ i ©

IT{IWE U0 Uf UAOGY Ho98

t~—
-

(L
80:—( -‘?O\OHFHNU\W\D OjOlHIMN MO
~ t~ (N

-TIOIOT | (v iy

~

X
AIAINS

3 Cul!

=
Q)

q oy e oM ithOLT 3 uy 'y ‘:ﬂ
& o NO go 00080'_‘ O (o L itedioity

4}
rU)N

rér6a5£r4c> | N FOND| O

dﬂ et o [Ty
Cofealet ~ololohojojn s P 1)

ADra N D N | EOTON OIS+ 11T | D ri®

2]

Uy oy
2Bl

(313\000 e~} L NO| O A

4
K
\a
KN
N
K2 NO

NOIIVL
-NEIY¥0

9AX93Q0 |
HOIAVHIHE A

o

-

Bugdo) uo 838J TTOIBAQ

8 FIYL

Q

Aruitoxt provided by Eic:

E




hs

'assert autonomy'), and 'regress' (as opposed to 'seek bodily contact').

Classroom data showed some confusion over the definitions of 'per-
form self reliantly' and 'test what one can do'. However, oace aa obser-
ver decided that the observed behavior was one or the othgr, she was con~
sistent in recording it in that manner (see Appendix Y, colummn 1 for an
illustration of this). 'Create the known in fantasy' was dependent upon
the task the child was engaged in, rather than a strict definitioa. For
example, if the observer saw the coping task of the child as 'playing
mother', then the coping behavior would be seén ds performing sely” reli- -
antly within that task. But if the task were seen as 'playlng in the
bhomemaking center®, then the behavior might be 'create tbe known in fan-
tasy' (see Appendix I for an illustration).

Feedback on the general groupings of the coping hehaviors (Appen-
dix J) supported the logic of such groupings and their general role in

focusing the observers' range of choices.

4.2 Development of Inctrument

The presentation and analysis of data in this section attended
the second hypothesis: An instrument can bz developed for use by trained
adults with thre:-year-rlds in preschool settings to identify, observe,
and classify these Yehaviors. Data included were interrater agreement
while using the instrument during training, interrater sgreement while
using the instrument in the classroom observations, and feedback on the
system used in the design of the instrument.

The importance of training the observers for effective use of the
instrunent was evidenced in the data. Percentages of £greement between

observers and investigator during the fifteen observation sequences are

presanted in Table § (see next page). Average percentage of agreement on
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TABLE 9

Interrater Agreemant Evidenced Durinz Tralnlng

a, Loplng Stratogzles

46

segments in esach observation
1] 2] 31 V516171879 [ total | Avg.
1 331 331 66 |100 | 100 {100 0| 3311001100 66.5
2 1100l 661661 661 ofoo| o} o01}100 62 73.6
o 3 |100] 1001100 | 66 | 100{100 {100 |100 | 100} 60 92.2 }
b & l100] 100]100 {100 100 | 25 {100 so} 50 | 90.4
s | 5 | 75| 75/100 {100 | 75 75 78.6
e 0] 50} so {100 |100] 75 1100 | 75| 25|100 | 72.5 19.8
r 1z l100] s0}s0| s0]1c0f100 | 25! 75} 75|50 | 67.5 |
. L8 l1o0l 100100 | 50} 75|00 | 50 | 75!100J200 | 85.0
t 19 1 s0l 75( 50 faco| 75l100 {100 |100 J200{200 | 85.0
1 | 10 {3001 1000100 {100 | 200}200 |200 | 75 |100J200 | 97.5
o | 411 o5 1000100 ji00o| olioo | 75 100|100} 75 | 77.5
's‘ 12 {1001 1001100 | 75 | 1001100 {100 100 | 100 97.2 8
13 ) 75| 75l 75 1 75 {200l 15 1 75 | 751 75! 50 | 75.0 3.7
141 501} 3 50 1100 11001100 1100 | 751 S0 1100 82.5
151 501 751 50 | 751100} 75 J1G0 |} 751 50] 75 T2.4
b. Coping Rahaviors
ants in sach _observation
1T 2l 3TelsT 67 181 9l10] total |ayg, |
1 23} 331 ol 66 ]100{100] 0| 0]100]100| 53.2 |-
2 1661 331 66/ of o100l 0| 0}100 41.7 | 52.7
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s 1% 1100} 100] 100{100 751 25 {100| 50| S0} 77.8
® 5 01 50] 751100 | 50 0] 50 53.%
r |6 150] o] 75/50] 50] s0]50[25] 25} 25] 45.0 }¢5
v | 7 1 751 sol s0{ 501100} 75125 o] so{ soj s2.5
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; L9 150} 75| 504100} 25/1001200 | 75| 501 75! 70.0
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the stirategies moved from.?3.6 In the first session to 79.8 in tha second

session and 83.7 in the third session of the training. Average percen-

tage of agreement on coping behaviors moved from 5%.7 in the first session

to 60.2 in the second session and 67.% in the final session. The training

data gave evidence of the training effectiveness by consisiently increas-~

ing interrater agreement from session to seesion, even though this increase

might not be evidenced from individual sequence to sequence,

Tata on the interrater agreement is presentad in Table 10,

(See Appendix I for the raw da%ta from which these were derived.)

TABLE 10

Average Interrater Agreement
during Classroom Observations

2 day 4 day
100 :
—GC :, T ] ﬂ___——0<::f;0——~—-—
.7 /Q ~1 — W P -2
80 P L A S S ;ﬁ‘sz‘L—;>**———-—
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The instrument gave evidence of consistency among observers while simul-
taneously recording behaviors in a naturalistic setting. Average percen-
tages of agreement among ovservers A, B aad I(nvestigator) were 87.5% for
the strategiss and Th.1% for the bzhaviors. Average percgntages of sgree-
ment emong observers C, D and I{nvestigator) were 81.5% for the strategics
and 75.0% for the behaviors. The behaviors had been observed in small
segments. For agreement both the behavior and its actual occurrence had
to coincide. This enabled the investigator to analyze the usefulness of
the instrument in reflecting the reality of the child in the classroom.

The focus of the interrater reliability was ome child rather than
any inter-child agreement or agreement with & norm of behavior. The data
fPor the individual children evidenced, with a degree of relisbility, be-
haviors actually used by each child.

Variations were found in the interrater reliablility from day to
day. This emphasized the value of multi-observations in order to obtain
en average when collecting data involving uancontrolled for variables.

Atypical variables were reflected in the data for the observation
of observers A and B on day three (see both Table 10 and Appendix I). The
children were very scattered ip the room; some of them were beginning to
move outsidzs; the morning was beginning to teke another focus. It was
also the first very cold day of autumn and the children entered the room
with more movement, higher pitched voices, and more running from task to
task. These factors made it extremely difficult to locate the children.

Feedback data from the observers (Appendix J) expressed no con-
cern or difficulty with the general design or format of the instrument.
The erranging by groupings of behaviors ecigpadited the recording procedure
and the sctual recording by sequential (1,2,3...) numerals facilitated

analysis of the mwovement of each child, both by the investigator and,
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lster, by the teacher sznd her assistants.

4.3 Patterns of Behaviors

This section attended the third hypothesis: Characteristic se-
quences of strategics of coping ran be found from an analysis of the group
and individual data as measured by the instrument and observed in the pre-
school settings. The purpose of this presentation and analysis is to
glve some evidence of what wight be possible in using the instrument in
a classroom. Though hypothesis 3 was intended as an exploratory hypothe-
sis, some treatment of relevant data seemed appropriate. Hence, a sample
profile of one child is presented in Table 11 (see Appendix L for the
remaining 9) as well as data on sequences of strategies used, clustering
of behaviors and sustaining of behaviors within a task.

There seems to be no evidence in this sampling that any one child
typicelly uced onc behavior before or after amother. Child 2 (Appendix L)
was recorded as beginning five of the six observations with Reality Test-
iog. The rest of the children used a variety of approaching strategies.
In two of the three times Child 3 wsed Avoidance strategies, this use
seemed to be & break in a task in which he was using Reality Testing.
Child 7 most graphically illustrated behaviors moving back and forth from
testing t¢ orienting (see Appendix I, 7). In all three seguences in
which Child 9 used Resowrces, she alternated this strategy with Orienta-
tion (specifically, observing).

The percentages of time spent by each subject in each strategy

are shown in Table 12 on page Si.

e

L
D
S
2
~




ROt H 0 KR O M0

KR Dt M ctw

TABLE 11

Analysis of Child 10's Coping
Qver Six (Observation Periods

CHILD 101

minutes
]fé%ii(i%{h(}’y
- /
R
py
CHILD 103

minutes
U 3 5§67 89
h?.
R
CHILD 105

ninutes
1 23 3 4 8 &1

CHILD 10,
minutes
SEREEYTEYERY 2
0:89_‘; t
S=_4 T
T= : ‘
Re__ % ole
A:__} g ‘:‘
U 1
CHILD 104
minutes
F: 3 B 9 T 8 QX
- t
0-2g§ e
S:mp a S
gfﬁ t —’Sf_—g:-:ka/
= eln
Az 9 .
y
CHIID 106
minutes
sl 1l 2 34§ 8 43
Ox0% t
s% T
- d alVv
=_P -
R:‘. t - \
Az 9 e
8 A
Yy

00659




TABLE 12

Percentage of Time Spent by Each Subject in Each Strategy

Subjects lonentation Structuring| Testing Resources | Avoidance
1 | 31.7 28.3 33.3 10.0 1.7
2 21.7 16.7 56.7 5.0 1.0
3 18.3 30.0 b6.7 1.25 5.0
L 21.7 30.0 43.3 1.7 1.7
5 18.3 21.6 53.3 3.3 1.7
[ 13.3 28.3 46.7 6.7 5,0
7 | 26.7 25.0 45.0 1.7 1.7
8 26.7 11.7 46.7 _13.3 1.7

9 46.7 21.7 1.7 16.7 3.3
10 35.0 15.0 50.0 0.2 0.1

From this, some consistencies did emerwe. Eight of the ten subjects used the
strategy of Reality Testing one-third or more of the time. Seven of the
ten followed Reality Testing with the strategy of Orientatlon, which was
used from twenty-one to thirty-five per cent of the time. One child
(Child 9) used Orientation forty-six per cent of the time. While this
strategy was found in the literature to be typical of young threes (chila
9 was 3.2 years of age at the time of data collection), it wes not evi-
denced in data of two children younger than Child 9. (Child 1 and Child 5
were both 3.1 years of age.)

The above referred +0 the percentage of time each child spent in
one Strategy in the course of the observations. A second pattern focused
on the suctaining of strategies during these same periods. Observation
periods in which the behaviors of the child moved between only two stra-
tegles for eighty or more per cent of the time are designated in Table 13
by the use of an 'X'. Only two children did not evidence tinls sustaining

of strategies more than half of the observed time.
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TABLE 13

Sustaining of Any Two Strategies
for 80% or More of CObservation Saquence

OBSERVATIONS .

SUBJECTS 1 2 3 L 5 5
1 X X X

2 X X X X X

3 X X X X X

L % X X X

5 X X X X X

6 X X X X X

I X X X X X

8 X X X X X X

9 X X X

10 X X X X X X

Sustalning of strategles were also analyzed internally. Data pre-

sented in Tableis indicate the length of any one behavior within a strategy.

TABLE 14

Iength of Conseautive Marking for
One Behavior

st.] 51 [ So | 53 S | S5 | S | S| S8 | S |50
3-6-

0 |3-k-k! 3 Y | 3-3| 3-3 3 3 3-3 | 5-3-4
S 3 3 L-6 5 9 . 3

ho5-31 3-3- 3-5-h- hbose 3-6-
T 5-3 | 3-6-3| 6-3 | 3-9 { 3-5 6-5-6 3-k-3 5-3
R 5
A

Behaviors most often sustalned over three or more segments of time were:

observing, testing what one can do, performing self rellantly, and creating
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the known in fantasy.
When the profiles of the ten children were given to the teacher
and assistants for feedback, they consistently paralleled and comple-

mented the data thus presented.

4.4 Sumary

The data preseuted and analyzed in this chapter are here sum-

Hy: OSpecific coping behaviors were identified.
The definitions of behaviors included in
Reality Testing and Structuring required
clarifications {or finer discriminations.
Hez Coping behaviors were observed through the
use of the instruwent developed for thet
purpose. The importance of trailning Tfor use
of the instrument was evidenced 8s well as
the value of observing small segments of be-
havior when using a percentage analysis of
the data.
3¢ The data showed some patterns of coping rather
than sequences, as hypothesized, were ldenti-
fiable. These patterns included percentages
of certain behaviors ussd, the sustaining of
particular strategies, and the relative use of
strategies by Loth individuels and groups of

children.

o 59069




5.0 INTERPRETATION OF DATA

The two previous chapters presented ths method of fhe study and
presented and analyzed the data collected as & result of this methodology.
This chapter discusses the findings relating to the identification of the

behaviors of coping, the development of the instrument and the patterns

of coping.

5.1 Idwntification and Observation of Behaviors

The defining and grouping of coping behaviors greatly facilitated
the general task of identification. However, the data indicated some
areas within this identification that needed explanation. Among these
were, the difficulty of identifying several behaviors and the use or non-
use of several strategies.

Behaviors inclpded in the strategies of Structuring and Reality
Testing were consistently the most difficult to identify. Several expla-
nations are possible for this difficulty. The definitions of these be-
haviors ware the most complex to formulate because of the paucity of dis-
cussion on them in the literature. With the exception of Murphy (1962),
no other research dealt with area of coping behaviors with any specific-
ity. white's study (1971) incorporated coping behaviors into the larger
fremework of competency, and such inclusion into another behavior is
typical of the literature.

Even within the studies of Murphy and her associates in the
Coping Project, coping behaviors were identified by highly trained pedig.

triclans, psychologists, and researchers within a psychosnalytic frame-
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work. When one tries to translate them into specific behavioral terms,
one runs the risk of not yet discovering the precise word that isolates
and distinguishes that behavior. None of the sources of coping cited in
Table 3 (p. 21) gave definitions for all the behaviors used in this study.
Cenerally, less than half of them even cited behaviors included in the
strategies of Reality Testing and Structuring.

The two behaviors of *perform self reliantly' and ‘'test what one
can do' were perhaps the two used most often either interchangeably oxr by
one observer and not by the other. This would seem to mean that the line
between the two was not clear. It seems that the distinction is the man-
ner in which the child performs. 1If the child does the task as if he
knew it, even though the adult has evidence that he hes never before per-
formed this task within the classroom setting, then he is ‘performing
self reliantly'. Some children do this consistently: their style of coping
includes moving into a situation as if they knew what to do, not neces-
sarily rushing headlong into it, but not doing the exploring that is more
inherent in the behavior of 'testing what one can do'. Tbis exploring,
handling the situation more slowly and thoughtfully, is characteristic
of the behavior of testing.

The data gave evidence of very limited use by most children of
the behaviors included in the strategies of Resources asnd Avoidance.

89, for example, used Resources thirty-three out of two hundred forty

segments observed. This was the highest use of that strategy by any
child and still, this accounted lor only thirteen per cent of her total
observed time. The total use by 8ll ten subjects of the strategy of
Avoidance was less than two per cent (.0125).

Part of the seeming independence of these three-year olds may be

attributed to the process of both bringing the children into the class-
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room and allowing them to functlion freely within the classroom setting.
Initia) entry was slow, spread over at least several days. Important
adults were not allowed simply to disappear. Once the children were in
the room, they were shown where naterials were kept and they were allowed
to use them. Emphasis on respect for each child often prevented situa-
tions where the adult might have been solicited to help the child. The
direction and redirectlon of the children also seemed effective in fore-
stalling crying or avoidance behaviors. The data on the coping behaviors,
looked at withir the context of the classroom where the study was done,
gave evidence of an enviromment where behaviors of coping other than
those included in avoldance work for the child, and these behaviors were
integrative, synthesizing and testing, rather than avoiding.5

'‘Refuse', 'regress', 'delay to reassess' and ‘seek the known in the
unfamiliar' were behaviors that took the longest to diseriminate, according
to the observer. Part of the reason for the difficulty in the bebevior
'refuse' was in the manner or degree. It was confused with 'assert auton-
omy' when the manner of refusing was looked at positively (Structuring)
rather than negatively (Avoidance). This was also true of the confusion
between 'regress' end 'seek bodily contact'. The general positive orien-
tatlon of the observers and the placement of the strategy of Avoidance last
on the scale (instead of first, as in Spaulding) may have influenced the
choices among bebaviors. Observers also reported that 'delay to reassess'
and ‘seek known in unfamiliar' demanded the greatest subtlety of discrimi-
nation aad so they avolded identifying them. Either the distinctions were

not adequately trained for or the definitions of the behaviors were not clear.

It should be emphasized that Murphy (1962) does mot see avoidance
in a negative light, as Lazarus and Spaulding seem to. For her it is a
strategy a child uses when threatened or forced with ‘too much'. (p. 318)
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5.2 Development of the Instrument

The development of the instrument built upon the behaviors identi-
fied as coping and addressed itself to the manner and degree of reliabil-
1ty which these behaviors could be observed. Some discussion of the data
presented on the development of the instrument clarifies two parts of the
data: percentage of agreement and variations in this percentage.

Since percentege of agreement and therefore reliability was deter-
mined by analyzing the rater's consistency in reporting each ‘same' situ-
ation in the 'same! way, it was essential that both the training of the
observers and the observations reflect this ability.

The videotapes used for training evidenced a great amount of
focusing on Orientation behaviors. This may have hindered observers
while collecting data because of the lack of equal practice in using the
instrument while observing longer Structuring and Realitylfesting se-
quences. Thorndike (1969) identified training as one of the five ele-
ments necessary to obtain reliable obaervationss, but the training also
has to focus on balancing training with the behaviors actusily to be
observed, as indicated on the instriument.

Observations in Lhe classroom gathered data used to establish
the percentage of agreement among observers. The highest percenteges
of agreement were evidenced in the strategies of Avoidance, Orientation,
and Resources. This was consistent with the focus found in the litera-
ture. However, the profiles of the subjects showed the largest percen-

tages of behaviors from which the reliability was calculated were those

6The other four ipclude: selecting the aspect of the behavior to
be observed, quantifying the observations, defining behaviors that fall
within a category, and developing procedures to facilitate recording
(pp. 472-473).
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included in the strategies of Reality Testing, Structuring, and Orienta-
tion. This latter fact was consistent with the research of Lois Murphy
and with behaviors oblserved in the field. Hence, the percenteges of
agreement between investigator and observers were calculated on data from
observations of behaviors considered difficult to identify both in the
literature on coping and by the observers themselves.

Variations in percentages of agreement are interpretable in the
light of both the setting in which the study was done and the framework
of a developmental study. Both allowed for mirroring what was happening
at that point in time, rather than controlling so that specific events
should happen. Hence, atypical variables were sometimes reflected in the
percentages of agreement. Tor example, Child 8's father stayed in the
classroom during observation 5 and constantly called her from her task
to himself. The kind of coping the child used was not directly descrided
on the coping scale and so there was a variety of decisions made. In the
other observations, the father was not there end that atypical variable
vwas removed.

In general, the instrument seemed to reflect events.as they
actually happened in the classroom, rather than those considered more

'typical' or more easily observable.

5.3 Putterns of Behaviors

One intent of the instrument developed in this study was its even-
tual use in focusing adult's attention on each child's way of coping, rather
than to establish any norm for the coping of three.year-olds. While se.
quences of behaviors were hypothesized, the data indicated some patterns

of coping which might be helpful for use in planning for the child.

HE T i




These patterns were found both with one child and across & group of

children. One might infer the child's ablility to draw gelectively from
a wide range of possibilities and his flexibility in doing so0.

S0 is here used as an illustration of patterns of coping behav-
iors for one child. 8S;4 (see Tableil ) emerges as & three-year-old who
spends a great deal of time and a great amount of his coping energy in
using Reality Testing and Orientation strategies. Further, he evidences
much sustaining of these two dominant strategies (Tablel3) end much focus
within a task. In his Reality Testing he focuses mainly on one behavior---
perform self reliantly---whether the task is a 'first time' one or one
used before but not yet mastered, from the teacher's perception. His
first exposure, for example, to play dough and the uge of cylinders re-
sulted in the most sustained behaviors of the entire observation period.

Data on his use of Orientation may clarify his way of Reality
Testing. Fe spent an almost equal amount of time closely observing
others in a task. Hence, his mode of coping at the present time may be
to study & situation very carefully, then enter into it. One working
with him and seeing onmly how he always seems to handle every task self
reliantly may miss the first important part of the coping: his careful
studying of the task.

His ability to sustain a behavior was evidenced in 81l £ix obser-
vations. In four of the six he was engaged in one behavior half or more
of the time.

The picture presented by all this is not so much some one needing
very 1ittle help, but rather a child who first studies, then enters into
a situation. Once in it, he does not explore by use of many behaviors,
hut settles into the ome that helps him manage his world at that tliwme.

So his sustaining behaviors might be planned for in longer tasks.
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This may, in part, illustrate the importance the investigstor
has placed on looking at each child systematically, not merely noticing

him/her when attention is demanded in some way.

Patterns evidenced among the ten subjects, especially the use of

‘Reality Testing, ware Possibly unique to this group of children and/or

this setting. %he investigator bacame coavinced already in the two prec-
liminary studies that, while children have in their repertoire most of
the rangs of coping behaviors, the ones rost evidenced in & particular
setting are dependent upon one or two things: either they are behaviors
that ‘work' for the children in independent tasks or they are the cnes
allowed by the edults. The investigator initially obsarved more struc-
turing in a Montessori-type school, more Reality Testing in a free school,
more Avoidance in a highly structured or group oriented preschool. Hence,
the patterns ia these data cacnot be takxen 25 aecessarily characteristic
of the children of this age. At rmost, they svgzested the possibility of
looxing at coping baheviors o? the ehild, howaver his/her world ray be

structured.

5.4 Swmary

This chapter discussed ths data on the analysis of behaviors
included in the system, the Parceatage of egreement end tpe vatterns of
coping from Chapter 4 to include possible aliernatives and/or additional
information on each. It discussed the ability of the instrument o mea-
sure coping behaviors even though some of these behaviors were difficult
to identify. Finally, it discussed both individual and group Tlexdbility

in using behaviors in vays that moved them toward +he goal of coping:

eventual mastery.
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6.0 CONCLUSIONS AND RECOMMENDATIONS

6.1 Coaclusions

This study attempted to taxe one small step in the understanding
of the behavior of three-year-olds. The area identified for study was
coping: that process by which the child in some way attempts to conmtrol,
synthesize and gradually naster parts of his world.

Four developmental phases were used in order tc identify behaviors
of coping, and to validate an instrument for observing these behaviorsl

The study attempted to extend the concept of coping behaviors
found in the literature. Most of the work done until this time in the
field of the coping of three-year-olds had been done within the psycho-
analytic frame of reference. This study compiled coping behaviors found
in the literature and observed in preschool classrooms, and bahaviorally
defined them to facilitate their identification and observation by trained
aduits. An ultimate goal was to have teachers use this inforrmation in
pleznxzing educational experiences for the children. Since the most exten-
sive work on coping behaviors of preschool children done to date is that
o2 Lois B. Murphy, her work was usad as the theoretical base for this
study.

The instrument was used in the observation of ten children in a
preschool setting. The observers were paired, but worked independently
within carefully defined time frames. Tke behaviors to be observed had
been grouped into fiwe larger strategies of Orientation, Structuring,
Reality Testing, Resources, and Avoidance. Both these and the iadividual

b2haviors were observed and analyzad.
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The reliability of the data thus collected was calcwlated by the

use of percentages:

NUMBER OF AGREEMENTS/(NUMBZR OF AGREEMENTS + NUMBER OF DIFFERENCES)
The method used to determine agreement was the simultanepus recording by
three persons of the same strategy and/or behavior. The number of behav-
iors observed was twenty-seven; these were subsumed under the five stra-
tegles as discussed on pages 31 to 36.

The study was limited by the age and location of the children and

the trained skills of the observers.

The obJectives of the study were identified by the hypotheses:

H;: Specific coping behaviors usad by three-year-olds in
preschool settings are identifiable and observable.

An extensive review of the literature 2nd two
preliminary observation studies in fifteen pre-
schools presented evideace that coping behaviors
did exist and that they were observable. Data
collected and analyzed in this study helped both
to deflae these behaviors in operational terms
end to establish their observability.

Hy: An instrument can be developed for use by trained adults
with three-year-olds in preschool settings to identify,
observe, and classify these vehaviors.

In six observations of the ten children by
paired observers recording simultaneously,
84.6% reliability was averaged in the obser-
vation of strategies of coping and Th.5% was
averaged in the observation of the speciric

behaviors.




H3: Characteristic sequences of stratexies of coping can be
found from an analysis of the group and individusal data
as measur=ad by the instrurent anld observed in the pre-
school classrocm.
The only sequence of sirateglies evideaced was

movement between the two strategies of Reality

Testing and Orientation. Rather than sequences,
some patterns for individual children were evi-
denced in the sustailning of specific behaviors

znd strategies. Strategies of Avoidance and

Resources were minimally used in any observed
tine. All the data reflected the immedilate,
real worid of the cnildren in the study and were
intended for eventual diagnostic rather than
norming use.

The integrative function of copiag was central to data presented
znd analyzed in this study. VWhatever the child's behaviors and strate-
gles, they were his attempts to face school 1ife as a ‘whole'. They

represented a drive toward mastery (Murphy, 1962) and the prucess each

child used in this drive. Some situwations represented threats or chal-
lenges or problems for the chiid. Here the investigator was not inter-
ested in identifying the child's perception of the task or enviroament,

but only the resources and behaviors he usad to cope with it.

6.2 Interpretations

In a d2velopmental study events often happen other than those

planned for aand dsta emerge that fit into no frame but add to the general
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focus of the investigation. It seems appropriate that the final chapter
allow the investigator to commeni on such events which occurred in the
defining of behaviors of coping, the developing of the instrument and

the identification of any coping patterns.

6.21 Behaviors

The four observers who used the instrument repeatedly commented
on the fact that working with these coping behaviors helped them immensely
in looking at their own children, at friends' children, and in reflecting
upon the behaviors of those children with whom they had been working in
the pediatric wards. They said that being aware of these behaviors did
not put them in the bind of makiry judgemental remarks, but helped them

to focus specifically on what the child was doing.

6.22 Instrument

Persons working with children in the classroom do deal with the
behaviors and strategies here ideantified as coping. Perhaps calling them
by name and setting them within some observational Prame will increase
awareness of this fact. For instance, if a child always structures a
situation by crying, most sdults will try to move him in some way to
other ways of structuring or coping with that situation. It may not be
done with awarvness of what is happening, but simply out of snnoyance,
anger or frustration at the behavior of the child. In some classrooms,
a child who always waits to be hzlped in a new situation will be directed
to a task, anyway, or else simply allowed to sit, because of the more
demanding coping behaviors of some children in the classroom.

The study identified coping as a classroom dynamic. Some delib-
erate, conscious looking at how the adult, in fact, sees these behaviors

and where he/she moves from there seems much more realistic for the child’'s
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growth and coping than the 'hidden agenda' type of approach to the be-
haviors of the child, especially if this agenda is hidden from both the

child and the adult working with him.

6.23 Fatterns

While no specific sequences or even what could be called churac-
teristic patterns for a given child emerged, the data evidenced some child-
ren used visual scanning and secking control in that mode before moving
into a task; some children seemed to rush into any situation as if they
already hed it mastered. All these ways of coping would seem to indicate
children are using behaviors they are somehow finding successful when
coping with that enviroanment.

One might suggest that an open environment in a classroom or sit-
uation would allow for more reality testing, wbkereas a strict or very
structured enviromment might evidence very little independent structuring
and much waiting and passive avoidance patterning. Some of this was in
Pact observed in the preliminary studies. Models of teaching used in the
classrooms might evoke different patterns of coping.

Patterns.do not emerge from any ‘one shot' observations. Only
the data from several cbservations o the child give enough information
to make any realistic statements. This is particulerly true for the
three-year-old. He can be characterized in general at this age, but that
characterization may not necessarily be true for any one day, especlally
if the child is near the middle of the thices.

One might also suggest and support it with extensive literature
in Early Childhood that the age of the cild and/or time of the year in
which observations are done influences these more "typical" behaviors.

A very young three may more typically do much orienting, whereas an older

three may engsge in more structuring.
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‘The usefulness of identifying some patterns of coping lies in its
diagnostic possibilities. One working with three-year-olds can get a
'here-and-now' picture of the child or group cf children and use those
data as bases for planning both experiences and procedures in the class-

roon.

6.3 Recammendations for Further Study

The next logical step in the study of the coping behaviors of
three-year-olds is to extend it. With this in mind, the following recom-
mendations are made:

1. The useability of the instrument in identifying coping

behaviors in a classroom using a wide range of models
of teaching needs to be tested.

2. The consistency of coping patterns when larger numbers

of childreu are dealt with meeds to be researched.

3. The relationships between copiag behaviors end the

designing of specific learning tasks, e curriculum
or an enviroament of learning in the classroom need
to be investigated.

4. The useability of the instrument in non-school envi-

ronments needs to be examined. It may be possible
that some composite picture could be made over & long
enough time and varied enough eXperiences. These
non-school enviromments could fnclude the Playgrounds,
the gtreet, the bus, the shopping malls. ‘

5. The relationship (possible or real) between the

physical environment (the classroom size, location,
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etc.) and/or instructional materials, and the coping
behaviors of three-year-olds needs to be examined.
Teachers could be trained in the use of the instru-
ment, in order to test further the training procedure
used in this study. This could also test the instru-
ment's effectiveness when used by teachers exemplifying
varying teaching approaches.

Some experimentation needs to be done concerning the
value or effectiveness of using the instrument and
the training process in the training programs of
beginning preschool teachers and if it has any im-
pact on their later teaching behaviors.

The possibility of this instrument being used by
supervisors in suvervising sequences with preschool

teachers needs to be explored.

Through his coping experiences the child dis-
covers and measures himself, and develops his
own perception of who and what be is and in
time may become. We can say that the child
creates his identity through his efforts in

coming to terms with the environment in his
own personal way.

Murphy, 1962, p. 37k
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Appendix A

IDENTIFICATION OF SUBJECSS IN STUDY

Subject

1

& w

A > e S N TR Y,

10

Birth
9/28/ 170
3/31/ 17
2/21/ 170
" /16 /10
9/20/ 170
2/ 5 /10
1/23/ 10
7/29 /70
8 /20 /10
5/10 /10
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fppendix B

To: teachers of the three-year-olds
From: Jeaa Silveraail
Re: Study of three-year-olds

I am a docioral student at the University of Pittsburgh. Last spring Y
contacted many of you coacerning my research oa the coping behaviors of
three-year-olds in pre-school settings. 7T then set up a schedule for
ten of the contacted schools and observed ths=re.

Now I have a second request. In order for my data-collecting observa-
tions to be geared to the real world of the pre-school child, I would

apprzciate if you would respond to the following items and return the
responses in the enclosed exnvelope:

1. What experiences would you consider new to a group
of three-yesar-olds with whom you have worked/are
worzing? Please list five, see bvelow.

2. In general, hcw would you describe the population
with whom you are working?
example:
a. mostly low income, from a housing
project, many ou ADC, mixed
ethnically

(o2

ers, ctaf
university,
ew Chinese or

nnA
peVexey

3

e}

v

ct

=

(o)

E

E o

ct

@

o & r

a
<y

Thank you for any return on this request. I7 you would like a compiled
list of these experiences for your own information, Just lat me know
and I will s2nd one before December, 1973.

Thank you.

— e - e - —— - o - = - ST S mm e mm e v e v e e e e e e o = e . - o

1. five experi ~es

2. population description




Aopendix C

COMPILED LIST
or
BEBAVIORS CONSTDERED AS NEW OR UNFAMILIAR
TO
TIRTS-YEAR-OLDS

Compiled from the sixteen returned responses to letter dated Avgust 26.

Returned responses represent 48% of the rossible return.

5--being in & group, rather than having the caring person
for self

5--finger painting

4--musical games

3--being without mother

3--sharing

3--esasel painting

3~-use of clay

2- -using hand puppets

2--using scissors

1--water play

1--bubble blowing

l--use of knife, fork, napkins

1--feeding animals

1--use of math dominoes

1--maging butter

l--bus riding

1--tzaring paper

1--frosting cookles

1--blind-fold gemes

1--working with left and right

1--kick ball

1--awareness of body parts

1--woriting with wood

1--pop-corn pictures
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Appendix ®

ORIGINAL SCHEDULY TOP QBRSZRVATIONS
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Appendix p

SELECTION AND TRAINING OF OunsSRVERS

At the beginaiag of the Uaivarsity of Pittsburgh fall ternm
{September, 1973) classes in the Child Develcrment department were con-
tacted and voluaateers were solicitad #£or the role of observer. Saven
=0ssible volunteers uare avalleble, but this number diminished to four
s a result of the interviews and explanation of the involvement sought.
Th2se included:

-interest of the interviewess
~availability for training and ia-classroom observations

-maturity

-advisement of faculty memoer of Chlld T welopment.
The four observers each brought unique experiences and/or sbil-
itlies to tha research:
-;ne wa3 also a teacher of nursiag
-one had & strong and rich background in vsyckiatric
nursing
-one had been a clinical instructor in pediatric nursing
-one hed besn a librarian and volunteer worker in pre-
schools.
Thelr entering behaviors were not preconditioned to the tehaviors
~P

of w2ll, preschool children. Une advantege of this was that the invests-

gator could more readily assizn increasing reliability in the use of the

EMC s3G84




instrumesnt to the training process used and infer useability by rela-
tively unsophisticated ohservers.

The training had three stages. The first stage familiarized the
trainee with the obsarvation instrument; the secoand stage trained for an
accaeptable interrater reliability before going into the ciassroum; the
third emphasized the use of feedback from the trainaes.

The first stage consisted of three sessions, each a minimum of
one hour. Session one focused cn a basic practice and familiarizsation
in terminology 2nd obsarvation skills. This discussion of each task and
behaviors had as its goal the clarification of the observations ahrnd,
as well as introduction to and clarification of some terminology and be-
haviors. Turing this session, a list of iwelve tasks, an observation
instrument, end a list of expanded explanations of each sirategy and be-
havior was given to each traines. These twelve tasks each had two or
three beshaviors described for them, as if a freeze had been put on a
running tape. The trainees and invastigator slowly 'walked through' the
1list, usiné the instruments and descriptions. /n example of these tasks
is: Child with barrel (task) .

a) "TPeacher, I can't move it!" (behavior 1)

b) Sat on barrel, waitinz Por teacher (bebavior 2)

¢) "My éaddy could ha2lp me roll tkis old barrel!”
(v2havior 3)

The second session of stage one was structured to refine recog-
nition and observation of the strategles ideatified on the instrument end
to begin to look at how speclfic bzhaviors fit, without deliberately fo-
cusing on them. This s2ssion helped in slowly d=veloping skills in the
use of the instrument and the terminology. The s23s5ion was built around
the slow and thoughtful viewing of thz videotaping done earlier on coping

behaviors of three year olds. (About 180 minutes of videotaping was done

by the investigator in July, 1973; of this approximately 120 minutes was
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used in the training.) Ten or so minutes of the vid=otape was shown,

with frequent stops and/or comments by the invastigator. About the same
amount of time was used in which the investizacor asked questions such

as, "What strategy (behavior) dc you think 15 bzing used here?" or "Did
you notice wbut this child just did?" Finally, the luvestigator showed

8 series of three, half-minute s2gments during which the trainces recorded
wvhat strategies they thought they observed. After each of the three half-
minute segments there was & discussion durirg which the recordings of the
trainees were discussed, and, if necessary, the videotape was rerun to
clarify or recall a behavior.

Session three of stage one focused oa the specific behaviors of

the instrument and refinement in the use of it. This session gave prac-
tice in the behavior identification, was a reality check for the investi-
gator, and was somewhat of a ‘readiness®' check for the trainses. This
session began with a discussion of terminology and reactions to what had
been done so far ia the training. <The remaining time was spent in prac-~
tice with the instrument, specifically for tne identification of the be-
khaviors. Again, a series of threz, halPf-minute observations were used.
This third session ended with two full five-minute observetiops of ths
videotaped child.

The second stag- trained for sn acceptable interrater reliadility
b2fore going into the classroom. Specifically, three of the four sessions
in stage two had as their task to arrive at and maintain & level of inter-
rater reliability. One of the sessions was an oa-site orientation; the
other three sessions consisted of the use of the videotapeg on the three-~
year-olds.

In the second stage a series of Pifteen ohwservations was used.

This number was erbitrarily srrived a&t. The intent wes that, at the end
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of the fifteen observations, assessment of reliability would be made. At
that point the decision would be msde whether to extend training or to
begin the in-classroom observations. As is shown la the analysis of the
date, more were not needed.

nggxg%\fifteen observatlons were grouped in a threa-six-six pattera
with the last six cccurring after the on-site visit to the preschool. Tt
hed Ye=3 planned to have these observations in & five-five-five pattern,
but the investigator found that, at the beginning of the first session
some discussion was still needed. XEach observation consisted of ien re-
cordings done os the viewed child in half-minute segments.

The third session of the second stage was the on-site visit/
observation to the presciiool where the study was done. It was a mxltiple
orientation. It gave the children & chence to see ard meet the obsgervers;
it allowed the observers to meet the children and to get some sense of the
classroom; and it permitted the teackhers to five practical input es to
better place2s to sit in the classroom, time, and kinds of involvement with
the children.

The third stage empbasized the identification and incorporation
of thz Teadback of th2 trainees. This fredback was consistently us=d as
& catalyst for the sharpsring of definitions and the meaninzs of coping
behaviors. It ran concurrent with stages onme and two, rather thsa before
or aftar.

Two kinds of feedback were sought. Informal feedback occurred
thougaout the training sessions in both stage one aad stage two whenever
there was discussion about what was happening, problems with the process
aad format of the instrument and su so. This was recorded by the inves-
tigator in a log kevt on the training sessions. The formal feedbsck was
ovtained by reans of a feedback information form (Appendix K ). Becsuse

of the nature of the information sought, the form was open ended.
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Appendix G
TEACHER FEEDBACK SHERT

1. Please comment oz the similarity or difference of your perceptions of
the following children in the areas of:

79

Child{ Orientation | Structuring Testing Resources Avoldance

1l

2

10

2. Do you feel the observers' presence in the room fnfluenced tae
children's behaviors?

Row?
Who?

3. Winat do you feel similar observers might do differently?

. Please expand on any other feedback you have about this experience.
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TEACHER FEEDBACK SHEET
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1. Please comment on the similarity or difference of your perceptions of
the following children in the areas of:

Childj Orientation | Structuring Testing Resources Avoidance
asks for
1 I agree I agres I agree att. verbally] I agree
M2
I agree I agree I agree I agree I agree
3
I agree I agree I agree I agree I agree
L
I agree I agree I agree I agree I agrse
5 - ;
I agree 1 agree I agree I agree I agree
6
I agree I agree I agree I agree I agree
7 definitely
I agree I agree I agree I agree avoids
8
I agree I agree I agree I agree I agree
9 4
I agree I agree agree I agree I agree
10
I agree I agree I agree I agree I agree

2. Do you feel the observers' presence in the room influenced the
children's behaviors? -
No. ZThey (the children) were excellent. I was interested in
Bow? how they could come in and out and not one child would rush
up and disrupt.
Who? ’

3. What do you feel similar observers might do differently?
Continue as they have already done.

. Please expand on any other feedback you have sbout this experience.

I was surprised by the number of ckildren observing and then self-

10089




rellantly going about the testing of the situation. Few sought
help and yet they must have felt confident to do the situation by
themselves., In the behaviors orientation I noticed that rarely did
the observers observe a child 'seeking known in unfamiliar' and
‘bringing known to unfamiliar'. Could this be a difficult criteria
for an observer not familiar with the child: how could they know the
child's entering behaviors?

Regarding 'investigation', doesn't 'survey' cover this
area? I see thls as part of the behavior a thres-year-old
enploys when approaching and applying oneself to a new situation.

Found the analysis very interest ing!

86000




32

OBSERVATIONS O RAZERS COMPILED
FOR CALCULATION OF INTERIATER AGRLMINT
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Appendix I (
Continued)
OBS,
A 3 . 7
0 S __ 8 c | o d
e 100 | Il s
BT a v 10D = B
> ’! zv..' RM T . s S Q T
t ‘d 100, 10 . Ser 100
er Rq\ o + J-vo O" ] 100
d || RTg |} 100 109 ] a il 0y | 100, 100
RT RT ! 0 {
41 ° L RT(‘ 100 ] ] 03 1(\ 1
ENENE ' 1000 | 0,1 o 2 00 , 100
- i Lt a l
T ¢ Tq || 1001 50| ! rr 8 0, || 100 100:
4| BTy || RT4 || 100, RTe | RT . -
RTy | RT d 100, 100 o Of 0, 0. 5
-~ H sd R’r 4 n :
RT a |l 100) 100} | ¢ L || 0, {] 1001 100
al BTy RT - .. 0, o .
RT ‘d 100 . 1(19 o a 100 N 100
- Sy || RIg|| 50, 5 Sei Sell Sgli 100,
 RT¢ | RT. || S L O] 0,4 S S - 100
[ Q0 0 0 OD’ a 50 : 50
T a
% Oa 0 100: 2 0q 100 : 100
Y A - : 50 RT S 1
2 a 100 N a 50
2 o O [ - .} r{T
Ay O© O, 1] 1003 100] | S S RT4f| 59! 50
H 3 [N o " a a 3 y
ko) e ¢ . a 100
5 RTq | RT4 - ; | RT;! RT, - ‘ML 100
- - v d 100’ ACO Q T A 100 : 100
;{Ld :‘:Tr‘ RT . T(‘ RT,‘ S i
T4 i 100¢ 190} ] 0 z 0! o
.\L‘ -.’. M 3 IT\ n. O
T Sd vz‘d 100+ 100 5 T qq 04 10C : 100
it > 4 ' a! ‘
RT, — T4 50 91 O o 0,|| 100' 100
A RT N | M
BT o..d D'd 100 100 N 0: 2 100, 100
W RT e
O.Q Ob Ob 100: ; a e 50 ; o
Ob 0 — 190 0. i 0 ]
RT L % 100 50 = a 0 109 : 50
ip O,' RT - 01 0'l o '
RT = £ )0 ! 50 0 2 100 100
—od S, RT * [~ RTa 0 -
5 5, Sa g 100° 100 o Oa O 50 1 <
4 S D 4
o T m I 100t toof | ar — 0n|| 100! 100
'r‘a a RTf 50: 0 [ Sle RT(‘ 100 \ 10
BTy | ®Iq| RT = Sel Se|| s 109
RT, — d 100, 100 RT,| BT e 100: 109
IS R .. 2 T
0 all RTa|| 100, 100] | BT 4l RTq|] 100, 100
o Oq 0 10 T Bt RT RT . T
& ~ OI 10’) D™ PTQ ‘ d ‘._OO 1 100
A BTgi] RT4f} 109 [ 100




e4

Appendix J

CUSERVER FREIEB3ACK ON ANSTAUYaNT

1. To the codiag (1,2,3) coafusing” Kxplain
9/2% —---
9/26 «---
10/y ----
evacy half minute too oftan? Mxplalin
9/2k ----
P
10/1  ----
3. drientation--suggestlions:
9/2% "do=s 'survey' really mean a feeling o? looxing
Zor something?
9/26 'ooserwe' and ‘shift behavior' may be confusing
‘52X knowa in unfamiliar' may ve wverbal, while
'oring known to unfamiliar' may b2 nonverbal
10/1 ‘'imvestiza-e! should be somewhere
L. Siructuring--suggestions:
9/2h ‘'create known in fantasy' cap b2 confused
with ‘seeX known in unfamiliar’
what ls the dirfereance beiwesn ‘shift behavior!
and 'initiate*?
'eréate known in fantasy' is vague. should say that
the behavior ¢o2 not have to L verovalized
925 tery' aad 'move out lu anger’ may b2 hard to
difforentiate
acer spouwld spacify that they caa be versdal or
nonverbal -
'shif't behavior' should emmhasize that 1t i3 after
+he behavior bhas already bYeyun
'waic. .. ig 2 word that may have bo bhe defined “etter

)
)
7

101 tinvestigate' should be scmewhsre
5. Reality Testliang''sugygestions
9/2h can't dictinguish beiween 'perform uelr reliantly’

here and 'inltistle!
rzy to ‘'perform..' zeems to b2 the idza of organize
2t one's limlts' and 'test to see whab one
can do' gsimilax-
change 'approach task self relieantly' to 'perform!
/ 10/1  what is difference batuween 'perform self reliantly®
and 'test what one can do'?
fy. R2sources--suzgestions
9/2h ‘*s2ek visual/verbal reassurance..' seems to narrow,
could be scmrething lilie 'sezk visuaml contact'
9/26 'ask for help' could be corfused with 'wait to be
told what to do!
10/1  ----
7. Avoldance--suggestions
9/P% ----
9/26 --n-
10/ ----

Q
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9/2h

9/26

10/1
9. Other

9/24

9/26
10/1

wider columns, grouping convenient way to locate

- o =
- - o
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Mopentlc ¥

rERDRACH Ohserver
Date

1. Is ti» coding of 1.2,4... for the sequencs of behaviora coafusiag?
waplatn.

")

Ts 2very half minute too often” Explain.

3. For the strategy Crientation and the four included behaviors you would
suggaest the following:

L. For the strategy Structuring and the nine includad behaviors you would
suggast the following:

5. For thzs strategy Rz2ality Testing and the six iacluded behaviors you
wvould suggest the followingz:

6. For the strategy Use of Person Resources and the three included
behaviors you would suggest the following:

« 50095
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2. feedyack

T. For the strategy Avoldance and the five included behaviors you would
suggest the following:

&, You would suggest that the format:

9. Any other suggestions or comments:
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Appendix L

ANALYSIS-ONE CHILD'S COPILIG
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Appendix L (continued)

ANALYSIS~-ONE CHILD'S COPING
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Appendix L (continued)

TALYSIS-ONE CHILD'S COPING
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Appendix L (continued)

ANALYSIS-OME CHILD'S COPING
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Appendix L (cont inued)

ANALYSIS-ONE CHILD'S COPING
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Appendix I (continued)

ANALYSIS-ONE CHILD'S COPING
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-'Appendlx L (continued)

ANALYSIS~ONE CHILD'S COPING
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Appendix I {continued)

ANALYSIS-ONE CHILD'S COPING

CHILD 81 CHILD 8,
minutes minutes
s{d 23 8 3L 80 I LT EYERRY
s 0# Oa J t Ou o
R RN ___m: r S ;._O_g
a o ~Rnd ajv oy d
e nnnf oA AL e
e In Ax_4q, erR Az10%
g L &= —
y h4 1
CHI1D 8 CHIID 84
minutes minutes

b 6§87 8331 BN EBYELY: 1

[}
)

g
o
QA

R O+ o
o
3
[ 2 {1
3
ROy
»%\!\uiq q
.
1
w3
M
go
QU

R

CHI1ID 85 CHIID 8

minutes minutes
s{ ) 323 & 4 ¢ fra R, s| 11 2 315 &4 &
tle O=30% tle 0=40%
T $z10% T / S=ignd
Y T=50% @ / / =_%
A E; Rs = N/ R=20
e PY) A:J € Ixe A:J
8 La 8 A
Y Y

Q e’\O 1 0 -’l

M




96

Appendix L (continued)

ANALYSIS-ONE CEILD'S COPING
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